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1 INTRODUCTION

The key role of assessment in the learning proeess in the acquisition of key

competences was emphasised by the 2009 Joint Repothe Council and the

Commission "Key competences for a Changing Worldased on Member States’
reports, it shows that most countries have recenttpnged school curricula to
incorporate at least elements of the key compesence even the entire European
framework in some cases, and that priority is noavimg to how to implement these
reforms by addressing e.g. teacher education, ékelopment of learning materials, and
assessment methodolodies

Significant work remains to be done to translatdicgointo practice. The report
concludes, inter alia, thamost current assessment methods have a strongasimspin
[only] knowledge and recall and do not sufficientbpture the crucial skills and attitudes
dimension of key competences. Also the assessnidrdansversal key competences and
the assessment in the context of cross-curricutak \appear inadequaté. The report's
conclusions refer to the growing use of complenmgntaethodologies (such as
portfolios, peer assessment, project work etc)samgdests that these should be examined
and developed further. This request was also miatte December meeting of Directors-
General for Schools in Stockholm.

This paper is a first response to this requesis ihtended to give some provisional
insights into challenges and policy trends thatcameently observed at EU level, and to
suggest some directions for future work to deepwhrainforce the analysis. The paper
draws on the peer learning undertaken by the Glisey Competences and Curriculum
Reform’ on the links between curricula and asseasm@&nd on independent work
conducted by the expert advisor to that Cluster. It

« outlines the different purposes of assessmentipsliand practices and the kinds of
learning they are designed to reveal;

» discusses the challenges systems face when tryiogpture all the dimensions of key
competences through assessment — in particulanarga

« shows examples of how assessment processes ageeédmded to cover explicitly a
wider range of key competences, and,;

» looks at how to harness assessment to supporiguglity teaching and learning

! communication from the Commission to the Europearidgment, the Council, the European Economic asale Committee and
the Committee of the Regions: “Key Competencesafohanging world: Progress towards the Lisbon Qivjes in Education
and Training: Analysis of implementation at the @ean and National Levels. {COM(2009) 640}

2 See Page 5 of the report.



The spotlight in this paper is on assessment agitbcess of making judgements about
individual learner's progress and achievemerdter that on the evaluation of education
programmes, school performance or systems in genera

The paper does not attempt to give systematic goeseon how to assess each of the key
competences but rather identifies issues that amemmon to all of them. It offers an
overview of the current situation and some exampfegood practice as the basis for
discussion and exchange of experience.

The Commission seeks the views of Directors-Gentralschool education on these
issues, particularly on the priorities for the warkthe new Thematic Working Group
Key Competences, which will start work in Septem®@t0. A Policy Handbook on the
assessment of key competences is envisaged a$ isérst outputs.

3 Looney, J. (2009), “Assessment and Innovation dudation: OECD Working Paper No. 24,” Paris;
OECD/CERI, page 10.



2  WHY ASSESSMENT?

2.1 The European Framework on key competences for lifehg learning

Since 2006, lifelong learning has been supportethbyEuropean Reference Framework
of Key Competences for Lifelong Learnifi@.his is designed to help Member States
prepare all of their young people for adult lifeanchanging world, and ensure that all
adults are offered the means to up-date theirsskitid reap the social and economic

benefits of the knowledge society.

The table below summarises the key features dEtliepean Framework.

2.1.1 Table: Key Competences

The key competences are They consist of And contribute to
1. Mother Tongue Knowledge
2. Foreign Languages
3. Mathematical competence and basic Personal fulfilment
competences in science and technology
4. Digital Competence Skills Social Inclusion and active
5. Learning to Learn citizenship
6. Social and Civic Competence
.. ) Employability
7. Sense of initiative and entrepreneurship
8. Cultural awareness and expression Attitudes

Key competences are overlapping and work together. They are underpinned by "process dimensions"
which obtain when competences are applied in real-life situations. These process dimensions are: critical
thinking, creativity, problem solving, initiative, risk assessment, decision-taking and management of one’s
own feelings. They are applicable in many situations; multifunctional so that they can be used to achieve
several objectives, accomplish different kinds of tasks and solve different kinds of problems.

Three features in the European Framework of Key @&ences pose challenges for

teaching, learning and assessment:

» Each key competence is made up of a combinatioknofvledge, skills and

attitudes, appropriate to the context. In the EeampFramework, "attitudes" are

taken to mean the capacity to apply knowledge &illd & real-life situations.

» All eight key competences are underpinned by tloegss dimensions listed in

the table above.

4 Recommendation of the European Parliamentadnitie Council on key competences for lifelong léagn
(December 2006 http://ec.europa.eu/education/lifelong-learning-paty/doc42 en.htm
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* While many of the key competences are close tatimadl school subjects such
as Mother tongue, and Maths and Science, othensck as Social and Civic
competences, Initiative and Entrepreneurship - ggobd traditional subject
boundaries.

An approach to teaching and learning which is basekley competences shifts the focus
of attention away from inputs such as programmeesantime, materials and methods,
and on to the outcomes of the learning processt a/iearner knows, understands and is
able to do after completion of learning.

This implies developing individualised approacheseiaching, learningnd assessment.
The following table summarises the some of charatites of the learning environments
that support the development of key competences:

2.1.2 Table: Key Competences and the Learning Environment

The Student:

In the school or training institution:

The teacher/trainer:

Leaders and managers have a shared
vision of key competences and make
practical commitments to supporting
staff and learners in achieving them.

Staff, manager and learners work in
an atmosphere of openness, trust
and collaboration.

Positive and fruitful interaction with
external partners, including the local
community, is fostered.

There are structures and procedures
that support staff and learners in
using a wide variety of teaching and
assessment  methods, including
modern media and IT

A learner-centred ethos with high
expectations is promoted which
supports for all learners in fulfilling
their potential.

Consciously addresses the
development of positive attitudes
and creativity, as well as knowledge
and skills.

Makes connections between learning

areas or disciplines; integrates
learning, individually and with
colleagues.

Creates opportunities for learning
that takes students into authentic
contents that are relevant for
students' life now and in the future;

Develops learning plans  with
students which respond to their
needs and allow for tracking their
progress.

Uses a wide variety of methods of
teaching and assessment that
encourages the learner to take an
active part in monitoring their own
progress, and to view mistakes as
useful feedback rather than failure.

Has an active role in decisions about
the content, process, and
assessment of learning;

Works alone and in groups, within
and across traditional subject/craft/
vocational boundaries.

Fully engages in applying their
learning in their lives outside the
immediate learning context.

Shares their

learning

responsibility ~ for

Participates fully in activity-based
methods, by asking questions, taking
risks and using mistakes as useful
feedback.

2.2

Impact of assessment on the development of key coatpnces

Research has shown that the influence of assessaxtemds both to individuals and to
education and training systems in general.

® Black, P.J. and Wiliam, D. (1998) “Assessment &ldssroom Learning,” Assessment in Education: Ryles, Policy and
Practice, 5 (1). Also Looney, J. (2009) “Assessiaerd Innovation in Education: OECD Education WogkPaper No 24,”
Paris: OECD/CERI pages 11 — 16; and ACCAC (2003)¢“RCCAC report on the value of the key skills seshe value of
tests | n the assessment of key skills qualificestib reproduced in QCA/ACCAC/CCEA (December 2003view of the
September 2000 Key Skills,” London: QCA.



The role of assessment has also been a recurrergethin Peer Learning Activities
(PLASs) of the Cluster Key Competences and CurricuReforni: the PLAs indeed have
shown how any curriculum reform will remain incored if assessment regimes and
teachers' own competences have not been addressed.

For the learner, assessment shows what is valuedl@arning outcome. The ways in
which these outcomes have been agreed upon, deg@ii assessed, determines what
the learner is motivated to achieve. At best, assent can help students 'learn to learn’
and lays the foundations for lifelong learningcdin increase awareness of one's learning
process and learning needs, and help overcome ctéssten order to learn more
effectively. Assessment can help people learn tm,gassimilate and process new
knowledge and skills, help them understand thesfgpred learning styles and become
autonomous and confident learners.

Assessment leading to qualifications may also h@p hinder) the learner to
communicate his/her real competences when seekirnlef learning opportunities or
employment.

However, there is also evidence that some assesgremtiices may damage learners’
motivation and self-esteem to the extent that sgueng people and adult learners
abandon their studies; and that people who are-dolevers’ may feel the worst
effects’

For the teacher, assessment has a powerful impaghat and how is taught. This can be
both beneficial, using assessment as a tool foifyglay learning outcomes and future
goals, and detrimental, narrowing learning to tbetent and methods likely to be tested
("teaching to the test"). The Peer Learning Acdigtundertaken by the Cluster have
provided insights into how the processes of teaghiearning and assessment are so
closely intertwined that any policy or strategy efhimpacts on one of these elements,
will also affect the others. This means that decsimade in relation to assessment have
a major influence on how the key competences aightaand therefore, on what learners
learn.

® The Cluster '‘Key Competences- Curriculum Develaphieas undertaken Peer Learning Activities on the
implementation on key competences: the role ofssssent has been identified as key in all of these.
Seewww.kslll.net

" Black find ref



3 PURPOSES AND METHODS OF ASSESSMENT

3.1 Overall purposes of assessment: from internationatomparisons to individual
level support for learning

The words ‘assessment’ and ‘evaluation’ are sonegimsed interchangeably. In this
paper, assessment is taken to relate to the congesteof the individual learner, and
evaluation to institutions or systems, often bamedggregated assessment data.

Contexts, functions and uses of assessment cacthbmatised as follows:

3.1.1 Table : Assessment and evaluation

Context Function Uses
System International comparisons; Policy development, system
National standards; monitoring
Accountability.
Institution Monitoring against national standards; Feed into national data-gathering
Internal quality assurance; processes;

Developing internal policies and procedures. | Feedback to tutors, trainers,
teachers, learners, parents.

Learner Monitor achievement against national Feedback to learner on progress;
standards and curriculum objectives; feedback to tutors and teachers on
diagnose strengths and weaknesses; track success of teaching approach.

progress.

As regards system level evaluations, the Eurydigdyson national testing emphasises
that national level tests — in addition to theindtion of awarding grades or certificates -
have become an increasingly important tool for MentBtates to monitor their systems.
However, the picture is complex: evaluation pokciary in subject coverage, frequency
of assessment, use of sampling or universal assessand how the results are used to
feed back to schools and the systems as a whdiso, the study concludes that out of
the eight key competences set out by the Europeamdwork three, namely

Communication in the Mother tongue, communication foreign languages, and

mathematical competences and basic competencedeince and technology, are the
most commonly assessed in national tests. By cstntramany European countries the
key competences such as Learning to learn or Saadl civic competences, which

usually relate to more than one subject, are no¢igdly assessed in national evaluations.

It is therefore important that those competences aovered by national tests are
supported by other forms of assessment, and thatdgourposes of policy decisions the
limited scope of nationals tests is completed byeotsources of information such as
research and dialogue with stakeholders that cavige valuable information on how all
objectives set out in the curriculum are beingiatta.



3.2 Summative and formative assessment

Many difficulties associated with assessment dr@a a lack of clarity about what the
various forms of assessment and evaluations asmdetl to, and can realistically,
achievé. One way of clarifying these issues is to consither distinction that is often
made between assessment carried out for summativBbamative purposes.

The main purpose of 'summative assessment' is rbwige summary statements of
student achievements and capabiliti@dt’usually takes place at the end of a particular
educational stage.

'Formative assessment' sometimes simply refersgesament which takes place at the
same time as teaching or which provide learnens feidback on test resultsdowever,

it can also mean the frequent, interactive assesswfestudent's understanding and
progress to identify learning needs and adjusthiegcappropriately’ This definition
emphasises the role of assessment as shaping dbhing and learning process:
assessment is an integral part of teaching andifegar

The distinction between these purposes is not awgar-cut: sometimes they overlap,
and the same assessment process may be used Fforfdootative and summative

functions. Preparing portfolios and projects, faample, generates information during
the teaching and learning process which can prownheediate feedback for the learner.
Yet the same process also produces work that boies to a final mark, grade and,
sometimes, a qualification. Similarly, often thedi marks given in schools are not the
result of an-end-of-year test: they can also delivgpart, from work which the learner

has been engaged in over a long period of time.

It may therefore be more useful to think of thetidigion between summative and
formative assessment as a question of emphadisy than as an absolute divide.

3.2.1 Table: Features of Assessments for Summative amddtive Purposes

Summative purposes Formative purposes

What Does it Do?

Sums up learner’s performance. Gives immediate feedback on teaching and learning.
Gives delayed feedback. Diagnoses strengths and difficulties.

How is this done? (methods)

® Newton, Paul E. (2007) ‘Clarifying the purposesediicational assessment’, Assessment in Education:
Principles, Policy & Practice, 14:2, 149 -170.

o Eurydice (2009) National Testing of Pupils in BueoObjectives, Organisation and Use of Results,
Brussels: Education, Audiovisual and Culture Exeeufgency,
http://eacea.ec.europa.eu/education/eurydice/dausitieematic_reports/L09EN.pdf

10 Looney, J. (2009), “Assessment and Innovationdodation: OECD Working Paper No. 24,” Paris;
1 Assessment Reform Group (2002) "Ten PrincipleseReh-Based Principles to Guide Classroom
Practice," http://www.assessment-reform-group.argligations.htmi

12 Looney (2008) op. cit., page 1.
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Standardised tests. Other tests and examinations.

Structured verbal interaction between teacher and
learner.
Learner self-assessment.

Projects, portfolios of work, oral interviews and presentations, observation of learner’s performance on tasks,

examination of items made.

When does this happen?

At the end of a programme or period of learning

| Day-to-day, during the teaching and learning process.

Projects, portfolios etc carried out on an on-going basis.

Who has responsibility for assessing?

Assessor(s): may be class tutor/teacher, or external
assessor, or both.

Learner and teacher/tutor jointly.

How are results reported?

Marks, grades, profiles and records of achievement.

Verbally. In informal written records and forms. Often
not formally reported.

What are results used for?

Compare and discriminate learners’ performance.
Select learners for courses or classes.
Provide learners’ qualifications.

Provide information for employers and higher

Track learners’ progress.

Identify learners’ strengths and difficulties.

Identify strengths and weaknesses in teaching.

Check learner’s progress in relation to goals or criteria.

education (screening).
Evaluate success of programme or
accountability.

institution:

Summative assessments produce judgements which fromethe outside; formative

assessments often include the learner as an gmineipant. Summative judgements
give results which are usually expressed in quatnté terms and are often on public
record; formative results may not be recorded latoalif they are, may be noted down
informally or in locally-designed formats designtx support private communication
between teachers and learners.

Formative results may be useful to only a few peotile teacher and learner, to parents
and possibly also school managers and some othehdes. This is mostly a private
process, carried out with the immediate needs @fiearner in mind. Formative results
may be useful to only a few people: the teacherleadher, to parents and possibly also
school managers and some other teachers. This syn@oprivate process, carried out
with the immediate needs of the learner in mindweieer, it is important to note that
many countries organise national level tests famédive purposes. In France, for
instance, there are diagnostic tests (optionapfomary education, obligatory for lower
secondary) the purpose of which is to identify i the need of extra support.

In contrast, results from summative assessmentslofiduals' learning at the end of the

education stage have a significant impact on stistleducation and training career: they
are used to award certificates, or to make importetisions on progression, and, in
some countries, to stream students into diffenergks of education and training within

school or even between different school types. &im most of the cases national
summative tests are taken at the end of lower-segreducation, in the Netherlands,
for instance, national tests at the end of primedycation are used to inform parents
about the most suitable forms of secondary eduté#biotheir children.

10



Also, results of national summative assessmentmareasingly used for monitoring and
evaluating schools or education systems as a whalgording to Eurydicg, some half
of the European countries use standardised test®titor and evaluate schools, or the
education systems as a whole. The results are offed in conjunction with other
indicators such as socio-economic data on thesae&d by the school.

13 Eurydice (2009) National Testing of Pupils in Eugo@bjectives, Organisation and Use of Results, Bisss
Education, Audiovisual and Culture Executive Agency,

http://eacea.ec.europa.eu/education/eurydice/danisizematic_reports/109EN.pdf
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4  THE CHALLENGES OF ASSESSING KEY COMPETENCES

4.1  The challenge of capturing all the dimensions ofdy competences

The European Key Competences Framework is basédeonnderstanding that in order
to function effectively in daily, learning, workingnd community life, individuals need
certain knowledge and skills. However, the conaafptompetences goes further and
encompasses the attitudes that enable individoalsake full and appropriate use of
their knowledge and skills. This makes competemcesich more dynamic and personal
concept than was common in ideas of teaching ardilgg until quite recently.

The Framework therefore has a strong emphasiseattiudinal dimension of each key
competence and also on the “process dimensionstritital thinking, creativity,
initiative, problem solving, risk assessment, deaidaking that are crucial for personal
well-being, active citizenship and success in toeavof work

The Framework also emphasises that key competenvegelsap, and support each other: it
is the combination of key competences that willphpkeople to cope with complex
situations.

The following extracts from the full definitions ey competences show how key
competences are a wider concept that traditionbjests, how attitudes and process
dimensions (such as creativity and problem etcearbedded. It also illustrates how key

competences are interlocking and support each:other

4.1.1 Table 3: Dimension of key competences

Key competences and how they integrate knowledge, skills, attitudes creativity and problem solving and interlock.

Mother Tongue,
and

Foreign
Languages

Languages require a solid knowledge of vocabulary, grammar and understanding of different functions
of languages. But one need to skills to adapt communication to different situations and, as attitudes, to
appreciate the aesthetic qualities of languages, to interact with others in intercultural and —linguistic
environments. Languages contribute in particular to creativity, and management of one's own feelings
and thus social and personal well-being. Languages skills are obviously both a pre-requisite for further
learning and develop in the course of acquiring and applying other key competences.

Mathematical
competence and
basic
competences in

A sound knowledge of numbers, terms and concepts and mathematical principles is accompanied by
skills to apply Mathematics and science in everyday situations. Attitudes include the e.g; the willingness
to look for reasons and to assess their validity — this contributes in particular to problem-solving. In
science, the basic knowledge of natural world will lead to skills to draw evidence-based conclusions

Science and and develop critical thinking and respect of sustainability and interest in ethical issues related to
Technology scientific and technical progress.

Digital The basic skills in using ICT and digital services require both knowledge of the role, nature and
competence opportunities new media provides for personal, social lives as well as work and the basic skills of using

the technology. However critical and reflective attitudes are essential; as well and engagement in
social communities, and professional networks and the creative use of modern media.

Learning to Learn

While knowledge on ones own learning styles and options on career is indispensable, skills include both
"study skills" such as finding, assimilating and synthesising information and skills related to planning,
organising learning autonomously and in groups. A problem-solving attitude is essential to handle
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obstacles as well as curiosity and motivation to pursue learning throughout one's life.

Social and civic Knowledge on and understanding on of the codes of conduct in societies, work organisations and on
Competences concepts such as democracy and humans rights pave way to skills of communication constructively,
show tolerance, negotiate and resolve conflicts. Attitudes include showing responsibility and
involvement of civic activities and decision-making at all levels.

Sense of The knowledge-component of this competence includes understanding of the working of economy and
Initiative and enterprises. However, skills such as planning, organising, managing, communicating and the ability to
entrepreneurship | work both individually and in teams connect this competence in effective learning. Similarly, attitudes
related to entrepreneurship initiative, pro-activity and innovation serve both for personal and social
lives, and the basis for careers as an entrepreneur.

Cultural Cultural knowledge includes awareness of the role of cultural heritage at all levels; understanding the
Awareness and richness of Europe and its societies. Skills relate to enjoying and expressing oneself through art but also
expression to realise the social and economic potential of artistic activity. Attitudes include the appreciation of

creativity and an open attitude towards diversity.

For assessment, this poses three challenges:

« How can assessment capture students' capacity dly &powledge in authentic
situations that require using a broad combinatidkey competences?

» How can assessment capture and support creathdtpblem solving?
* How can assessment include the element attitudks/hat issues then may arise?

These are important questions as recent stidiesl reports from Member Stafes
confirm that while all European education and irajnsystems already have in place
structures for teaching, assessing, recording acdediting the knowledge and skills
components of some or even all key competencesssiag the application of knowledge
and skills remains a challenge: the dimension titbides, critical thinking and creativity
are less frequently included in assessment regimes.

A promising and widespread response to the firestion lies in broadening the scope of
summative assessment for formal purposes to cowee mvays of gathering evidence.
The use of portfolios, projects and performancé&gasor instance, can help making
assessment more authentic. In particular the is8Tohas an enormous potential not
only in administering assessment but in helpingdéwelop summative assessment to
include tasks where students have work on the hmsiarge amounts of information
which would be impossible in a paper-based asseds(eg handling a database) or
combine information from the internet and other raetb prove a mastery of
competences that go beyond traditional subject tharies'® Also, ICT provides a useful

4 Key Competences in Europe: Opening Doors for bifgl Learning Across the School Curriculum and
Teacher Education; Final report 2007/2090/001/0RATTRSPO. CASE - Center for Social and
Economic Research

> Joint Report of the Council and the Commission yK&ompetences for a Changing World"

COM(2009)640 final

® F. Scheuermann & A. Guimares Pereira (2008): “Trowaa Research Agenda on Computer-based
Assessment - Challenges and Needs for Europeanafoiual Measurement”. JRC Scientific and
Technical Reports 23306 EN.
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tool for continuous assessment for formative pugposn all these areas good examples
exist (see Chapter 5).

Harnessing assessment to support creativity incpéat poses a challenge for schools,
teacher and trainers. ResearcHeagree that in order to support creativity, leagnin

environments should be permissive, safe and suppoth such environment teachers
themselves pass the message that creativity ishvpontsuing and promote cooperative
learning that is relevant to students' life experes. Students feel rewarded and
encouraged and have a sense of responsibility wnérship. While they take the role of

discoverers, they are supported and guided in watshelps them succeed rather than
seeking out and punishing faildfre

Supporting creativity in schools does not mean dbaimg traditional subjects
altogether. But it does imply more inter-disciplydearning through cross-curricular
work. While the division into subjects allows fdret development of knowledge and
skills related to a certain discipline, cross-aurtar work can allow for broader, trans-
disciplinary thinking, looking at things from diffent perspective and making new
connections: all this is a pre-condition for creit§iand innovatiol.

If creativity is to be promoted, it has to be valueboth in the macro level of evaluations
for accountability, and in particular at micro léw# individual assessment that takes
stock of student progress. Competitive assessnietitis often based on comparing
students' performance is often centred around t'raiswers” and has been rightly
criticised for not supporting, and indeed stiflimgeativity. On the other hand, assessment
can be built on developing "mastefy' There the emphasis is on self-improvement and
providing students feedback for doing this effeelyy The latter applies also to day-to-
day interaction between teachers and studentsealfhing and assessment is about
looking for "an answer that is known before the sfiom is posed® instead of making
students to investigate solutions themselves, tisaret much room for creativity. On the
other hand, intentional and systematic use of ftikmaassessment can be an effective
tool to support creativity.

Assessing attitudes relates to personal attituddgspositions and so raises ethical issues
as they are very personal and may manifest inrdifiteway in different social contexts.

7 See for instance: Amabile, T. M., and N. Gryskiewickzhe Creative Environment Scales: The Work
Environment Inventory." Creativity Research JourBa{1989); Woods, Creativity in schools: tensiamsd
dilemmas, 2002.

18 Simplicio, J. S. C. (2000). Teaching classroom attus how to be more effective and creative teachers

Education, 120(4), 675-680.

19 Craft, 2005: Creativity in Schools: Tensions aritimas

20 Beghetto, R.A. (2005); quoted in "Innovation ande&ivity in European Education and Training
Systems. Fostering Creative Learning and Innovalieaching". Literature review by A. Ferrari, R.
Cachia and Y. Punie. JRC Technical Note, 2009.

2 Malaguzzi, 1987, quoted in "Innovation and Cragtiin European Education and Training Systems.
Fostering Creative Learning and Innovative Teachihgerature review by A. Ferrari, R. Cachia and

Y. Punie. JRC Technical Note, 2009.
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These arise especially when assessments are caatiddr summative purposes, where
judgements about attitudes and values which armeédo have demonstrated can have
a larger impact Some teachers question the feasibility of makéliginle assessments of
attitudes without having deep background knowledgthe individual's circumstances,
and some even question their right to make suchejnents. This ethical question has
important implications for the relationship and msvdynamics between the teacher and
the learner, particularly in the context of highlsis assessments, such as end-of-year
results or the awarding of national qualifications.

At the level of school education, many countriessessment guidelines make it clear that
attitudes or dispositions mean work habits, cutyosnd persistence — essential elements
of the 'Learning to Learn' competence — and aré¢ plathe criteria for summative
assessment. Qualifications including personal staigs or profiles have been in use for
a long time. Some of these are explicitly orierdatewards providing information of
interest to employers.

Projects, presentations, portfolio-building andeothctivities mentioned in section 5 all

give opportunities the opportunity to develop thigwde dimension of competence and
positive attitude towards learning in general. Bheame activities also provide an
opportunity for learners to demonstrate their pesgrand achievements; and for their
teachers and other assessors to observe and #sssssachievements; and also, to
identify where more work is needed for the learner achieve any of the key

competences.

The most important tool, however, for developinge thattitudinal dimension of
competences as well as creativity, critical thigkiemd problem solving, is formative
assessment. It is a powerful resource because it:

* involves the learner in setting objectives, plagramd assessing their own progress;

» provides immediate feedback for the learner anal this teacher, which can be used to
adjust the teaching and learning process as needed;

» broadens the range of capacities that can be deaaland assessed by promoting
knowledge and skills and also, many more which racee difficult to define and
capture;

e can generate objective evidence of learners’ pesgead achievements that emerge
from the immediate teaching and learning context.

The following example shows these principles inicect The Creative Learning and
Assessment Project illustrates how both the athalddimensions of key competences,
and creativity and problem solving can be systerallyi developed and, also, embedded
in formative assessment processes at local level.

2 ‘Implementation and Assessment of Key Competencasté&lKey Competences and Curriculum Reform; report on
a peer learning activity in Prague, December 2009.
http://www.kslll.net/PeerLearningActivities/PlaDetails.cfm?id=98

% See Employability Skills Profile in Australia; tiienployability Index (?) in the US; etc.
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4.1.2 Example: The Creative Learning Assessment Prdigajland*

1. Project Aim:

To develop an assessment model that enables tedoher

- understand and assess creativity in learning;

- develop curriculum and pedagogical strategiasatoe and promote creativity;
- have a positive influence on teaching and leaggnin

2. Development strategies

The team examined different subject domains forodpjities to work on an
collaborate on fostering creativity. They discagethat in assessing creativity, th
were addressing a multi-dimensional constructitndtided both independent stran
and abilities, and generic skills that recurredhiany different contexts.

)

ey
ds

They decided to focus on projects and real-lifaagibns as vehicles for the teaching

and assessment of creativity.

3. ldentifying the construct
Teachers and researchers identified a range ofndilmes on which to focus th
teaching and assessment: features of creativitywbich they were interested
tracking children’s progress. Some of the traitd bahaviours they assessed includ
- confidence; independence; enjoyment; collabonattommunication;
- experimentation in play; use of many and varieatsgies in play;

- knowledge and understanding appropriate to tivatsdn; reflection and evaluation.

e

ed:

4. Observation framework
Teachers and researchers then developed an oliserfi@mework based on th
dimensions listed above. The framework identifiehdvioural elements to provig
evidence of children’s progress under each heading.

For example, evidence for ‘collaboration’ and ‘commitation’ was if a child wa
seen to:

-work/play & part of a team; contribute to a discussion; makeggestions
listen and respond to suggestions and instructions;

- persevere with a task; overcome problems witlis or situation; communicate a
present ideas.

e
e

U)

nd

Teachers and researchers then developed scalesgrégsion and development for

these dimensions, which were divided into 5 levels.

5. Implementing the method

Having identified suitable tasks and projects, leas then collected data under
framework headings, on a day-to-day basis, as flildren were engaged in the
regular tasks and activities. They gathered evidéndnform their judgements of ho
the children were progressing in relation to thalesc Evidence included bof
judgements on products — what the children madedahd and also on the process
— how they carried out their activities and tasks.

6. Triangulating the judgements
The assessments of individual teachers were madebgtgroups of other teachers.

the
r
W
h
5es

Evidence of children’s progress and achievements alao presented to schg

ol

24 http://www.clpe.co.uk/researchandprojects/resedith.html
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inspectors.

The project thus captured evidence both on ledrmeogress, and on their fina
achievement level.

This project has taken a descriptive, qualitatippraach to assessing creativity at an
individual level. It shows that it is possible tefishe qualitative indicators and levels to
describe progress and record it even in an abdiedattsuch as creativity that is often less
visible in high-stakes assessment.

Another example from Austriashows how formative assessment can be used as a
normal part of the teaching and learning proce$ss Bhows how mathematics can
support the development of positive attitudes, f@mbsolving and communication skills:

4.1.3 Example: Learner-centred Mathematics in Austria

The objective of this approach to teaching mathemaiddresses not only knowledge
and skills, but also the development of social iater-personal skills, as well as the

ability to discuss and defend concepts, make ptasens to the group and offer support
to each other in the process of learning.

Students work on particular concepts together iallsgnoups. Several strategies are used
to develop the process dimensions of competen@aldition to the knowledge and
skills:

» students collaborate with minimum intervention frtre teacher;

» students who have grasped a particular conceptmagked to explain this to the

class — or in small groups to other pupils;

* pupils make choices about how to choose and steutteir activities;

e students summarise their own learning;

» students give and receive feedback to and frontetheher at all stages.

These activities both strengthand tesstudents’ understanding of subject matter.

The two examples above show that even if assesasiiigdes and process dimensions of
key competences may pose both ethical and techemiestions, there a number of ways
of incorporating them into existing teaching anseasment methodologies.

4.2  What place for levels in assessing the key competes?

One of the most important aims of the key compeaterfi@amework is to support Member
States’ work in ensuring that by the end of inigalucation and training young people

2 Key Competences cluster (2007) Report on PeemirgpActivity in Flanders page 8, 9.
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have developed the key competences to a kxatlequips them for adult life and which
forms a basis for further learnifgy.

The detailed descriptions of the knowledge, skdisd attitude of the eight key
competences, express that ‘level’ - the finishiogpthat learners should achieve by the
end of their time in compulsory schooling; or asle&lengaged in second-chance lifelong
and life-wide learning opportunitiés.However, the framework does not describe the
different stages through which the learners pass.

Of course, teachers and trainers in practice 'Wifhe key competences into levels or
smaller entities for the purpose of planning teaghand learning and monitoring
progress, including defining the learning outcortied students are expected to achieve
in the course of developing key competences.

It would therefore be helpful to clarify the diféert options available for describing levels
or stages of learners’ progress, and also to itliga what contexts and for what
purposes these are most useful.

In this context, several European or other intéonal frameworks have already defined
levels for certain elements of key competencebgeifor the purpose of developing and
comparing qualifications (the European Qualificatid-ramework) or in basic skills that
are part of the mother tongue and mathematics eiedce competences (PISA, PIRLS,
TIMMS) and foreign languages (the Common Europeaiei®nce Framework for
Languages).

Although the European Qualifications Framework (EQB not an instrument for
directly documenting individual learning progresseg has some useful features which
are relevant to the Key Competences. One of thedeat it uses learning outcomes to
describe levels. Learning outcomes are an impottaitin supporting the shift towards
competence in European education and traiffifidney are especially useful for setting
goals and describing clearly “what a learner knowsjerstands and is able to do on
completion of a learning proces$.’Although learning outcomes have an increasingly
prominent role in defining qualification standardsyrricula and quality assurance
mechanism and certification approachesecent Cedefop research on learning outcome

%6 Recommendation (2006) op. cit., page 2.

Titis always a good time to learn. COM(2007) Si@lf

28 European Commission (2008) “Explaining the Europe@ualifications Framework for Lifelong

Learning,” Luxembourg: Office for the Official Putétions of the European Communities, page 7.

29 Cedefop (2009) The shift towards learning outcames

%0 European Commission (2008) “The European Quatiims Framework for Lifelong Learning,
Luxembourg: Office for the Official Publications tife European Communities, page 11

st Cedefop, 2009 several studies
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approaches in VET curricula in different educataond training systems notes that their
use in assessment has so far been linfited.

The EQF learning outcomes are broad in that thelyde many dimensions of learning
which have not traditionally featured in nationalatifications, including autonomy,
independence and responsibility. Although not io@htto the key competences, there is
a lot of common ground. This makes the EQF apprdadiearning outcomes a useful
reference point for assessing the wider dimensibtise key competences model.

Another useful reference point is the The Commarogean Reference Framework for
Languages' (CERFL), developed by the Council ofobar The CERFL supports

teaching and learning by describing language pesfay at different levels. It can be

used for programme planning or for language assa#snand is also used to describe
levels of achievement in language qualificatiof$e fact that it relates directly to one of
the key competences, and is also expressed in w@frhesarning outcomes, makes it of

special interest for the assessment of key compes$en

Furthermore, the CERFL levels of achievement inelathny aspects of communicative
competence that relate to the way in which thenlerademonstrates the skill, and the
appropriateness for the conteXhis approach coincides directly with the requiesits of
key competences assessment, especially in howraiiffelevels are specified and
recorded.

Other international assessments including PISA,LBIRIMMS and PIAAC have
different ways of expressing achievement. Soméedd include the use of criteria which
define levels, mostly of selected aspects of ldg@nd numeracy.

Can these international levels provide useful gategainst which the different key
competences can be assessed?

With the exception of CERFL, international frameksrare first of all designed to
support the testing of large-scale populationshwhie primary aim of informing policy.
Secondly, attainment levels designed for this psepare often too wide for the purpose
on guiding teaching and learning for individual rleexs. Third, for the purpose of
defining levels for the eight key competences, sbepe of these indicators is limited:
they cover only some aspects.

4.3 Defining levels of key competences at national aridcal levels

In the process of implementing competence-basedcala some Member States have
developed national frameworks which describe lewélachievement in important areas
related to key competences: creativity; problenviagt managing information, working
with others. The innovative aspect of these appresics that they make objectives more
explicit both for the learner and the teacher.

s Cedefop, 2010. Learning outcomes approaches in Vi#Ticala. A comparative analysis of nine European
countries.
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The following two examples illustrate how assessnoam capture some dimensions
key competences, and describe them in levels @fression.

of

4.3.1 Example: Thinking Skills and Personal Capabiliti€&samework, Northern

Ireland

The framework contains five strands: 1) Managmfgrimation and Thinking, 2)
Problem-Solving and Decision-Making; 3) Being Crnegit4) Working with Others; and
4) Self-Management.

This framework is designed to be applied acrosstineculum. It integrates a range of
different types of thinking skills and learning plisitions with collaborative learning
(working with others) and independent learningf{seinagement and taking
responsibility). It is based on the idea that wtienking skills are developed in this
broader context, pupils acquire a deeper understgad skills and concepts and are
better able to apply them in a range of contexts.

Learners’ progress is expressed in terms of tasiptexity and learners’ mastery of th
task. Progress maps define progress from Foundewehto Key Stage 3. In this way,
work generated and judgements made at school degelligned with national
structures.

Although there is no one-to-one correspondence deivthis initiative and any sing

D

le

key competence, the content and processes clegubpd the creativity dimension of key
competences and are also relevant to specific campes such as mother tongue
(especially its communication dimension) and so@ald civic. Significantly, this

framework also shows how the assessment of wideemkions of competence can

be

addressed across the curriculum, and linked wighatider national assessment criteria.

Work to define levels for key competences has le@mched in the Czech Republic. T

he

Czech key competences are very similar to the Eaopnes, and also define levels that

pupils should achieve by the end of compulsory stihg. The purpose of defining leve

Is

is to support the planning of learning programmad #&e monitoring of learners’

progress.

The work is being done nationally and within sclsodlt the national level curriculum

a

handbook has been produced with examples how thedmpetences can be described
in precise learning outcomes at grades 5 and 9thétlevel of schools, individual
teachers and students define detailed learningpomés for planning daily activities and

monitoring progress of individual students.

4.3.2 Example: "Unpacking" key competences in the CzegluRic

In some schools of the Czech Republic, the key etemzes are addressed in the co
of the self-evaluation process with pupils, teashend parents. Pupils have a persc
self-assessment booklet that sets out a structapgmoach to the development
competences, specifying goals and stages of pmgféss provides a focus for a thre
way dialogue between the actors. This is usedtasladuring assessment and becor
part of the learning process for all. In this wimymative assessment of learners’ progr
towards the expected learning outcomes, and tovzanapetence, becomes embedde

Irse
nal
of

e_

nes
ess
d in

the learning environment at school.
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A similar project is underway in Ireland. The fiyeey Skills (Communication;
Information Processing; Critical and Creative Thigk Working with Others; Being
Personally Effective) are being turned into morecHic learning outcomes which
teachers can then use for planning effective tegchi

The 'Thinking Skills and Personal Capabilities Fearark' and the other examples
shown above demonstrate that it is both possibte reecessaryo help teachers and
school implement key competences by breaking thatm smaller entities or levels.
Otherwise, key competences risk remaining too absaand wide for concrete teaching,
learning and assessment processes.

The definitions of levels or more specific learningtcomes that aim to track progress
towards developing key competences must, howaweet several conditions:

 Encompass as many dimensions as possible of kepeatences: knowledge, skills,
attitudes, creativity and problem solving. This Iwiacilitate the monitoring of
learners’ progress and give the necessary feedbaclefining further progress goals,
while retaining coverage of the different aspeatseted by the key competences
concept. Making all these aspects explicit raibeg walue, too.

» Support a ‘spiky’ profile of progress. A ‘spiky’ giile means that individuals tend to
advance more or faster in some aspects than othedsthe assessment of levels
should take account of this, and not hold baclaenker for this reason.

» Support the tracking of progress in small step$ seave pedagogical purposes and
allow for frequent, on-going and specific feedback.
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5 HOW TO HARNESS ASSESSMENT TO SUPPORT THE DEVELOPMENT OF KEY
COMPETENCES?

5.1 How to broaden national summative assessments tovay key competences?

The 2010 Joint Report of the Commission and thenCibshows that there is a growing
interest among Member States in harnessing assessieth summative and formative

— for the development of key competences. While mative assessment most often
focuses on subject-related competences, many eesirsuch as Austria, Germany and
Denmark include inter-disciplinary work as part thieir final diplomas in order to

promote a wider set of key competences. Interestavglopments are underway in using

ICT in assessment for widening the scope of skillsasured. Similarly, a number of
countries have created systems for summative assaessto develop differentiated
feedback to schools and teachers in order to helm improve.

The Joint Report concludes that, despite positexetbpments in several Member States,
it remains the case that most often only a limget of key competences are subject to
summative assessment — risking a narrowing of tegclnd learning. However,
examples of policies to broaden summative assesstoesxist.

One country whose assessment processes, alontheitfational curriculum reforms, are
centred explicitly around the key competences fiaank, is Spain. The structure of both

curriculum and assessment in Spain is now focugedtly on key competences, rather

than on traditional school subjects.

5.1.1 Example: General Diagnosis Evaluation (Evaluacioen@ral de Diagndstico)

(EGD), Spain

This assessment is carried out in primary and mprdsory secondary education.

It assesses a national sample of pupils in fougtr pf primary school and second year

secondary school.

The purpose is to provide information at multipdedls: to the student on their level
specific Key Competences; to the teaching institytin order to improve practice; and
provide accountability data for the education syst®ata are collated to assess
competence level acquired by students and by tbepgrto evaluate the school and
Autonomous Community.

The content covered is focused on the eight Key g&iances in the Spanish curriculun

1. Linguistic communication competence.2.Matherahttompetence. 3. Knowledge a
interaction with the physical world. 4. Informatidreatment and digital competence.

of

in
to
the
the

1

nd
5.

Social and civic competence. 6. Cultural and adistompetence. 7. Learning to learn

% From Eurydice (2009) “National testing of pupitsBurope: Objectives, organisation and use of tesul

Brussels: Education, Audiovisual and Culture Exieufgency.
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competence. 8. Autonomy and personal initiative.

Methods used include paper and pencil tests, esshgst answers and multiple choi¢

computer-based tests, performance tasks and alathesks.

The focus of the assessment is on knowledge, skilisattitudes. Key Competences
established in the Spanish curriculum by law, wite aim of supporting all students
integrating their learning, connecting it with @ifént kinds of content and using
effectively in diverse situationd’he assessment process supports learners in this
assesses key competences on an on-going basisultirhate aim of the process is
promote learners’ achievement of key competenceth@tend of their compulsot
schooling. Assessment results are expressad Hge level established by the natior
curriculum.

e,

are
in
it
as
to

y
nal

In this example all of the key competences folldifig learning are explicitly addressed
by the national assessment regime. The introductidey competences into the Spanish
curriculum as a central organising framework mddsg possible. It also shows how, in

order to be effective, curriculum reform has tddeowed by assessment reform.

Another example from Belgium shows how a natioralel strategy for summative

assessment can help learners to develop the kepetentes. This process suppo

rts

many different purposes, including monitoring s&md for system accountability.

However, it also promotes a wide range of knowledggls and attitudes.

5.1.2 Example: Flanders' National Regional AssessmengjRimme

In Flanders, the National Regional Assessment Brogre assesses a representative

sample of pupils in the final year of primary edima, and at the end of key stages
secondary school.

The content which these assessments probe incluaividual school subject
encompassing general, vocational and artistic enugaspecific skills; cross-curricula

competences which are defined in the school cudwmcuby means of cross-curricular

objectives.

[

In

r

Four of the Key Competences are assessed throagh fitocesses on an on-going basis:
Communication in the Mother Tongue, in Foreign Laenges, Mathematical competerce
and Learning to Learn. It is planned that Digitaingbetence will be explicitly addressed

in the future.

The methods of assessment used include:

* paper + pencil tests which can include written gdype examinations, short

answer questions, multiple choice in writing;
* ICT supported tasks;

e practical real life tasks, which probe pupils’ aslement of the give
competence, eg using tasks such as scientificpguithe context of field work
in the woods;

* pupils’, teachers’ and parents’ perception of thbject gathered in the form of

questionnaires.

These processes require the learners to: speth, lread, write, use numbers, work wi

-

th

a computer, technology or other equipment, cartyeotask, work alone, evaluate and
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answer questions about their work.

These methods are used to assess combination wlddge, skills and attitudes but the
weight given to each varies, depending on the tsilaa

The assessment process is designed mainly forufmoge of system monitoring by|a
research team in the university, in consultatiothweachers. Work is marked and results
are interpreted by the research team, again withtifrom practitioners who discuss the
results at conferences convened for that purpdserdsults are used

a) to provide reliable data on pupils’ achievemartiargets specified in the national
curriculum;

b) to identify factors contributing to succesdalure;

C) to improve practice and foster a learning aeltin schools through the use |of
information;

d) to provide system-wide accountability data.

Information about pupils’ results and performansealiso used at school level and|by
individual teachers in order to improve practice.

This comprehensive process makes use of a widetyaf methods which can reveal -
and encourage different dimensions of key competences, and intiqdar key
competences such as Learning to Learn, Social &aid Competence, Communication
in the Mother Tongues and ICT as part of the Digltampetence.

It also shows how important it is to involve allaktholders the development of
curriculum and assessment regimes: Flanders hablisbed platforms in which
teachers, researchers, learning material publishacs authorities meet regularly to
discuss the outcomes of evaluations and the waysfd.

5.2 Maximising the positive potential of high-stakes asessments

Two important policy issues emerge when countrigstd reconcile assessment
processes developed for high stakes purposes ergajhraccountability data or awarding
qualifications - and also, for the purpose of suppg the development of key
competences.

First, national tests which are designed for higikess purposes often focus mainly on
knowledge and skills. This may be at least parthg do the logistical difficulties of
exploring process dimensions of competence in lacgée assessments. These technical
challenges tend to narrow the focus of teachinglaahing to knowledge and to - some
extent — skills. This may put pressure on teaclex$ learners to concentrate on the
aspects of curriculum that are tested, rather tmadeveloping key competences. This in
turn can limit the extent to which learners devetbp full set of key competences.
Furthermore, this effect may have the worst impaealy on learners who are already
disadvantaged in the system.
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Second, these unintended negative consequencaghe$takes assessments tend to be
associated with particular methods. Standardissts,tespecially multiple choice tests,
are frequently criticised for narrowing the randecontent and methods used, and have
been found, for instance, to obstruct adult litgd@arners in pursuing their own learning
goals** Some written examinations that focus on a narramge of content have been
found to have similar effect&League tables, which give simplistic summariegestilts,
can have a particularly negative imp#&ct.

However, there are examples of high-stakes assessthat, by clarifying the purpose of

the assessment and broadening the range of metiseds can counteract some of the
negative effects which certain assessment processesave on learning, especially in
narrowing the focus of attention on to the curnicalas tested.

The following example from Austria shows that suntimeassessment for certification
can support the development of key competences \wheses many different methods
and has a clear purpose.

5.2.1 Example: Austria, Reifeprifung.

The Matura/Reifeprifung is the upper secondaryaldeaving examination in highe
academic institutions and also, in secondary amdtanal colleges.

=

The assessment process happens at the end of isghobhe aim is to provid
students with a qualification. This is reported aspass/fail and a grade. The
qualification gives students entry to universityt@ntiary education.

D

Content assessed: school subjects, chosen byuithenstand the school, in accordance
with national guidelines. In technical and vocasibschools, work-related knowledge
and skills. Cross-curricular skills are also adsegls

Methods used for assessment involve:

() a quasi-scientific, multi-disciplinary paper ialn learners write during the fina
year reporting a research project they have wodked

(b) a written exam at the end of the last schoat;ye

(c) an oral exam in front of a representative ef éxaminations commission after the

* Torrance, H. and Coultas, D. (2004) “Do summatissessment and testing have a positive or negative
effect on post-16 learners’ motivation for learninghe learning and skill sector?” quoted in Brepk
G., Heath, K., Pollard, A. (2005) “Research repassessing adult literacy and numeracy — a revfew o
assessment instruments,” London: NRDC, page 17;

% ACCAC (2003) “The ACCAC report on the value of tkey skills tests: the value of tests | n the
assessment of key skills qualifications,” reproadLiteQCA/ACCAC/CCEA (December 2003) Review
of the September 2000 Key Skills,” London: QCA.

* Rowe, K., (2000) ACCAC (2003) “The ACCAC report thre value of the key skills tests: the value of
tests | n the assessment of key skills qualificetjoreproduced in QCA/ACCAC/CCEA (December 2003)
Review of the September 2000 Key Skills,” Londoi€/A)

" Wiliam, D. (2006) “Keeping learning on track: Fative assessment and the regulation of learning,”
Making Mathematics vital: proceedings of the twetiti biennial conference of the Australian
Association of Mathematics Teachers.
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written exam when they present and defend thejepto

Activities: students have to speak, listen, readtewand use numbers. They have to
work alone, and they also have to answer queséibast their project.

This example from Austria illustrates a processolhis explicitly designed to provide
information about the learner's command of a wiglege of competences. This includes
the learner’s ability to apply knowledge in a réfd-context. This is probed through the
on-going research project. It also shows the btmnefiusing several different methods to
gather information about a comprehensive rangeeafnkers’ achievements. These
methods touch on several of the key competencemin@mication in the Mother
Tongue, Foreign Languages and Mathematical Competare assessed formally in a)
the final written project report, b) the writtenaemination and also in the project and the
oral examination. Other key competences, includiegrning to Learn and Social and
Civic competence, are shown in a) the researclegirand b) the oral examination.

Two other examples from Germany concern the fimah@nation of the Realschule and
aim at expanding the range competences assesshoh waithigh-stakes summative
assessment. They also specify to what extent theseder activities count towards the
final mark, thus underlining that they are indeatlied as learning outcomes.

5.2.2 Examples: "EuroKom" and “Facheriibergreifende Kongpeprifung”, Germany

In Germany, the Land Baden-Wiurttemberg has intreduewo new elements into the
final examination for pupils in Year 10 in Realsldny designed to expand the range of
competences assessed as part of the final exaamnati

1. The” EuroKom” Europaische Kommunikationsfahigk@tiuropean communication
ability) exam counts for around one half of theafigrade in the obligatory foreign

language. The 15-minute exam consists of threeeziesnand is taken by pupils either
individually or in pairs:

a) a pre-prepared presentation, which has beensdied and agreed by the examining
teacher in advance, and on which the student(s)ahewer questions;

b) an oral comprehension exercise;
c) a role-play based on an authentic situation.

2. In addition to written examinations in the ceubjects of German, mathematics and
the obligatory foreign language, pupils must addeeta‘ Fachertubergreifende
Kompetenzprifunf(cross-curricular competence examination).

Like the EuroKom, this examination consists of e-giscussed and pre-prepared
presentation, followed by questions from the exargnHowever, in this case the
examination is taken by students in groups of betw&and 5, and must cover at least
two curricular subjects. The examiners are teadhdisese subjects, including an
external moderator from a different school.

The examples from Austria and Germany also illistthe close connection between
teaching, learning and assessment. Including ntahiiews, project work and discussion
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and role play are as methods to assess learnehsevaments in more authentic

situations. However, in the normal teaching andnlieg day, these are also effective
teaching methods, which can actually help learterslevelop the key competences.
Therefore, this part of the national assessmenmeggwhich provides learners with

national qualifications or leaving certificates tumdly encourages the use of teaching
methods which help to promote a competence-bageoagh in teaching and learning.

The examples also suggest that balancing the palterd@gative effects of high-stakes
assessment is possible by broadening the rangestifoshs used to gather evidence of
performance. This is one way of maximising the fesiimpact of assessment on
learning. Methodology that purposefully and sysigoally highlights those elements of
learning which are necessary for the developmekegfcompetences can be a powerful
tool to promote competence.

5.3 The use of ICT and other technologies in assessment

At the level of schools and individual learners pomer—assisted testing has a long
history in all Member States and many countrieshsas Scotland have created e-
assessment resources for school and teachers .td Aisecent Eurydice study shows,
however, that at national level testing some halthe countries do not use ICT-based
systems; moreover, in most of them, when it is piad for handling dat®. However,
the potential of ICT has been recognised, and smuatries strive for a more systematic
use of ICT as "computer-adaptive testing” thatifigxadapts difficulty to correspond to
students' responses and that gives more relevdndetailed feedback on their learning.
Similarly, the use of e-portfolios, which help stidls to present their learning outcomes
and to reflect and act upon them, is growing.

A recent research report concludes that ICT-based,e-assessment’ can have the
following benefits®® +

e it can have a positive effect on motivation andfgrenance as it links learning
and assessment in a way that empowers the learner;

» itis flexible and easy to use and can free uphegs time;
e it can provide rich diagnostic information;

» it can draw on extensive and high-quality inforroatresources and include skills
that are not possible to address in traditionatp@encil type tests.

% http:/Aww.rsc-sw-scotland.ac.uk/eAssessment/egsseent. htm#advantages

% Eurydice: National Testing in Europe, 2009.

% Towards a Research Agenda on Computer-based AssessIRC Scientific Reports, 2008

*! See also: The Assessment and Teaching Bf2htury Skills, a project of Cisco, Intel and Misoft at

http://www.atc21s.org/home/ - a project that started in 2009 to look at H&WV-based assessment
can support the development of'Qtentury skills
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However, the same report concludes that ICT sbdarbeen used mainly for transposing
existing tests onto a ICT platform and that itsepbial for assessing wider skills and
competences needs more attention and researcheldtion to assessment of key
competences, a promising development is is theu&wal from using ICT for the
administration or transposition of conventionaltse®wards "intelligent measurement”
that can produce individual profiles, advice torfess and their teachers and simulate
authentic situations.

Moreover, it is also important to note that infotnoaline networks and communities
have a great potential to support lifelong learnamgl personal development, which is
just starting to be exploited in a widespread wayg through initiatives such as
eTwinning). These networks encourage peer learaing self-requlated autonomous
learning that is even less integrated in formatriem: educational practices and culture
(curricula, assessment) will need in future to takere account of the potential of
networking and other solutions new technologiestf@ for the development of key
competences§.

The above-described developments are illustrate®enmark, where internet based
material is being incorporated as part of the upgeoondary exams. The aim is to
provide similar conditions for students in examgtasy have in learning in school and
through homework, the major part of which is nomedy using virtual material.

5.3.1 Example: The Use of ICT in Assessment in Denmark

In the final exams of upper-secondary and commiesciaool students have used since
2001 digitalised packages of information and dated-roms. This has enabled tasks that
test student's ability to search, combine, analgsebsynthesise information and workin

an inter-disciplinary way.

A new pilot was launched in 2009: instead of cd-$@tudents use Internet which allows
for the inclusion of even broader types of taskshim exams. They can assess students'
skills for searching and understanding informatiand creativity in applying that
information in their answers. The Danish Experiest®ws that both teachers and
students welcome the use of 'non-linear’ matesamposed to the use of textbooks. The
aim of the Danish authorities is to broaden the afs&CT-based material to cover all
subjects over time.

Despite the fact that the next example — the It/=bn' project - is small in scale
(implemented by a network of 14 teachers and 42thgopeople in 6 schools in the
North and the South of Ireland), it shows how loadiatives or pilots can develop
innovative uses of new technologies in teachingrnimg and assessment that would be
worth exploring further and scaling up.

5.3.2 Example: The Fén Project in Ireland

This project promoted a way of learning the Irisinduage through the use of mohile
phones and computer technology. It also developedagproach to assessing and

2 European Commission, Joint Reseach Centre Poligf:Bearning 2.0 — The role of Social Media on
Learning in Europehttp://ipts.jrc.ec.europa.eu/publications/pub.cfm?d=3099
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recording learners’ progress.

Mobile phone were used by teachers of the Irisguage to send vocabulary SMS to their
pupils on a daily basis; and by students who diallp a voice-response system where
they left messages in answer to their teachersstoures. They could also voice-chat with
other students according to a structured formagded with the teacher.

Networked computers facilitated on-line chat betwesudents and teachers, again,
conducted around a structured task or stimuluschera could listen back to learners
conversations, assess progress and provide feedb&tlkidents also had an online
interface where they could store their recordefdorses and the teacher feedback.

All of this technology can be used both to teactl assess the language competence. It
can also be used for the purpose of on-going ard &r summative assessments. Some
of the young people had the idea of generatingrandrding evidence of their progress

and achievements on You-Tube.

The various activities and uses of technology destrated in this small project also
reveal, and promote, many aspects of the key canpes: languages, competence in
communication and learning to learn and digital petence. Another advantage which
this project illustrates concerns the role of leasnthemselves in creating responses to
the challenges of assessment.

5.4 How can national polices promote the use of formate assessment in schools

The 2009 Joint report and a Eurydice stighow that many countries feed the results of
summative testing back into the teaching and legrprocess. For example, the Cypriot
Functional Literacy Project tests all pupils at @@ of primary schools for systemic
monitoring purposes; however, it also acts as gndistic tool to identity children who
are likely to need extra support in reading andhematics.

But many countries moving towards a national poligshich supports more
systematically the use of formative assessmenthods and helps teachers and school
managers to use the techniques. These includestleagphment of handbooks, guidelines
and teaching materials, and professional developpragrammes that equip teachers to
use formative assessment in their daily teachiagtme.

The “Assessment for Learning” (AfL) project refdrs an extensive, systematic use of
formative assessment. AfL promotes a wide rangprattices and systemic measures
which are designed to support the process of sgekid interpreting evidence for use by
learners and their teachers to decide where de#iaers are in their learning, b) where
they need to go and c) how best to get tHfere

3 National Testing of Pupils in Europe: Objective®rganisation and Use of Results. European

Commission 2009.

* Assessment Reform Group (2002) “Assessment formiegt 10 Principles: Research-based principles to
guide classroom practice,”
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The table below summarises the Assessment for lteppnoject in England.

5.4.1 Example: Assessment for Learning in England

Assessment for Learning (AfL) in England is a magaching and learning strategy which
embedded in the work of all primary and secondahposls. It builds on previous strateg
such as Assessing Pupils’ Progress (APP) for @itmegainst which learners’ progress can
judged and materials which support teachers’ work.

Assessment for learning is defined as “the prooésgeking and interpreting evidence for
by learners and their teachers to decide wherdetimaers are in their learning, where tf
need to go and how best to get thérelf'is based on the principle that pupils will impro
most if they understand the aim of their learninbere they are in relation to this aim and h
they can achieve the aim (or close the gap in #rewledge).

AfL identifies and supports a range of practicest tthould be part of everyday learning &
teaching, including:

- sharing and talking about learning objectives, igay outcomes and success crité
with children; clarifying progression;

- observing and listening to gather intelligence;
« questioning and whole-class dialogue to check, @eoidl develop understanding;

- explaining and modeling to clarify progression gylconcepts and skills, demonstr
thinking processes and exemplify quality;

- giving oral and written feedback to support thelgation of progress, clarify standar
and help identify next steps in learning;

- planning for group talk, peer assessment and sed#ssment to help children deve
as independent learners;

- planning specific activities that give teachersiraight into the progress children g
making, the standard they have achieved and thaabs to their progress.

AfL supports a whole school approach to assessthahtencompasses teaching and lear
strategies, staff development, management suppaterials and self-evaluation tools whi
assist schools in monitoring and enhancing thesiessment policy and practice.

AfL is a way of working that takes place in threays.

Day-to-day

* Learning objectives are made explicit and sharigll pupils

*» Peer and self-assessment are in use

* Pupils are engaged in their learning and giveméaiate feedback
Periodic

 Broader view of progress is gained across sulige¢eacher and learner
* National standards are used in the classroorafagence points

es
be

use

ve
ow

and

ria

ate

op

\re

ning
ch

» Feedback supports improvements in medium-termaotium planning

45 Assessment Reform Group,2002
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Transitional

» Formal recognition of pupils’ achievement

* Progress is reported to parents/carers and eashér(s)
* External tests or tasks are used to confirm jotkges.

Government funding of £150 million has been alledatfor 2008-11 for continuin
professional development for teachers in assessioelgarning An Assessment Policy to(
has been provided for schools to reflect on thein @ractice, and to produce a school-w

available for schools and teachers that highligte skills and competences needed
effective assessment. The strategy also providesoss with consultants and expertise fr
other schools.

The medium-term goal is to have a trained assedsgpatialist in every school to run i
school moderation, induct new staff and developsssent policy for the school.

The Assessment for Learning Strategy progressesbststep: it focuses currently mainly
assessment for learning at ages 10-14, taking gigbnand mathematics as a starting point
subject specific support and guidance. It will &t extended to other areas.

0
D

ide

action plan across different subject disciplings.Professional Framework of Assessment is

for
bm

Many of the individual elements comprising Assessinfier Learning are typical of good
teaching and assessment practice. What distinggii8fL is that it deliberately sets out
to identify and implement albf the features needed to support learning inrécpéar
situation, at all levels.

A similar project in Scotland illustrates the madhijferent levels at which formative
assessment can support teaching and learning:

5.4.2 Example: Assessment is for Learning (AiFL), Scatlan

In Scotland the Assessment is for Learning (Aifbjtiative supports the major
innovations taking place under the Curriculum fac&lence reforms. It expands the
formative assessment concept in terms of a thrge-whtionship between the
curriculum, learning and teaching, and assessment.

- Assessment of learningg about gathering and interpreting the eviderite.
connects the curriculum and assessment.

- Assessment for learning about supporting classroom learning and tegcHin
connects assessment and learning/teaching.

- Assessment as learnings about learning how to learn. It connects
learning/teaching and the curriculum.

AIFL takes a whole-school approach to assessmeuoijlising the support of teachers,
parents, managers and pupils and engaging in assesfor learning at every level in the
system. Teachers are supported through dedicat@ihy and on-line resources includipg
a self-assessment toolkit, case studies on taegitg, tracking and recording progress,
and support for teacher networking and mechanismgé sharing of good practice and
for facilitation teachers’ access to relevant resea

Practitioners are supported by an extensive progmnof staff training, guidelines
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rubrics and resource materials and a web-site withess to on-line tool-kits and
materials.

These two examples from England and Scotland idtssthow comprehensive national
policies can support the quality of teaching andrieng in schools through the

development of assessment approaches. They alstralle the range of practical support
which teachers and learners need, to make thesmgega reality.

The examples show how teaching, learning and assegsare intertwined; and how
reforms of curricula need to be accompanied by szssent reforms and extensive
programmes to involve teachers and trainers wittethe design and implementation of
the reform process.

These examples also illustrate that policy suppgritbrmative assessment can contribute
to the overall shift from transmitting knowledgewerds competence-based, holistic

teaching and learning as it they emphasise theepsoof learning as much as the content
of it; the key role of the learner in managing Inés/own learning and the overall goal of

learning to apply knowledge in real-life situations

5.5  Assessing key competences at school level: usingfative assessment

Two factors seem to be key for the effective uséoohative assessment in schools and
training institutions: the overall assessment caltand the ethos of the school; and
teachers' competences to integrate the princidldsrmative assessment in their daily
work and the tools available to them to enable tkeno so.

First, schools which use the potential of assestfaéiy generally have a comprehensive
approach to assessment and evaluation, which &n gfiart of an overall school
development strategy. Elements covered by thiscagpr include specifying the ways
performance information will be gathered in orderimprove teaching and learning
(school level feedback), the ways individual stueprogress is supported. This is
important also because the systematic use of foren@ssessment requires a whole
school commitment and collaboration — not only lestwteachers and students, but also
with parents and other teachers. It requires agrdiciplinary approach that combines
several subject areas and includes working methimtspromote creativity and problem
solving. It is thus likely that a school where f@tiwe assessment is effectively used can
be characterised as a learning community in which:

» values and vision are shared by teachers, studearents, and other stakeholders and
characterised by positive expectations that intheetoth teachers’ and students’
motivation to focus on learning and improving leag

» teachers collaborate to enhance curriculum, tegchimd assessment strategies for

learning and feel they can make informed and resipendecisions about innovative
teaching and assessment strategies;
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» expertise and professionalism are valued and waild$ on openness, dialogue,
inquiry and experiments.

Second, it is vital that such an approach to assest gives teachers a clear idea of how
they can reconcile their summative and formativees®S how the requirements of
summative assessment and the systematic use cdtfeenassessment can be aligned in
daily work. Teachers’ assessment 'toolbox' includes

» Self-assessmenthat engages learners in active and critical céfiea on their own
work. It can take the form of one-to-one or groupcdssion, marking own work,
completing specially-designed questionnaires andfien supported by ICT. It is
usually carried out in conjunction with the teacbetrainer.

* For example, Irish students taking part in the pilkey Skills project
regularly assess their own work and that of thaers. Specially tailored
check-lists known as ‘reflection’ forms are usecadscus for reflection,
and also allow learners to record their impressioitiese can then be
revised at a later date and provide an aide-memoaed qualitative
evidence, of progress.

» Peer assessmenih which the focus is on learners’ providing digue of the work of
their peers.

» Performance Tasksare activities which may occur naturally in a leagnsituation, or
may be specially structured to allow the learnerd@monstrate competence in
particular areas. Such tasks are closely-alignél methods and activities carried out
on a day-to-day basis but when used for assessmepbses, are observed and
monitored in a structured way by the teacher anéra

* In the Irish "FOn project" example presented eatli¢eachers and
learners together designed activities which allowde learner to
practise and to demonstrate their progress in tfighllanguage. Young
people used their mobile phones for many diffetasks which allowed
them to engage with teachers, get feedback, do \workeand provide
evidence of learning.

» Portfolio Building: an approach to teaching which can also be useds&gssment.
Learners gather samples of work over a periodnet tivhich provide evidence of their
progress and achievements in specified aspectsngpetence. A process of reflection
is needed to support learners in deciding whicltgseof work demonstrate which
competences.

* For instance, teachers and learners in Londynsk#stin Prague use
the process of portfolio-building as a way of tdagheducational
content, and also of promoting pupils’ capacityniake judgements about
their own work, reflect on their learning and neigté a point of view
with their teacher.

® See e.g. Black and Wiliam, Inside the Black Box
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Project work, especially interdisciplinary projects which cr@shject boundaries and
connect school with life outside the school, aredusor learning and assessment
purposes.

* In Austria, for example, multi-disciplinary projectare an essential
requirement for the award of the senior vocatioraaid technical
Diploma. Students identify a topic and design tle¢hod in collaboration
with their teacher. The project is often centredaotopic which relates to
an out-of-school issue and sometimes is carriedroabllaboration with
a local enterprise or employer.

Recording toolsused to capture learners’ progress and achievernantbe tailored
to match performance tasks, peer- or self-assetsmen

A Personal Learning Planis a process of communication between learnechtsa
and sometimes parents, the outcomes of which aceded in a specific plan. This is
specially designed to record the main aims whiehléarner hopes to achieve, and the
targets, methods and indicators by which they dlaccomplished. The document
itself (sometimes called Individual Learner Plaargdnal Education Plan, or other) is
only a record of the deeper process of reflectimh@mmunication with the learner.

The examples above show how assessment can wokenh& teaching and learning
process; teachers use a variety of methods fon@igg learning in order to intentionally
and systematically promote and develop individulgiatning. The advantage of using
various forms of assessment is that they value cadbrange of key competences,
including communicative, social and reflective ikiand that they build on strong inputs
by the learner him/herself.
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6 CONCLUSIONS AND REFLECTIONS FOR FURTHER WORK

Key competences have a prominent place in Europeancula and lifelong learning
strategies. Including key competences in curri¢sildhowever, only the first step - and
probably the easiest. The implementation of a l@ypetences approach requires many
other policy areas to be addressed: the developofet@achers’ competences, learning
material and indeed assessment policies and practis

For individual learners assessment shows whatlisgaas a learning outcome and thus
worth achieving. But the impact of assessment aching and learning is also well
documented: the scope and methodology of assessmasndirect impact on what and
how teachers teach and students learn.

Key competences are a complex construct to assesscombine knowledge, skill and
attitudes and are underpinned by creativity, pmoblsolving, risk assessment and
decision-taking. These dimensions are difficulicépture and yet it is crucial that they
are all learned equally. Moreover, in order to cegpeffectively to the challenges of the
modern world, people almost need to deploy key @isres in combination.

There are already good examples in Member Statesoanto assesses creativity and
other crucial skills such as problem solving. Captythe attitudinal dimension of key
competences is possible by broadening summatiesss®nt, and, in particular, through
systematic and intentional use of formative asseasnThese innovative examples hold
much promise for the future and would be worthHertexploration within and between
Member States, and scaling up.

Similarly, as the European Framework describesiblt key competences as ‘finishing
points' (i.e. what young people should have deedoby the end of their initial
education and training), further work is neededramslate key competences into more
tangible levels, stages or other learning outcoffioesteachers and students to use.
Existing international indicators and Europeangaich as the CERFL and EQF already
define levels for some elements of key competeridegertheless, it seems most feasible
to pursue this work at national level, or at theeleof schools or training institutions.
This work is crucial as teachers need levels, scaleother descriptions of expected
learning outcomes in order to plan activities aadhglate curricula in practical work. For
students, they give important 'signposts' for thearning paths.

There is a growing understanding of the power omittive assessment for improving
learning. The policy examples presented in this epapowever suggest that a
comprehensive support is needed that encompasseslp@urriculum development and
assessment guidelines, but that recognises thegicigarroles of teachers, their
competences and the role of the overall ethostodas in supporting learning. To what
extent schools’ self-evaluations can support thisuld be an interesting question to
explore.

While summative testing for qualifications and agu@ability purposes have been
criticised for narrowing the curriculum and its ¢bang, and thus hindering the
development of key competences, many contrary elentjo also exist. Broadening the
ways evidence is gathered, making students redgenk&r demonstrating their own
competences and enabling them to do so, for exanim creating summative
assessments that promote the development of adsroamage of key competences. Good
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practice exists that could be further developmemd disseminated through mutual
learning.

The potential of ICT has not yet fully used to asswo the issues arising from the
assessment of key competences. While ICT has bgdaited mostly in administering
testing and for allowing for the use of larger thatses and information, it would be
useful to map out the use of ICT applications mugating authentic situations in which
a broad range of key competences would be asse€sedputers can create 'micro
worlds' for students to explore in order to disgovielden rules, patterns, etc that reveal
their understanding of phenomena and skills toesphoblems. Similarly, the potential of
e-portfolios in summarising learning outcomes ahdst influencing the quality of
learning would be worth exploring further.
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