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ASSESSMENT IN INCLUSIVE SETTINGS
Recommendations Matrix

This ‘Recommendations Matrix’ has been prepared as a tool that will help readers to cross reference all the recommendations presented in the phase 1 summary report Assessment in Inclusive Settings, with the various project country reports. 

In effect this matrix highlights the ‘evidence’ for the recommendations proposed in the summary report.

Within the summary report, four main areas of recommendations were identified: 

1. Recommendations for the work of mainstream class teachers; 

2. Recommendations for school organisation; 

3. Recommendations for specialist assessment teams; 

4. Recommendations for assessment policies. 

For each of these areas a Key Principle has been identified and then Specific Recommendations presented.

The matrix of recommendations uses the four areas and presents the key principle as well as the specific recommendations listed in the summary report, followed by direct extracts from the country reports that have been selected to exemplify that specific recommendation and references to other sources of evidence in other country reports.. The extracts from the country reports are listed with page numbers so readers can cross-reference the themes and ideas across the summary and country reports.

The hyperlinked table below can be used to link directly to the extracts of country reports associated with main and specific areas of recommendations:
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RECOMMENDATIONS FOR THE WORK OF MAINSTREAM CLASS TEACHERS

Key Principle

If teachers in mainstream classrooms are to implement inclusive assessment, then they should have the appropriate attitudes, training, support and resources.
 Teachers Attitudes

Specific recommendation

The attitudes a mainstream class teacher holds in relation to inclusion, assessment and therefore inclusive assessment are crucial. Positive attitudes can be fostered by the provision of appropriate training, support, resources and practical experiences of successful inclusion. Teachers require access to such experiences to help them develop the necessary positive attitudes.

AUSTRIA: ... it is most important … that the teacher shows understanding and sensitivity for the disabled child and that he or she accepts them with all their skills and deficiencies. (p.22) 

HUNGARY: According to them (parents) successful inclusion primarily depends on the attitude of teachers and not their professional training. If the attitude of teachers in this question changed and they were more sensitive to and more flexible with children with special education needs, the attitude of the classmates would also change. (p.13)

[Also refer to: Lithuania, p. 15; Czech Republic, p.7; Netherlands, p.4; Estonia p.7; Belgium (Flanders) p. 10; Hungary, p. 19; UK p. 14]

Specific recommendation

Practical experiences, support and training should all work to develop positive teacher attitudes in relation to: dealing with differences in the mainstream classroom; understanding the relationship between learning and assessment; understanding the concept of ‘fairness’ and equal access in assessment; developing holistic approaches to assessment that inform classroom practice and are not focussed upon the identification of pupil's weaknesses; including pupils and parents in the learning and assessment process.

NETHERLANDS: Successful inclusion or mainstreaming of pupils with special educational needs first of all requires ‘adaptive education’ and ‘dealing with differences’. This assumes that every pupil is different, a fact that is reflected in the attitude, teaching methods and behaviour of the teacher. (p.11)

SWITZERLAND: In addition to the “holistic approach”, meaning the assessment of not only language based and mathematical skills, but the view on the “total personality” of the child assessed, it is important to assess not only the child itself, but to also consider its learning environment and instructional setting within and outside the classroom. (p. 20)

[Also refer to: Austria, p. 2; Czech republic p. 15; Estonia; p.7; France, p. 17; Sweden, p. 4; Estonia p.8, Iceland, p.4, France p. 6; Greece p. 5]

Teacher Training

Specific recommendation

Initial, in-service and specialist teacher training should aim to prepare mainstream class teachers for inclusive assessment.

ESTONIA: Legislative documents that establish demands for teacher education, stipulate that initial and in-service teacher education shall include some modules about special needs, alternative teaching methods, child observation and assessment (p. 18)

AUSTRIA: Today, it is impossible to imagine our current integrative school system without the approaches of special needs education. Due to the currently high standards of further training in the field of special needs education and the increasing practice of integrative school placement of children with learning difficulties and disabilities, special needs-oriented approaches of support are addressed and used ever more for didactics in “mainstream” classes. (p.3)

[Also refer to: Spain, p.17; Portugal, p. 8; Sweden, p. 11]

Specific recommendation

Teacher training should provide information that makes the theory and rationale for inclusive assessment clear, as well as practical experiences in implementing inclusive assessment approaches, methods and tools.

LITHUANIA: Lithuanian teacher training is now implementing a new course combining theoretical knowledge with practical experience (p. 16)

ESTONIA: Better practice can be promoted by in-service and pre-service teacher training. At the moment many teachers lack the skill and knowledge of how to implement inclusive education. It is also very important to share experience from implementing innovative assessment (p. 17)

[Also refer to: Greece, p. 17 ]

Specific recommendation

Teacher training should prepare teachers for using on-going assessment as a tool for their work. It should guide them in setting clear and concrete learning goals and using results of assessment as the basis for planning future learning experiences for all pupils. In particular, training should provide teachers with the information and tools to effectively develop the relationship between an IEP (or similar tool) and on-going assessment. 

ITALY: ... teachers are advised to keep an on going record of the personal progress of pupils and to take care in finding out why there are different competences achieved between pupils of the same class. (p.8)

NORWAY: In the present framework plan for teacher training, pupil assessment has been highlighted as a prioritised area. What to a large degree characterises current teacher training is that it appears as a model that is important for the pupils in practice when they go out to work as teachers. Teacher training makes use to a large extent of the same forms of assessment that the pupils will later have to use as teachers. This means that the pupils themselves will receive experience from the perspective of the pupils in relation to the new forms of assessment by their performing their exams as portfolio, assessment, use of reflection logs concerning their own work and their own learning, group examinations, prepared tests, etc. (pp. 10-11)

[Also refer to: Austria, p. 15; Czech Republic, p. 4; Sweden p. 11; Portugal, p. 7; Cyprus, p.23]

Support and Resources available for Teachers

Specific recommendation

In order to effectively implement inclusive assessment, teachers need to work in a school environment that offers them the necessary flexibility, support and resources.

SWITZERLAND: Teachers are no longer left on their own to fend for themselves, independent of co-ordinating activities at school level or other teachers working with them in teams. There is a shift in the unit of analysis and responsibility - away from individual classes and classrooms to a shared responsibility for all children in a community or school. (p. 11)

AUSTRIA: The Special Education Centre offers support to teachers for the design of an IEP (p.8)

[Also refer to: Denmark p. 12; Norway, p. 30]

Specific recommendation

Opportunities for teachers to work in teams, where there is the possibility for collaboration, joint planning and sharing experiences is a strategy for supporting inclusive practice in general and inclusive assessment practice specifically.

BELGIUM (FLANDERS): Concrete plans for structural co-operation between mainstream and special education is a must. (p.7)

AUSTRIA: Individual Education Plans form the core of special needs provision. Within “joint education” they serve for exchange and targeted co-operation of the teachers involved. The teams, sometimes comprising multi-professional experts, give advice to each other in order to achieve the best possible provisions for children with SEN. (p.8)

[Also refer to: Iceland, p. 23; Luxembourg, p. 5; Estonia p.12, Cyprus, p. 17; Denmark, p. 17; Hungary p. 29; Lithuania, p. 15; Spain, p.28 ]

Specific recommendation

Opportunities to involve pupils, parents and peers in on-going assessment should be planned and supported at the school, teaching team and individual class teacher levels.

SWEDEN: Schools working with the IEP and documentation, point out the importance of involving both the pupil and parents in the work. (p. 10)

NETHERLANDS: The child also plays an active role: what would the child like to change and what solutions does he or she have? Parents are involved in the intervention plan as well; as ‘hands-on’ experts, they can make a valuable contribution. Thus an intervention plan is drafted in direct consultation with the people 'on the working floor.( p.33)

[Also refer to: Greece, p. 9; Netherlands, p. 12; Germany, p. 24; Luxembourg, p. 6; Cyprus, p. 17; Norway p. 7; Estonia, p.12, Portugal, p. 7, Iceland, p. 19; Belgium, (Flanders) p. 11: Denmark, p. 17; Hungary, p. 29; Lithuania, p. 17; Norway, p. 31; Poland, p.10; France, p. 19]

Specific recommendation

Specialist assessment information relating to initial identification of needs should be presented for teachers in a way that can be directly applied to classroom practice. The main way of ensuring this is for teachers to be fully involved in specialist multi-disciplinary assessment procedures.

CYPRUS: Liaison officers of special education or special needs advisers offer guidance both in special schools as well as in mainstream schools.  These advisers work under the guidance of the inspector of special education, offering advice and support to specialist teachers, co-operating with teachers and administrators in ordinary schools and with other professionals. After assessment and diagnosis is made, special needs advisers visit both special as well as ordinary schools and offer advice and suggestions to school staff, parents and children. (p.7)

FRANCE: Providing education to a disabled pupil requires teamwork between teachers and specialists. (p.19)

[Also refer to: Germany, p. 24; Greece, p. 14; Norway, p. 29] 

Specific recommendation

Teachers require information on the best methods and approaches to assessment for inclusion. This includes information providing concrete examples of innovative practice that they can learn from.

AUSTRIA: Acquiring knowledge in a network environment at in-service courses through intensive, supervised exchange with fellow professionals, case work and practical concepts have already proven to be future oriented in several teacher training courses. On-site evaluation and documentation together with feedback of experts and support from teacher peer groups encourage active teachers to adopt innovative forms of education and assessment in their classes. (p.22)

HUNGARY: Developments to be realised in the framework of the central programme enhance the creation and renewal of a pedagogical support system that provide support for institutions at the level of the concrete pedagogical practice and activity. As a result of this programme package, the conditions of a well functioning integration will be developed. (p. 27)  

[Also refer to: Czech Republic; p. 12; Iceland p. 15]

Specific recommendation

Teachers require access to a variety of assessment tools and resources. This could include exemplar logbooks and portfolios as well as materials to develop assessment in non-academic subjects, self-assessment and peer-assessment.

ICELAND: A variety of assessment tools are used, formal and informal, home-made or ready-made. Teachers have extensive scope to create their assessment tools, whether in collaboration with teachers of the Year class, or on their own. (p. 6)

FRENCH BELGIUM: Self-assessment is a tool which gives the pupil the possibility to participate in the quality of their education and which encourages the pupil to take extra care with their studies according to the defined criterion. It is a tool which encourages motivation and responsibility. (p.18)

[Also refer to: Denmark p.15;  Sweden, p.14; Spain, p. 13 and p. 21; Czech Republic, p.3; Germany p. 31-32;  Portugal, p. 9; Switzerland, p. 11; France, p. 5 and 11; Cyprus, p.10; Iceland, p.16; Denmark, p.12; Greece p. 5; Latvia, p. 11; UK, p. 12; Norway, p. 20] 

Specific recommendation

In order for teachers to be able to implement inclusive assessment and engage in the necessary co-operative tasks that are required, they need flexibility in their teaching commitments and also dedicated time for assessment related activities.

CYPRUS: Better practice is reflected in teachers being allocated out-of-class time for providing individualized support to pupils who need it. In this way class teachers are in a better position to assess needs in further detail, to design strategies for help, to motivate pupils and raise their self-esteem, to monitor their progress and to provide feedback to the pupils and their parents. (p. 18)

NETHERLANDS: It is extremely difficult to modify teacher behaviour if the teacher is unwilling or unable to change, in which case school-based interventions have little chance of success. The same applies if the school fails to create the necessary conditions for change, refuses to offer extra training or supervision, fails to make the required timetable changes or take the necessary educational steps, such as purchasing remedial material. (p. 28)

[Also refer to: Lithuania, p. 18] 

RECOMMENDATIONS FOR SCHOOL ORGANISATION

Key Principle

If mainstream schools are to implement inclusive assessment practice, then they should promote an ‘inclusive culture’, plan for inclusive assessment and be appropriately organised.
A school ‘organisational culture’ that promotes inclusion generally and inclusive assessment specifically

Specific recommendation

Teachers and school leaders require a view of inclusion that leads them to re-think and re-structure their teaching - including their assessment practice - in order to improve the education of all pupils.

NORWAY: Seen from this perspective, it is vital that management looks on assessment as one of the school’s priority areas. (p. 31)

BELGIUM (FLANDERS): An important aspect of this project is that it is not the pupil, possibly with help from specialists, who is adapting him/her self to the school but the school context who provides a tailor made education for the pupil. This is the essence of inclusive education.(p. 8)

[Also refer to: Spain, p. 31; Luxembourg, p. 7; Latvia, p. 5]

Specific recommendation

There should be a shared understanding that ‘school improvement’ is the only way to effectively implement inclusion.

ICELAND: It is important to see inclusive assessment as part of the overall process of development of the inclusive school. (p. 14)

SWITZERLAND: Schools need to be empowered to cope with heterogeneity and SEN. (p. 20)

Specific recommendation

Educational change in a school should focus upon addressing the needs of all pupils, not just those with SEN.

SPAIN: The inclusion depends, not alone on the curriculum, the school organisation or the teacher methodologies. It is a way of understanding education and society, because it is a question of values. Going ahead towards inclusion is not only a question of re-structuring special education or integration, but also means trying to improve the quality of the education system to be able to attend to all students adequately. (p. 29)  

SWITZERLAND: School leadership and empowerment of schools regarding assessment and SNE-competencies. Inclusive education and inclusive primary classrooms need to be implemented along with school development and the implementation of school leadership based on the principle of "education for all". (p. 20)

[Also refer to: Hungary p. 12]
Specific recommendation

School staff should work to develop a positive school philosophy and ‘culture’ that is based on the belief that effective assessment supports effective education and school improvement.

CYPRUS: In addition, assessment provides the education system with information on the results of its tasks and gives feedback on the teaching and learning process, so that there can be continuous improvement. (p.4)

SPAIN: The intervention of the guiding network begins with the pupil psycho-pedagogical diagnosis, the definition of SNE, the possible incorporation to specific programmes within the individual development programmes. But the implementation of these programmes requires also important changes in the guidance, based on an inclusive philosophy, related to the social contexts, which considers factors in teaching-learning processes, co-operative problem solving, teacher strategies, mainstream classroom support, etc. (p. 13)

[Also refer to: Greece, p. 4; Iceland, p.12; Latvia, p.5; Poland, p.12; Hungary, p. 11]

Specific recommendation

School staff should share the attitude that assessment is an integral part of teaching and learning and that all staff have a responsibility to identify and overcome barriers to assessment for pupils with SEN that may exist in the school's assessment procedures.

PORTUGAL: Assessment is seen as a crucial  part in the teaching/learning process facilitating the identification of needs and impairments at the level of the developed competences and the subsequent reorientation in the process to a better inclusion of the pupils. (p.9)

LITHUANIA: …assessment is seen as an integral part of the educational process, in which continuous observation of the pupils’ progress, appropriate feedback, active involvement of the learner and co-operation between teachers and parents should improve the quality of learning and teaching. (p. 3)

[Also refer to: Iceland, p. 3; Cyprus, p. 3; UK, p.4; Sweden, p, 11 and 12; Greece, p. 4; Norway, p. 31; Poland, p. 7] 

Specific recommendation

There should be a shared attitude amongst staff that assessment involves, as an entitlement, the participation of and active involvement of all pupils - those with and without SEN - and their parents.

NORWAY: The pupil becomes a participant, an active, transacting person in many phases of the assessment in conjunction with, and under the guidance of the teacher.  (p. 14)

PORTUGAL: Pupils do self-assessment and pair assessment and, in some meetings with the teachers they have a representative. Pupils with SEN participate in the process according to their competences. (p. 6)
[Also refer to: Norway, p. 28; Hungary, p. 24; Italy p.7 Cyprus, p. 23 Iceland p. 17 Lithuania, p. 17; Sweden, p. 6 ]

Planning for inclusive assessment

Specific recommendation

Staff should work to identify the features of their school environment and whole school assessment procedures that support or are barriers to the assessment needs of pupils with SEN.

NETHERLANDS: Only testing the pupil does not give us enough information for making well fitted recommendations. The focus of assessment therefore is not only the pupil – with his abilities and disabilities – but also his learning environment: a particular school, classroom, group and teacher. (p.14)

UK: The preferred national policy is to analyse differences and put in place strategies to address those that seem to be caused by barriers to learning rather than a natural distribution of ability. (p.7)  

[Also refer to: Belgium (Flanders), p. 3; Germany, p. 14; Cyprus, p. 9; Lithuania, p. 11]
Specific recommendation

There should be the development and implementation of a whole school plan or policy for assessment of all pupils, including those with SEN. This plan should consider methods for assessment, reporting and monitoring of pupils’ progress as well as overall programme evaluation procedures. It should also clearly show how the school should balance requirements to report assessment results to external authorities with the need to identify and improve the process of learning for all pupils, particularly those with SEN.

DENMARK: An inclusive assessment policy must strengthen the need for formative assessment for all pupils – not only special needs pupils. (p. 17)
ITALY: Starting from school Year 2004/2005, the National Institute has formed a team that co-operates with experts from associations of people with intellective disorders in order to examine the modalities of assessment of learning for this kind of disability. Because of the complexity of the matter the team has decided to proceed by steps. In fact, the group is collecting the material produced by schools and using the analysis in methods of assessment. (p.6)
[Also refer to: Iceland, p. 9]

Specific recommendation

School staff should have access to appropriate training in assessment methods. This includes training in using techniques as well as training in implementing and interpreting different types of assessment information that fulfils different educational and administrative purposes.

DENMARK: Therefore, the individual teacher will now get access to a comprehensive "tool box", where he or she can seek knowledge about evaluation procedures and how to strengthen a pupil in a specific subject. (p. 22)

AUSTRIA: During teacher training and especially in further training manifold programmes dealing with the Individual Education Plan, individual differentiation and teaching methods and diagnostics for the subjects mathematics, reading and writing, basal stimulation and the diagnosis at school start are offered. It would also be desirable to offer more possibilities of assistance and support for teachers in service to promote the application of existing programmes.  (p.17)

Specific recommendation

Teachers should be able to draw upon a wide range of assessment methodologies and tools that cover a broad focus for assessment (behaviour and social aspects of learning as well as academic subjects) and consider a wide range of contexts (not just the classroom or school environment).

LATVIA: The teacher can assess emotional, creative, social, cognitive development of a pupil, plan the next steps of learning process, perform both formative and summative assessment as well as to assess his/her own work. (p. 11)

GREECE: Assessment techniques include written or oral exams with closed or open type questions; semi structured dynamic dialogue among the participants in the learning process; synthetic creative exploratory tasks (projects); systematic observation; pupil portfolios, self-assessment or peer assessment and combinations of different techniques (e.g. written test and oral exam together) etc. (p. 10)

[Also refer to: Netherlands, p. 26; Cyprus, 25; Iceland, p. 15; Portugal, p. 5 ; Estonia,  p.10; France, p. 22; Iceland, p. 4 and 9; Denmark 14]

Ensuring flexible organisation 

Specific recommendation

Schools should work to ensure the provision of resources and flexibility in working procedures to facilitate collaboration, partnership and effective communication between teachers, parents, external support services and professionals involved in school inspection systems.

AUSTRIA: Apart from the co-ordinated work of the teachers, which comprises the preparation, planning and carrying out of the instruction, the co-operation with the parents and all respective authorities, other challenges for the teacher team in the extracurricular field are the maintaining of interdisciplinary contacts to institutions and networking with all persons involved in child education, which are relevant for the school environment.(p. 7)
GREECE: Sometimes, the need for external collaboration is defined and accomplished with other services such as medical oriented services, counselling services, and professionals from different disciplinary areas. (pp. 14-15)   

[Also refer to: Germany p. 12 and p. 32;  Netherlands, p. 16; Estonia, p.10 and 18 ; Portugal, p.6; Spain, p. 8]

Specific recommendation

There should be strategies for peer support for teachers that allow sharing of positive experiences, opportunities for joint consideration and teacher-peer moderation of assessment information.

UK: Moderation of assessment is often highly regarded as a valuable staff development opportunity.  It involves groups of teachers from different schools sharing their pupils’ work and their scoring, and arriving at a consensual judgement which then sets a framework for their marking of other pupils’ work. (p. 7)

AUSTRIA: The instruction in an inclusive class at primary level is carried out by a team of teachers consisting of a special teacher and a primary school teacher. These teachers act as equal partners and are responsible for the education and instruction of all children (p.7)

[Also refer to: Greece, p. 6; Sweden, p. 8] 

Specific recommendation

All staff should work towards individualising the learning process for pupils, with pupils actively contributing to the assessment, collection and recording of evidence of their own learning as well as the planning of personal learning goals.

LITHUANIA: Pupils and their teachers discuss about the syllabus and objectives, create the criteria of assessment and analyse the information of assessment together. Pupils learn to do assessment and self-assessment of their progress and achievements with teachers’ assistance and plan their future learning, according to their progress. (p. 17)

GERMANY: Pupils receive support in the form of individual assistance measures so that they can achieve the highest possible level of integration at school and at work, participate in society and lead independent adult lives as far as possible. (p.13)

[Also refer to: Germany 29; Iceland, p.5, Belgium (Flanders) p. 5; Latvia, p. 11; Spain, p. 27; Luxembourg, p. 6; Denmark p. 15 and p. 22; France p. 8-9 and p. 15  Hungary p. 24; Lithuania, p.21; Cyprus, p. 5; French Belgium, p. 14; Estonia, p. 12; Sweden, pp. 2-3] 
Specific recommendation

Schools should actively promote the development of diverse approaches to assessment that reflect the different ways pupils learn and provide a variety of ways for collecting evidence about learning. This assumes that within a school, there is flexibility for teachers to make decisions about when to assess and what to assess and that teachers have access to assessment methods and tools that use a pupil’s preferred method of communication.

HUNGARY: Flexible, differentiated, adaptive organisation of the learning process and arrangement of teaching material, which take into consideration individual features and ensure the possibility for individual development, a well-structured assessment system are essential institutional conditions for inclusive education. (p. 20)

SWEDEN: The schools and the teachers decide what to assess and evaluate and why. (p. 8)

[Also refer to: Lithuania, p. 10; Italy p.6; Cyprus, p.19; France, p. 24; Czech Republic, p.2 and p. 7; Sweden p. 8; Greece p.6; Norway, p. 32; Switzerland, p. 15]

Specific recommendation

The role of school leaders is paramount - they have the ultimate responsibility for developing inclusive assessment practice. The work of head teachers and school managers should be effectively supported by external agencies as well as regional and national level assessment policies.

FRENCH BELGIUM: The principal of the school must be the primus motor of the change. The task of the director has at the same time a pedagogic, relational and administrative aspect. It is important to recognise the function of the head teacher and give him/her the means linked to the importance of his/her work. This function must be recognised, increased, clarified and supported even more, for example the information tool updated to simplify the tasks asked by central administration. (pp.20-21)

CYPRUS: Best practice is facilitated in school units where the head teacher is knowledgeable and experienced and has the confidence to lead, to inspire, to motivate, to coach, guide and support colleagues and to empower them to adopt learner-centred attitudes, approaches and methods. In such schools head teachers play a key role in facilitating a positive and helpful learning climate for teachers as well as pupils and in facilitating teacher-learner interaction and teacher-parent co-operation. (pp. 18-19)

[Also refer to: Denmark, p. 15-16; Sweden, p. 15; Spain, p. 19; Norway, p. 32]

RECOMMENDATIONS FOR SPECIALIST ASSESSMENT TEAMS 

Key Principle

The work of all specialist support staff involved in assessing pupils with SEN should effectively contribute to inclusive assessment in mainstream classrooms.

Specific recommendation

Specialists from the various disciplines should take a participatory approach to their assessment work. This means working in full collaboration with the pupil, their family and their class teacher.
CYPRUS: Whenever a specialist teacher is part of the pupil’s education, they must co-operate and interact with the classroom teacher in the development and delivery of an individualized education program for the pupil. (p.7)  

CZECH REPUBLIC: The Counselling Centres maintain a direct contact with children, pupils, students and their parents in the form of individual assistance or group work. (p.11)
[Also refer to: Netherlands, p.12 and p.34; Germany, p. 9 and p.32; Spain, p. 10; Switzerland, p. 8; Greece, p. 13; Portugal, p.6; Iceland, p. 8; France, p.10; Spain, p. 8] 
Specific recommendation

Specialist multi-disciplinary assessment teams should be based upon the principles of co-operation and inter-disciplinary working. Promoting inclusion that meets the diversity of all pupils’ needs is best achieved through a process of co-operation and shared learning experiences for all those involved in inclusive education.

GERMANY: The forms of co-operation can differ, ranging from an active participation in the establishment of the special support targets to giving/receiving updates on the education plans. The special education unit in charge is obliged to inform all persons involved in the process about the defined targets. This co-operation, respectively the right to information, also applies for the examination of the support objectives and the formulation of new objectives. (p. 24)

CYPRUS: This assessment is conducted by a multidisciplinary team, including a pupil psychologist, an educational psychologist, a specialist teacher, a doctor, a speech therapist and any other specialist, the case may need. (p. 11)

[Also refer to: Austria, p. 4; French Belgium, p.6; Portugal p. 8; Poland, p. 11]

Specific recommendation

No matter which professional field specialists in multi-disciplinary teams work within (medical, psychological and/or social), their assessment of pupils with SEN should: employ qualitative rather than purely quantitative methods; be based on a view that assessment is part of the wider learning process; aim to inform teaching and learning.

SWEDEN: This means briefly that the assessment is process oriented and aims at change or improvement. The methods in this kind of assessment are mostly qualitative – it’s about communication, interviews, pupils’ portfolios and so on. (p. 10)

CZECH REPUBLIC: assessment is seen as having a ‘feedback role’ in the teaching and learning process. It should serve pupils as well as their teachers and parents feedback about the effectiveness of learning strategies and teaching methods (p.13).

[Also refer to: Cyprus, p. 15 and p. 25; Denmark, p. 11; Spain, p.8; Germany, p. 31]

Specific recommendation

Specialists in multi-disciplinary teams should ensure there is a balance between the need for effective and specific ‘diagnosis’ of an individual pupil’s needs with the disadvantages of labelling and categorising the pupil as a result of diagnosis.

AUSTRIA: If the detection of a SEN is the precondition for an allocation of resources a dilemma has to be solved. On the one hand, the detection of a SEN means that the respective pupil is considered to be disabled; on the other hand, very often school failure is the reason why the SEN procedure has been started (p. 18).

GERMANY…the 1994 recommendations clearly reject the categorisation of   children according to their special educational needs. Instead, they recognise the necessity to integrate internal and external factors of learning environments into the determining fields of SEN. (p. 16). 

[Also refer to: Netherlands, p. 11; France p. 6; Norway, p. 8; Spain, p. 14; Cyprus, p. 12] 

RECOMMENDATIONS FOR ASSESSMENT POLICIES

Key Principle

All educational policies concerned with assessment - both general and SNE specific - should aim to promote inclusive assessment practice and take into account the needs of all pupils vulnerable to exclusion, including those with SEN.

Views on the purposes of assessment

Specific recommendation

All pupils should have an entitlement to be involved in all assessment procedures. Assessment should be accessible for all pupils, including those with SEN.

UK: … assessment in England is inclusive and many pupils with special educational needs will only require normal adaptations to allow them to participate in assessment with their peers.  However, there are some pupils whose progress will be significant on their own terms but too small to show progress from one level to another between key stages; ….  The QCA thus developed the P (Performance) scales.  (p. 8)

AUSTRIA: If we do not include all the pupils with SEN in the current school assessment programmes (such as PISA ) then special needs education will not challenge the efficiency of its own measures. (p.18)

[Also refer to: Italy, p. 8; Netherlands, p. 16; Germany p. 3 and p. 31]

Specific recommendation

All assessment procedures should help teachers support pupils' learning. Therefore, all assessment procedures should be linked to the school's curriculum and a pupil’s IEP or other target setting approach and should aim to provide multiple forms of evidence about all pupils’ learning.

ITALY: Tests are prepared considering skills and competences reached by the pupil, in relation to his/her possibilities and in respect of the Individual Plan of Education implemented for them according to the law in force.  (p. 6)

UK: Because the curriculum and assessment are integrated, curriculum starts from the programmes of study in the national curriculum, and the particular needs and abilities of a class of pupils. The level descriptions can help teachers identify how their pupils’ work needs to develop. ‘Teaching to the test’ is discouraged as far as possible.  Emphasis is put on effective questioning and feedback; teachers are encouraged to use a repertoire of types of questions which take cognisance of the different needs within a group of pupils and assess pupils’ learning according to their individual targets (for pupils with special educational needs, these will be set out in their individual education plans). (p. 6)

[Also refer to: Germany p. 9 and p.22, Sweden, p.7 and p. 10; Iceland, p. 11; Portugal, p. 3; Netherlands p. 9, p. 10 and p. 32; Cyprus, p. 17; Czech Republic, p.12; Sweden p. 10; Belgium, (Flanders) p.11; Norway, p. 6] 

Specific recommendation

Educational standards should be evaluated, but ‘snapshot’ assessment should not be used as the basis for decision-making about individual pupils, teachers, schools, policies financing or resourcing.

GERMANY: Conversely, from the viewpoint of inclusive education and instruction, the German education system should preferably change its course to such a degree that individuals are not transferred to different school types on the basis of performance achievement or failure (for whichever reason), but rather bring in assessment standards, tools and methods in a flexible way in order to determine further achievable aims and courses of education. (p.18)

CYPRUS: Among other issues, the Report of the Committee of Experts (2004) examines the issue of assessment and evaluation. It takes a critical stance on the concept of National Standards which, in the opinion of the Committee, is tied to a consumerist view of education: goals are analyzed into objectives which are measurable and may thus be hierarchically ordered into levels by age and grade. In this way, the degree of attainment or success, not only of pupils but also of teachers and of whole school units may be externally evaluated and ranked by results, albeit with negative consequences for the pupils, the teachers and the school units. (p.15)

[Also refer to: Cyprus, p. 12; France, p.19; Hungary, p. 8] 

Specific recommendation

The allocation of support, placement and additional resourcing to meet a pupil's SEN should be informed by, but not be solely based upon initial identification or diagnostic procedures.

AUSTRIA: The approach of deficit diagnosis to allocate resources (Issuing of a Special Educational Need) hardly influences educational work. The initial diagnosis should rather offer valuable support for didactics and methodology, promote preventive measures and serve as a basis for the ongoing evaluation of the child. The application of Individual Education Plans is a start in this direction. However, ongoing evaluation requires more than just the evaluation and assessment of children’s achievements. (p .17)

NETHERLANDS: In other words: having an impairment does not necessarily imply having special educational needs, let alone that the same type of impairment should lead to the same needs and corresponding budget. (p. 7)

Specific recommendation

When national tests are used, they should aim to provide ‘value added’ information for policy makers, raise teachers’ and parents’ expectations for pupils and help schools and teachers improve their practice.

NORWAY: National tests have a somewhat different purpose. The intent is for all pupils to take these tests and for the results to be used in the school's own professional and pedagogical development of assessment practices that promote learning. This applies on all levels, i.e. the teacher can use the results to arrange conditions in a better manner for the individual pupil as well as for the class as a whole. The school management must use the results to implement improvements for their own school and the owner of the school can do the same in relation to all the schools under its sphere of authority. The results can also be used at the national level to implement the requisite improvements where it is documented that such are necessary.  (p. 9)

SWEDEN: If the assessment is to be regarded as an integrated part of the learning process, it is not only a matter of measurement, but also enhancement of the intended learning. However, Swedish as well as international research has concluded that tests most of the time rather hinder than promote complex and critical learning. (pp. 12-13)

[Also refer to: Cyprus, p. 6; Estonia, p. 5; Greece, p. 20; Sweden, p. 4; UK p. 7] 

Specific recommendation

School performance should be evaluated using information on practice as well as longitudinal (‘value added’) assessment evidence about individual pupils' progress.

HUNGARY: Due to stronger differentiation of the notion of quality the term “added value” was started to be applied to judge the activity of certain institutions. It can be attributed to this, that opposed to the  traditional academic point of view and traditional education values, schools by then rated as weak have proved to do significant, and in some cases even outstanding activity and work, considering their opportunities and circumstances. (p. 16)

NORWAY: With an inclusion perspective, the school ought to also have an informal use of standardised tests/exams in order to give a more nuanced and correct picture of the competence of all its pupils in subjects, and this is particularly important in relation to the weakest pupils. (p. 17) 

Specific recommendation

If assessment information relating to individual pupils is used for a system purpose (such as the evaluation of progress made by a class), the possibilities for ‘formative’ purposes of the assessment to be distorted or lost should be avoided.

NORWAY: It was pointed out that the Norwegian authorities had a good overview of the precise resources that they were endowing the schools with in the form of their financial contributions, yet there was little knowledge of the payoffs in terms of the learning by the pupils as well as other qualitative aspects of the schools. These viewpoints led to the authorities seeing a need for measures to secure better information about the quality of work being done in the schools. (p.3)

GREECE: Pupil assessment relies on the evaluation of their progress on the basis of specific criteria derived from learning objectives and not from comparison with other learners (p. 4)

[Also refer to: Cyprus, p. 5 and p.8; Czech Republic p. 14; Austria, p. 20; French Belgium, p.6; Sweden p. 11; Switzerland, p. 20]

Specific recommendation

The aims and purposes of all assessment procedures should be clearly communicated to pupils and their parents so that assessment is regarded as a positive process that highlights individual progress and achievement.

AUSTRIA: Students do not need marks but feedback. During the learning process it is important for them to be told where they succeed or fail, the more immediately, the better. A school without marks could rather be a school where pupils are not rivalling or are separated but a school which welds them all together and offers the joy of community. When we work without marks we see how all children are growing, how they are improving, how they are developing because we can respond to their individual skills and abilities. Only without grading can children feel that they are valuable. (p. 20)  

LUXEMBOURG: Parents of pupils with SEN are more involved. They are advised as to what they can do at home to promote the child’s development. Teachers and the SREA assistants notice better results when parents are involved in the work with the pupil. (p. 6)

[Also refer to: Czech Republic, p.4; Latvia, p. 11; Switzerland, p. 9; Austria, p. 12; Lithuania, p.21]

The focus of assessment policies and guidelines

Specific recommendation

Educational policies should exist within a broad context of legislation, financing and resourcing that supports inclusion. Assessment policies should be clearly linked to broader policies on SEN and inclusion.

FRANCE: National programs, laws or recent circulars issued by the Ministry of National Education highlight the necessary link between learning and assessment practices. In addition these different legislative texts mention that the need to manage the heterogeneity inherent in every class.  The approach to pupils with special educational needs, linked to learning difficulties, is dealt with, as we have seen, in ordinary law. (p. 8)  
ESTONIA: In 1995 the Government of Estonia approved the general principles for Estonian Disability Policy. Rule no.6 of the document says that “The State should recognise the principle of equal primary, secondary and tertiary educational opportunities in inclusive settings for children, youth and adults with disabilities. It should ensure that the education of persons with disabilities is an integral part of the educational system.” (p.3)  

[Also refer to: Estonia, p.3; Greece, p. 5; Hungary, p. 11; Norway, p. 32]

Specific recommendation

Educational policies should evaluate and identify best practice and then use evidence about best practice in teaching, learning and inclusive assessment to guide policy developments.

SPAIN: The educational reform (1990) has meant the recognition to all people with disabilities the right to be schooled whenever possible in a mainstream educational establishment, reinforcing the integration practices begun some years ago. (p. 17)

CYPRUS: Learner-centred instructional approaches and assessment methods that are designed to monitor the progress of each pupil towards his/her own learning and development goals have been highlighted as reflecting best practice.  (p. 25)

[Also refer to: Switzerland, p.7; Portugal, p.8; Sweden, p.14; Hungary, p. 16; Denmark, p 17]

Specific recommendation

Educational policies should be based upon a consideration and understanding of the effects of decentralisation of responsibility for assessment within the national and local situations. Bureaucratic assessment procedures should be avoided and school autonomy in implementing inclusive assessment should be supported.

SWEDEN: Evaluation and quality control by individual schools and municipalities is emphasised as well as the overall duty of the national government to evaluate and follow up on the quality of the whole school system, on whether the national goals are achieved. (p. 2) 

AUSTRIA: The movement towards autonomy in Austria on the educational sector has entailed an enhancement of self-responsibility of teachers, teams of teachers and schools, as far as the methodical and didactical work is concerned. In addition, international comparisons of the developments on a regional, national and European level (cf. PISA, TIMSS or DESI) have required a complementary strategy for educational planning and school related developments (p. 12)

[Also refer to: Switzerland, p. 11; Germany, p. 32]

Specific recommendation

Educational policies should provide schools with on-going information and guidance about how assessment information - particularly standardised assessment information collected for national monitoring purposes - can be used to improve provision and practice for all pupils, including those with SEN.


AUSTRIA: In Austria, educational standards are not designed as an instrument     for quality ranking. They should be applied as a means for self-assessment and orientation of schools and teachers”. (p. 12)

CYPRUS: The Curriculum Development Unit prepares these tests [i.e. “Standardized” tests] They are based on the Curriculum and are formalized.  They are not actually standardized, in the meaning of defining standards. They are just the same for all schools but are not used for defining national levels.  Teachers have the option to use them as they are or to adapt them to suit their needs. (p.6)

Specific recommendation

Educational policies should aim to promote effective learning for all pupils by seeing assessment as an essential tool for monitoring pupil progress and informing curriculum planning and provision.

GREECE: The assessment of a pupil is a continuous educational process which forms the basis for the monitoring and evaluation of the pupil’s progress. The basic aim of the assessment is the continuous improvement of instruction and the general operation of the school plus the constant briefing of  teachers and pupils on the outcomes of their efforts. (p.4)

CZECH REPUBLIC: Teachers and pupils use assessment as feedback to modify teaching and learning activities. (p.12)
[Also refer to: French Belgium p.17; France, p.11]

Specific recommendation

Educational policies should avoid promoting the use of quantitative assessment methods, but rather support the use of a variety of assessment procedures, methods and tools by schools, teachers and specialist assessment teams.

UK: …all pupils with special educational needs are included in regular assessment procedures, differentiated according to their particular needs and difficulties. (p. 8)
DENMARK: The study shows big differences in assessment methods. Most often it is the teacher and not the school who determine the content, methods and scope of assessment. Many teachers elaborate their own materials for assessment. Typical assessment tools are log books and portfolios. (p.15)  

[Also refer to: Switzerland, p. 20; Estonia p. 10; French Belgium, p. 7; Cyprus p.5; Czech Republic, p.3; UK p. 9] 

Provision of flexible support structures that promote inclusive assessment

Specific recommendation

Policy makers need to evaluate and then act upon the resource implications of policy designed to promote inclusive assessment. Teachers need the correct tools to carry out effective assessments, but policy makers should also fully consider the time and resource implications if teachers, schools and support staff are to effectively implement inclusive assessment.

GERMANY: … It is perfectly obvious that discrepancies between educational guidelines and the practice of diagnostics (cf. 2.2) are not intentionally caused by teaching staff or emerge by pure coincidence. Instead, all the evidence seems to indicate a lack of time and qualification on the side of teachers to implement the latest education policies and to promote support oriented diagnostics (p.18).

ESTONIA: Lack of resources can be a factor hindering alternative assessment in an inclusive classroom. It can include money and time for additional work and also human resources (additional teachers in classroom). (p. 17)

[Also refer to: Cyprus, 25]

Specific recommendation

There is a potential risk that some educational policy makers and managers will interpret inclusion as meaning that specialist expertise should be de-emphasised and potentially de-valued. An inclusive system of assessment should integrate specialist expertise and approaches within the overall model of assessment.

DENMARK: …teacher training must be revised and improved, so that future teachers are far better equipped at professional and educational levels. We need more specialists to teach our children. Our aim shall be to ensure that teachers teach within their specialist subject. (p. 24)

GERMANY: Teacher education should ideally evolve in the sense that teachers, to further qualify for the new tasks, should receive broader and at the same time more differentiated special education, which is essential to the enhancement of inclusive education. (p. 19)

Specific recommendation

The organisation of effective support services to schools is vital. This requires the organisation of support structures that allow collaboration and joint working between different educational and non-educational services and/or agencies that contribute to multi-disciplinary assessment. Reviewing the progress of support provided as well as service effectiveness from the perspectives of all the actors involved in the assessment process is an important aspect of such collaboration.

BELGIUM (FLANDERS): The task of school guidance is in the hands of the Pupil Guidance Centre (CLB). Since September 2000 these centres replace in an inclusive way the Psycho-Medical-Social centres (PMS centres) en the Health Supervision in Schools (MSTs). This change implied the end of the exclusive medical approach, and the guidance of pupils nowadays involves an integrated multidisciplinary approach, reflected in the basic staff formation: one physician, one director, two social workers, two paramedical workers, two psycho-pedagogical consultants and one administrative worker or co-worker. (p. 3) 

FRANCE: The complementary evaluation of the external professionals will help identify what must be done so that the pupil may fully benefit from his schooling in an “ordinary” class. (p. 8)

Specific recommendation

Appropriate training for inclusive assessment practice should be made available for teachers and specialist support staff. There should be clear policies for initial training and continuing professional development that provides all staff involved in assessment with the relevant knowledge and skills for inclusive assessment. A key element of such a policy is that training should focus upon assessment as problem solving and not assessment as identification of pupils' deficits and weaknesses, which may in effect be a barrier to inclusion. Training should be focussed upon using assessment to identify and develop strengths and abilities as a key tool for supporting pupils’ learning.

ICELAND: In collaboration with teacher training bodies, an effort in continuing education must be made in this field. The ability of teachers to assess pupils and use diverse assessment tools has increased in recent years. In teacher training more emphasis has been placed upon flexible teaching methods and the use of diverse assessment tools to assess the status of pupils in individual-oriented studies. (p. 10)

SWEDEN: In the teacher training programme in Sweden there is one course, giving 10 credit points, for every teacher student no matter what kind of teachers they will become, which focuses on school development and includes assessment and evaluation. The teacher students also study how to assess during their school located studies. (p.11)

[Also refer to: Czech Republic 15; France, p.12] 
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