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PREAMBLE

In England, the assessment of pupils – that is, arriving at a judgement about what they have learnt and achieved – must be set within the context, first, of the government’s present Change for Children agenda following the report Every Child Matters: Change for Children (HM Government, 2004).  This sets out five key outcomes that the government aims to achieve for all children, and it shapes the vision that informs relevant policy initiatives.  These five outcomes are:

· being healthy: enjoying good physical and mental health and living a healthy lifestyle;

· staying safe: being protected from harm and neglect;

· enjoying and achieving: getting the most out of life and developing skills for adulthood;

· making a positive contribution: being involved with the community and society and not engaging in anti-social or offending behaviour;

· economic well-being: not being prevented from achieving their full potential in life

by economic disadvantage.

The second contextual factor that is relevant to the present exploration of assessment in England is the government’s strategy for children with special educational needs, Removing Barriers to Achievement
 (DfES, 2004), which ‘sets out the government’s vision for giving children with special educational needs and disabilities the opportunity to succeed’.  As the Secretary of State for Education and Skills argues in the Foreword of this document, “It is by working together that we can unlock the potential of the many children who may have difficulty learning but whose life changes, depend on a good education”.  Key aims of the strategy are: to raise expectations and achievement of pupils with special educational needs (see chapter 3) by enhancing teacher skills and confidence; and to collect and analyse more data about comparative progress.  More specifically, the government stated that in this area it would, inter alia:

· put children with SEN at the heart of personalised learning

· deliver practical teaching and learning resources to raise the achievement of pupils with SEN

· develop a framework of evidence-based strategies and teaching approaches for pupils with particular needs 

· promote and extend the use of P scales (see below) to measure the progress made by those pupils working below level 1 (for explanation see below) and collect these data nationally 

· consult on changes to the performance tables so that schools get credit for the achievements of all pupils, including those with SEN (DfES, 2004, chapter 3, pp 50-51).

While some of these objectives refer to pupil learning, these cannot be divorced from consideration of assessment if the principles of assessment for learning XE "assessment for learning" \b  – as set out below – are kept in mind.

ASSESSMENT WITHIN THE EDUCATION SYSTEM IN THE UNITED KINGDOM

1. Concepts of ‘assessment’ in England

In England, ‘pupil assessment’ can be understood in three ways, two general and the third specific to pupils with special educational needs.  The two general applications are:

- assessment for learning XE "assessment for learning" \b : this is by far the most important application as it informs or helps to form all classroom practice; very broadly, it can be understood as a mature form of formative assessment XE "formative assessment" \b .  It plays a significant part in school improvement and the raising of standards XE "standards" \b  of pupil achievement.  All assessment for learning is non-statutory, and is under the direct control of the individual school.

- summative assessment XE "summative assessment" \b : this is linked to assessment for learning XE "assessment for learning" \b  insofar as it provides evidence that strategies within assessment for learning have been successful and have led to desired improvements in pupil attainment.  Optional summative assessment XE "summative assessment" \b  materials are available to schools to help teachers XE "teachers" \b  to judge the levels at which their pupils are working (the ‘Teacher Assessment levels’), but schools are also required to administer statutory tests at specific points in each pupil’s educational career.

The third, specific, application is the following:

- the assessment of special educational needs: this covers all methodologies for identifying and assessing a pupil’s special educational needs, and the implementation of strategies to address those needs.  It has two sub-strands: non-statutory and statutory assessment.
All pupils with special educational needs are included, alongside their peers, in the two general applications.  Thus assessment policy and practice for these pupils cannot be separated from general practice for all pupils.  It is an extension of this policy and practice rather than something qualitatively different.  However, studies have shown that specific techniques may be important in ‘good practice’ (see below).

The statutory primary phase of education covers the age range 5–11+, although many children now start school at the age of 4.   The primary phase of education covers key stages 1 (age 5-7+) and 2 (7+-11+).  In some parts of the country, there is a tripartite system of education whereby children leave their first school at the age of 7+, 8+ or 9+ to go to a middle school (until 12+ or 13+) and then continue to a secondary school (sometimes called ‘high school’) until the end of statutory education (aged 16).  

2. Assessment Policy

2.1 Introduction

In England, there is one organisation The Qualifications XE "Qualifications" \b  and Curriculum Authority
 (QCA), responsible for both the curriculum and assessment throughout all maintained schools, including special schools; this dual brief helps to ensure that curriculum and assessment are related.  The Authority is a non-departmental public body, responsible to the Secretary of State and keeps under review all aspects of the statutory and non-statutory curriculum, and associated assessment arrangements.  In 2004 the QCA established a subsidiary unit, the National Assessment Authority
 (NAA), to take  responsibility for the development and delivery of national assessment and of 16+ (General Certificate of Secondary Education - GCSE) and 17+/18+ (General Certificate of Education, GCE, presently divided into AS and A levels at 17+ and 18+ respectively) examinations.  The NAA is developing a National Institute of Assessment to take a leading role in research and the development of assessment.

All assessment in England must be seen in the context of the government’s priorities of raising standards XE "standards" \b  of achievement and school improvement.  These priorities apply to all pupils of all abilities.  There is a range of strategies targeting the specific needs of particular groups – for example, pupils who are deemed gifted and talented (high ability) but who may be underachieving and pupils for whom English is an additional language.  Assessment – for learning (formative assessment XE "formative assessment" \b ) and of learning (summative assessment XE "summative assessment" \b ) – in relation to pupils with special educational needs is no different from that for all pupils and the whole process is explicitly inclusive, grounded in the idea of personalised learning.

Assessment for learning is understood as a process, using evidence from a range of sources to identify:

· pupils’ present position with regard to their learning (where they are)

· targets XE "targets"  for the next stage of their learning (where they need to go) and

· a process by which they can meet the target (how to get there).

It assumes a dialogue about learning between pupils and their teachers XE "teachers" \b  resulting in clear shared goals, self-criticism, and feedback.  

For teacher practice this means:

· collecting and analysing evidence to inform the raising of standards XE "standards" \b  of attainment

· giving feedback to, and eliciting feedback from, pupils so that there is understanding about where improvement needs to be made and the best means of doing this

· making a clear link between students’ learning and the planning of the curriculum within the classroom

2.2 Principles underpinning Assessment for Learning

Assessment for learning should
:

· be part of effective planning of teaching and learning

· focus on how students learn

· be recognised as central to classroom practice

· be regarded as a key professional skill for teachers XE "teachers" \b 
· be sensitive and constructive

· take account of the importance of learner motivation

· promote commitment to learning goals and a shared understanding of the criteria by which they are assessed

· generate constructive guidance for learners about how to improve

· encourage learners to take responsibility for their own learning

· develop learners’ capacity for self-assessment 

· recognise the full range of achievement of all learners.

Assessment for learning is a key component of the National Primary Strategy (NPS) in England and is integrated with the government’s multi-pronged attempt to raise standards XE "standards" \b  of achievement in schools, improve schools, and promote personalised learning.

The Primary National Strategy was introduced in 2003 and applies to all maintained (publicly funded) schools with pupils of primary school age (5-11 years); it is extended to secondary schools via the Key Stage 3 strategy. The PNS is essentially a capacity-building initiative and focuses on a school’s leadership and management via continuing professional development (CPD) and resource materials
. Assessment for learning is a critical part of the Primary Leadership Programme
.

2.2.1 Assessment of learning (summative assessment XE "summative assessment" \b )

A wide range of assessment scales and tests is used in classrooms, particularly in relation to ‘reading’ (a generic term encompassing a wide range of skills).  While individual schools vary in their use of these instruments, the common assessment process for primary school pupils in England is end-of-key-stage attainment, although optional tests are available for teachers XE "teachers" \b  who wish to monitor pupil progress with external validation more frequently
.

A common framework of national assessment was introduced in England by means of the Education Reform Act 1986, which also introduced a national curriculum.  Over the years, the assessment process has been increasingly curriculum-based and schools have been encouraged to regard the analysis of pupil achievement as a source of data to inform strategies for, and the monitoring XE "monitoring" \b  of, school improvement.  Considerable emphasis is put on effective management and analysis of pupil performance data in school leadership training
.

2.2.2 Foundation stage profile

As a baseline from which to gauge the ‘distance travelled’ by pupils in primary school, pupils are assessed, by means of a profile, in the Foundation Stage (from age 3 to the end of the reception class – the initial class in a primary school, in which pupils stay for different lengths of time depending on when, within the academic year, their birthday falls).  The profile embraces six areas of development: personal, social and emotional development; communication, language and literacy; mathematical development; knowledge and understanding of the world; physical development; and creative development.  It is completed by teacher observation
.

2.2.3 Primary Key Stage (National) Tests

Primary school pupils are assessed in English and mathematics at the end of key stage 1 (age 7+, after two years of statutory education – though most pupils start school at age 4) and in English, mathematics and science at the end of key stage 2 (age 11+ and at the end of the primary phase of education).  Most pupils move to secondary school at 11+ (different structures apply in some parts of the country).  Performance in key stage 2 tests informs secondary schools of pupils’ prior attainment and is useful to help them prepare for their new intake but plays no formal part in the allocation of secondary school places.  (A few local authorities set their own assessment test to decide which pupils will be allocated a place at an academically selective grammar school at 11+ but this is not part of national assessment and is a local government issue.) 

2.2.4 Assessment criteria within the national curriculum

Each subject has a set of attainment targets XE "targets"  and level descriptions.  The attainment targets set out the ‘knowledge, skills and understanding that pupils of different abilities and levels of maturity are expected to have by the end of each key stage’ 
.  For the whole gamut of attainment within the period of statutory education, there are eight level descriptors representing increasingly advanced attainment, and an additional level for exceptional performance above the highest level (level 8).  These descriptions outline the nature and range of performance that pupils working at that level should normally demonstrate.  The descriptions represent a profile of performance and a pupil need not necessarily demonstrate all the characteristics.  Teachers decide which level descriptor gives the ‘best fit’ for a particular pupil in order to establish their ‘Teacher Assessment level’.  This is in addition to the tests in English, maths, and (at age 11) science that are derived from the pupil’s performance in the national tests XE "national tests" \b .  The descriptors are based on the programmes of study 
 which are delivered over time.

2.2.5 Contribution to curriculum planning

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 XE "teachers" \b  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 XE "targets"  (for pupils with special educational needs, these will be set out in their individual education plans).

2.2.6 Target-setting XE "Target-setting" 
Target-setting XE "Target-setting" , or aiming for particular standards XE "standards" \b  of attainment on the basis of current performance, is applied at the level of the pupil, the school and the local authority, each of which contributes to meeting the national targets XE "targets"  set annually by the government.  With regard to primary school pupils, these national targets relate to the proportion of pupils at aged 11+ (end of key stage 2) who attain level 4 in English and mathematics national curriculum tests.  Level 4 is the level which it is expected that a pupil of normal ability will attain at the end of the primary phase of education 
.   Officers from the local authority (or School Improvement Partners 
) discuss with each school the targets that it will set for its cohort of pupils and then schools will often set individual targets for each pupil.  

Assessment levels are awarded on the basis of teacher assessment and external tests administered in the school. Teacher assessment is made on the basis of cumulative evidence of pupil performance in a range of ‘normal’ classroom activities. At the lower levels at key stage 1 (pupils aged 7+) teachers XE "teachers" \b  may administer the tests via classroom tasks, rather than a ‘pen-and-paper’ formal test. 

All teachers XE "teachers" \b  involved in making assessments of their pupils’ attainment are expected to collect evidence to support their decisions and are also subject to moderation.  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. 

All assessment is intended to be inclusive insofar as all teachers XE "teachers" \b  are required to consider the assessment needs of all those whom they teach
. A pupil may have special assessment needs which are different from their special learning needs.   

External  assessment of English, maths and (at age 11+) science is carried out during the summer term (commonly May but there is increasing flexibility with regard to the timing of the key stage 1 tests for pupils aged 7+).  Tests are devised, administered, marked and reported by external agencies under contract to QCA.  Bands of marks relate to the criterion-referenced levels.  

2.3 Reporting XE "Reporting" \b 
Pupil attainment levels in end-of-key-stage assessments are reported at the level of the school, the local authority and nationally.  Presently, ‘raw’ scores are presented (with an indication of the number of pupils in the school who have significant special educational needs – a ‘statement’ of special educational needs). There is also a considerable amount of ‘value-added’ calculation: a range of methodologies are used to calculate whether progress is greater or more limited that would ordinarily be predicted from baseline achievement data (e.g. between key stages), with weightings for factors such as socio-economic status.  These measures are commonly made at school level (in order to assess institutional effectiveness) but there is interest from the government in the methodologies.  The media encourage comparison of ‘raw’ scores by publishing ‘league tables’ of local schools; this is not altogether helpful in commenting on school effectiveness and can give unclear messages to parents XE "parents" \b  and communities.  

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.  For example, the Primary National Strategy addresses the ‘dip’ in attainment (i.e. decline in progress between key stages 1 and 2) of pupils for whom English is a second language: these pupils find that the linguistic demands of the curriculum impede their ability to show their ability. Some schools analyse the performance of different groups of pupils within the school: thus, for example, they would examine the value-added measures for their most able pupils and for their lower achieving pupils, and for pupils from different ethnic minority groups, with the aim of revealing under-performance – or particularly good performance – wherever it might reside.  One of the arguments for ‘raw-score’ reporting is that, while it may disguise the personal progress of pupils with special educational needs, it highlights unacceptably low standards XE "standards" \b  of performance and indicates where schools and local authorities are failing to remove barriers to achievement, however these may be caused.

2.3.1 Optional tests

Optional tests are prepared by QCA and made available to teachers XE "teachers" \b  who wish to assess the progress of pupils within a key stage.  They are available in English and mathematics for primary school pupils in years 3, 4 and 5. 

Results are not formally published but informal analyses of samples have been produced (Beddow et al., 

2.3.2 Pupils with special educational needs in national assessment

As stated above, all pupils with special educational needs are included in regular assessment procedures, differentiated according to their particular needs and difficulties.  However, when the national curriculum, and its associated assessment, was introduced, it did not readily accommodate the progress of pupils with significant learning difficulties.  Criteria for assessment were established in relation to age-expectations for progress and achievement and the range of achievement at any stage could be too unrefined to mark the progress of these pupils.

2.2.3 The P scales 

As stated above, assessment in England is inclusive and many pupils with special educational needs will only require normal adaptations XE "adaptations" \b  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; indeed, pupils with the most severe learning difficulties may be ‘working towards’ level 1 throughout their school careers, although their personal achievement may be significant.  The QCA thus developed the P (Performance) scales 
.  These represent a more finely-tuned set of differentiated performance criteria which lead up to level 1 of the national curriculum.  They are all based on the national curriculum but assess only selected parts of this and do not represent a curriculum in themselves.  Neither are they appropriate for detailed formative assessment XE "formative assessment" \b  of, or target-setting for XE "target-setting" , individuals or for identifying special educational needs.  They are commonly used with other means of assessment. 

The P scales are available in the subjects of the national curriculum and have eight levels, the starting point being what the most severely disabled pupil might be able to do in the classroom (e.g. respond to a movement initiated by someone else). 

· levels P1 – P3 show the earliest levels of general attainment with subject-focused examples

· levels P4 – P8 show subject-related attainment.

They can be used with all pupils of statutory school age.  Their uses are identified as:

· to support summative assessment XE "summative assessment" \b  (end of key stage or school year)

· to track individual pupil (linear) progress towards subject-specific attainment in the national curriculum

· to identify lateral progress – identifying skills at similar levels through subjects

· to explore patterns in pupils’ attainments

· to provide data for whole-school target-setting.

Guidance points out that pupils with special educational needs may need some sort of prompting with the task set (and, indeed, a lesser degree of prompting may well suggest pupil progress) and that the tasks need to be interpreted in the light of the pupils’ learning difficulties or disabilities (for example, producing work from a computer keyboard rather than hand-writing; ‘reading’ from a switch-controlled computer screen rather than holding a book the right way up and turning the pages; directing others to perform actions rather than executing the actions themselves).

2.2.4 Evidence in relation to the use of the P scales

It is acknowledged that pupils with special educational needs rarely perform well on a set task on a set day at a set time (i.e. when regular end-of-key-stage assessment tests are taken).  Thus a different, and more flexible, profile of evidence is needed.  This may include:

· records of the observations of adult/staff (teachers XE "teachers" \b , support assistants, parents XE "parents" \b , other professionals)

· pupils’ written work (or work produced by computer)

· pupil assessment

· artwork and artefacts produced by the pupils

· photographs, videos and audio tapes.

The emphasis is on using data that are kept routinely as part of good classroom practice and on ensuring that data are informative (for example, annotating visual evidence).

2.2.5 Reporting XE "Reporting" \b 
Use of the scales has, to date, been voluntary but as from Sept 2005 all special schools have been invited to set targets XE "targets"  within, and return assessment data in relation to, the scales: the first set of data from these schools will shortly be available for analysis.  This is a challenge for some schools which have been accustomed to using pupils’ Individual Education Plans as the basis of target-setting.  The purpose of the nationally collected data will be to help schools to identify their own strengths and weaknesses, to participate in moderation, and to exchange good practice.  To date, there has been no national database of the progress of pupils with significant special educational needs so it has been difficult for some schools to set their expectations appropriately.  A database of national proportions is needed given the extremely heterogeneous pupil group which means that even local authority total populations of pupils with special educational needs may be too small, in their diversity, for reliable patterns to emerge, particularly in view of the fact that, typically, pupils with special educational needs often do not perform consistently.

2.2.6 Behaviour scales

The QCA has developed an assessment instrument in relation to pupil behaviour: its use is voluntary.  While the instrument may be used summatively, its value is in giving schools a management tool by which to identify unacceptable behaviour and analyse its occurrence so that a programme of action to address it may be put in place.  It is primarily for use at the level of the school, or group, although it can be applied to individual pupils if appropriate.  The scales must be seen in relation to a series of initiatives which the government has put in place to address unacceptable behaviour in schools 
.

The scales identified three aspects of behaviour:

· learning behaviour: e.g. attention, interest, organisation, communication, effective group member, ability to seek help
· conduct behaviour: e.g. respect for peers, staff, other adults, property 

· emotional behaviour: e.g. stability, self-control, confidence, happiness.

The monitoring XE "monitoring" \b  of behaviour against criteria allows for the identification of patterns of improvement and deterioration and the examination of the conditions under which these apply – for example, whether particular strategies (eg for practising collaboration) are effective for particular groups of pupils.  As consistency of application is critical to the effectiveness of the instrument, all staff must be involved in discussion about this application. The scales make expectations of standards XE "standards" \b  of behaviour clear to pupils and give them an opportunity for reflection.

2.3 The identification and assessment of special educational needs

The identification and assessment of special educational needs is, qua process, entirely distinct from assessment for learning XE "assessment for learning" \b  or the formal summative assessment XE "summative assessment" \b  of progress in the national curriculum, although for pupils with special educational needs, the latter may take an increasingly reduced role insofar as there may be a range of other aspects of learning (e.g. independence, life skills, mobility, communication) which are important for individual pupils, particularly those with the most severe difficulties.

The Special Educational Needs Code of Practice 
give guidance as to the processes and systems which all schools should have in place in order to ensure that the special learning needs of pupils are addressed as early and rigorously as possible.  There is a graduated process which starts with additional measures taken by the child’s ordinary classroom teachers XE "teachers" \b , through measure involving other specialists in the school, and then involving local support services and interventions for pupils with the most severe needs.  The process ends in a full multi-professional assessment of the child’s needs and this may, or may not, result in the issue of a statement of special educational needs, which records the child’s needs and the provision to which the child is entitled; the local education authority is ultimately responsible for ensuring that the provision in the statement is maintained, although operational responsibility is, in the main, delegated to schools.  The purpose of the graduated process is to encourage those nearest the child to take responsibility for his/her progress in learning and to avoid ‘passing on the problem’ unnecessarily and using the assessment process as an excuse not to take responsibility.  All interventions must be recorded, monitored and reviewed; and actions must be shared with parents XE "parents" \b .  However, where appropriate, a child may pass through the process rapidly – for example, if a child had sudden brain injury or very rapid deterioration in sight.  

At present, about three per cent of pupils with special educational needs have a statement but the situation is changing in that, first, the government is aiming to reduce the level of statementing so that resources are spent directly on the child’s needs, rather than on the administrative costs involved in issuing a statement (a legal document); and, second, a common assessment framework (CAF) has been developed
 which will involve the engagement of other professionals immediately any one agency (e.g. a social worker or a teacher or a health visitor) thinks that a child’s failure to thrive in whatever way has more than one cause.  

Traditionally, there has been a degree of dispute between parents XE "parents" \b  seeking a statement and local education authorities wishing to avoid issuing one.  This situation is not helped by the fact that each local authority is responsible for its own statements and there are differences between local areas as to the degree of severity of need, for which they issue a statement.  As a result of this, some local education authorities have local agreements aimed at introducing consistency between neighbouring areas and making it clear to parents the base level of need below which none would consider issuing a statement 
In addition, all parents throughout England, are entitled to consult mediation services which support parents in their negotiations with local authority officers about the assessment of, and provision for, their child’s needs.  These services (some operated by private organisations and voluntary organisations) have been established in different ways and there is differential use of them through the country.  

Greater co-operation with parents XE "parents" \b  is a corner-stone of current government policy.  All local authorities are obliged (under the terms of the Education Act 2002) to make information about local services accessible to the public (generally electronically) and have been funded (via the Sure Start Unit) to make a Children’s Information Service available locally.  One of the current challenges is ensuring coherence between local service information and national level information; and also ensuring that local authority information systems are compatible with each other – it may be the case that there is greater coherence within each authority but, on account of very different lines of development (from different starting points, using different service providers, with different management information systems, for example), incoherence persists across authorities.  

3. Specific strategies for the classroom assessment of pupils with special educational needs

While it has been argued that the assessment of the progress of pupils with special educational needs is fundamentally the same as the assessment of any pupil (e.g. they must be involved in the process and in self-review), the following specific strategies may need to be considered.

· a wider range of assessment opportunities may need to be offered these pupils

· pupils’ progress may not be merely linear: lateral progress – the application of learning to different areas of the curriculum at the same level – and evidence of a more reliable response to a particular request, for example, may be important indicators

· pupils may show differential attainment within a subject within the national curriculum: for example, a pupil may be able to perform in some more tangible areas of science (e.g. materials) than in others.  Similarly, they may perform differently according to context.

· progress may be shown by an accurate response with a reduced level of prompting (e.g. a gestural prompt rather than a physical prompt)

· different adults in the classroom and other contexts (e.g. therapy sessions, playtimes) may perceive different aspects of pupil performance: more discussion about individual pupils may be necessary in order to capture these elements and reach decisions about attainment

· a piece of evidence (piece of writing, photograph, audio or videotape) may not be self-explanatory and it may need annotation in order to explain the achievement/progress (e.g. ‘before’ and ‘after’ photographs of a group of pupils assembling themselves in height order)

· pupils may need to demonstrate a skill on several occasions before it can be regarded as ‘learnt’/secure; however, ‘one-off’ achievements may mark critical points of progress

· care will need to be taken that assessment tasks are age-appropriate (e.g. the content of literacy materials)

· specific strategies may be needed to make pupils aware of their own achievements and to encourage them to assess their own progress (e.g. an ‘achievement wall’ on which pupils pin evidence of their achievements) and the use of visual prompts to remind pupils of the point from which they have travelled

There is a degree of consensus that a critical element in all assessment is pupil self-assessment.  This has two sources.  First, the literature on assessment for learning XE "assessment for learning" \b  stresses the importance of pupil involvement and ‘ownership’ of learning targets XE "targets"  so that the pupil becomes an independent learner.  Second, the specific literature on means to encourage independence in pupils with learning difficulties stresses the importance of pupil reflection on their own learning.  While this has always been considered important at the transition stage, there has been a realisation that these skills must be nurtured from early in a pupil’s educational career, starting with simple choice-making and involvement in decision-making in a variety of contexts.  Studies (e.g. Lee, 1996; Porter et al., 2000) suggest that, in addition to a culture in which pupil voice is respected and valued, the cultivation of pupil self-assessment in the classroom requires specific facilitating teaching strategies.  In a report for the Qualifications XE "Qualifications" \b  and Curriculum Authority, Porter et al. (2000) identify four areas for consideration:

· ethos: expressed by both formal and informal structures (e.g. senior leadership commitment and staff encouragement of pupil participation respectively)

· student involvement and capacities: the opportunities which pupils are given to participate in assessment and their capacity to do this (the latter itself enhanced by explicit teaching strategies)

· teacher strategies: the skills that teachers XE "teachers" \b  bring to bear to create optimal conditions for pupils to make progress

· resources and classroom organisation: the support that enables students to participate in assessment activities.

ASSESSMENT PRACTICE IN THE UNITED KINGDOM

Current difficulties with assessment in England

Any policy framework will have both intended and unintended outcomes.  Furthermore, tensions can arise both from conflicting demands and initiatives (i.e. emerging from different policy streams which may not be compatible) and from the (largely unintentional but prompted by external demands) misuse of policy initiatives.  It should be pointed out that these are contingent rather than inevitable and can certainly not be regarded as formal policy, particularly in a context such as England, where ‘inclusion’ is enshrined in educational legislation.  The tensions arise as schools interpret what is required of them: they cannot be derived from any policy guidance, much of which warns against some of the phenomena identified below.  However, these tensions can result in incipient dangers for certain groups of pupils.  Current incipient dangers for pupils with special educational needs, largely emerging from the government’s drive to raise standards XE "standards" \b  of achievement in schools, include:

	phenomenon
	possible effect

	· schools’ concern to demonstrate raised standards XE "standards" \b  of achievement
	· neglect of pupils with special educational needs for whom the task of raising standards XE "standards" \b  may be slower and less demonstrable 

	· a focus on statutory assessment common to all pupils
	· neglect of assessment of other aspects of pupil achievement which may be of greater importance to pupils with special educational needs (e.g. life skills, progress in social/behavioural skills) 



	· a confusion about the different purposes of assessment and a consequent focus on those which are less helpful to the pupil (e.g. assessment to show school performance) 
	· assessment serves the needs of the education system rather than the needs of pupils: pupils with special educational needs are exposed to assessment which may be inappropriate in terms of enhancing their learning

	· the overuse of assessment/ indiscriminate use of available assessment instruments 
	· time wasted in assessment which does not enhance learning

	· the use of diagnostic assessment to ‘justify’ lack of progress (i.e. to produce ‘proof’ that a pupil has a learning difficulty)
	· diagnostic assessment as an end in itself rather than a tool to identify difficulties and arrive at pedagogic solutions to addressing them

	· the use of assessment to shape the curriculum
	· a restricted curriculum which will not meet needs or maximise opportunities for all pupils to show what they can do


While there is good guidance about effective assessment for learning XE "assessment for learning" \b , there is a danger that schools spend too much time on assessment.  One of the reasons is that, in addition to government-produced assessment instruments, there is a range of commercially produced instruments, all focused on different areas of development, including psychometric testing XE "testing" \b . Some schools, and some educational psychologists, use a battery of tests but there is no cogent evidence that the results are either interpreted effectively, nor that pupils’ learning necessarily is enhanced as a result of the assessment. Furthermore, any assessment system is amenable to misuse. The advice about the P scales, for example, is that they should be used once a key stage or, for pupils making more rapid progress, once a year. However, some schools are using them more frequently. There is often misunderstanding about the time span needed for assessment to be useful.  This may be the result of the fact that there is very little evidence about the expected progress of pupils with special educational needs in relation to time spans (which can only be determined by the analysis of large data sets), coupled with the fact that one of the characteristics of pupils with learning difficulties is that they often make idiosyncratic progress. The gradual collection and analysis of performance data in relation to pupils with special educational needs, which is currently under development, will add to knowledge about progress and help to shape expectations. 

There is the possibility that the progress of pupils with special educational needs is as influenced by teacher expectation as the progress of any other pupil. The need to raise teacher expectation is central to the current national strategies for raising standards XE "standards" \b  of achievement. Teachers’ attention is being directed to the importance of providing opportunities for pupils to show what they can do by appropriate ‘conditions for learning’.  Thus, for example, there has been a significant change of attitude regarding the literacy capabilities of children with Down syndrome since, being in mainstream classrooms, they had the opportunity to acquire literacy skills (the assumption in many special schools had previously been that they were not able to acquire literacy). 

A major challenge for assessment for learning XE "assessment for learning" \b  with regard to pupils with special educational needs is to reveal similar anomalies.

THE FEATURES OF ASSESSMENT BEST PRACTICE AND POLICY THAT SUPPORTS BEST ASSESSMENT PRACTICE

The features of best practice can be considered to be:

· a range of opportunities for assessment

· assessment which gives information about the child’s learning

· assessment which gives information about the conditions which support the child’s learning

· a range of people who contribute to assessment, including the parents XE "parents" \b /carers

· a range of activities which are equally valued and in which children can show their achievement

· opportunities to capture achievement when it manifests itself (even if it is only one-off)

· opportunities for children to show transferability across one level, to different contexts

· a range of media in which assessment is undertaken and recorded

· opportunities to feed back to pupils

· opportunities for the pupil to engage in self-assessment

· opportunities to feedback to relevant adults so that they may change behaviours/approaches to child’s learning as necessary and as quickly as possible

· capacity to use assessment data to inform the pace, focus and mode of delivery of the curriculum for the individual and for the group

· opportunity for teachers XE "teachers" \b  to engage in moderation and the scrutiny of work produced outside their own classroom – both elsewhere in the school and in other schools in order to gain awareness of comparable standards XE "standards" \b 
· formal reporting which takes account of value-added rather than raw scores

· the scrutiny of raw scores in relation to pupil profiles in order to identify underachievement which may result from discrimination by background characteristics

As regards the relationship between policy and practice, the purpose of policy is threefold:

· to facilitate the practice that has been found to be effective (and effectiveness will have a set of criteria which are focused round maximising the learning of all pupils - i.e. to ensure that assessment is purposeful);

· to put in the necessary mechanisms to ensure that all children have access to this effective practice (i.e. to promote inclusion);

· to ensure that the practice is viable in the light of other policies with which the practitioners and developers-on-the-ground may be unfamiliar (i.e. a national auditing/coherence function).
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� http://www.teachernet.gov.uk/wholeschool/sen/senstrategy/


� http://www.qca.org.uk


� http://www.naa.org.uk


� http://www.qca.org.uk/downloads/afl_principles.pdf


� http://www.standards� XE "standards" \b �.dfes.gov.uk/primary


� http://www.standards� XE "standards" \b �.dfes.gov.uk/primary/publications/leadership.63557/pns_leaderhip023603info.pdf


� http//:www.qca.org.uk/14532.html


� � HYPERLINK "http://www.ncsl" ��http://www.ncsl�.org.uk  


� http://www.qca.org.uk/160.html


� www.nc.uk.net/webdev/servlet/XRM?Page/@id=6016


� www.qca.org.uk/2550.html


� For examples of level 4 descriptors, see 


� www.standards� XE "standards" \b �.dfes.gov.uk/primary/features/primary/117301


�� HYPERLINK "http://www.qca.org.uk/downloads/including_all_learners_A3.pdf" ��www.qca.org.uk/downloads/including_all_learners_A3.pdf� and www.nc.uk.net/nc_resources/html/inclusion.shtml.


� for details of the P scales see http://www.qca.org.uk/8798.html.


� see, eg, � HYPERLINK "http://www.teachernet.gov.uk/wholeschool/behaviour/learning" ��http://www.teachernet.gov.uk/wholeschool/behaviour/learning�behaviour 


� http://www.teachernet/teachinginengland/detail.cfm?id=390


� http://www.everychildmatters.gov.uk/caf


� http://www.londonsen.org.uk/content/stat_assess.asp
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