[image: image1.jpg]




NORWAY

Prepared by:

Ms. Yngvild Nilsen, Mr. Bjarne Øygarden and Ms. Marit Hognestad

The information in this report was finalised May 2006
Contents

3PREAMBLE

ASSESSMENT WITHIN THE EDUCATION SYSTEM IN NORWAY
5
1. General description
5
2. Descriptions of the Legal Systems for Assessment
7
2.1 Assessment with marks
7
2.2 Assessment without marks
7
2.2.1 Tests supportive of grades and learning
7
2.2.2 Survey tests
7
2.2.3 Diagnostic tests
8
2.2.4 National tests
8
2.2.5 Exams
9
3. Implementation of Assessment Policy
10
4. Challenges and Tendencies
11
5. Innovations and Developments
13
5.1 Demonstration schools
13
6. Conclusions
14
ASSESSMENT PRACTICE IN NORWAY
15
Introduction
15
2. The objectives of the assessment process
16
3. How assessment is linked to an IEP
16
4. Participants in the assessment process
18
5. How parents are involved in the assessment process
20
6. Learning and Teaching
22
6.1 Assessment at the intermediate level
22
6.2 The KAL-project
22
7. Assessment tools and methodologies
22
7.1 Portfolio
23
7.2 Planning books
24
7.3 The learning dialogue
26
7.4 Tests
26
7.5 Logs
27
7.6 Knowledge map
27
7.7 Assessment form
27
7.8 The teacher's assessment comments
28
7.9 Oral comments
28
7.10 Written comments
28
7.11 Self-assessment
28
8. Criteria for assessment
28
9. Conclusions
29
THE FEATURES OF ASSESSMENT BEST PRACTICE AND POLICY THAT SUPPORTS BEST ASSESSMENT PRACTICE
31
Best practice
31
Policy that supports best practice
32
OVERALL CONCLUSIONS
34
Some essential questions
34
References
35
Index of Key Terms
37



PREAMBLE

During the past 10 years there has been an increasing interest in assessment in Norwegian schools, both on the part of parents XE "parents" \b  and teachers XE "teachers" \b  as well as on a political level. There are a number of reasons for this. Firstly, an assessment was made in 1989 by the OECD that posed questions concerning the precise information possessed by the Norwegian authorities about quality XE "quality" \b  in Norwegian schools. 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. The question of how a picture of quality at a school was to be obtained was also discussed in Norway. 

The participation in and the results from the international studies connected with PISA XE "PISA" \b  (Programme for International Pupil Assessment), TIMSS (Third International Mathematics and Science Study) and PIRLS (Progress in International Reading Literacy Study) has led to political measures being adopted with the intent of strengthening the areas giving a poor showing in these studies. The most comprehensive measure the Ministry initiated was the introduction of national tests XE "national tests" \b  to measure the abilities of pupils in reading, writing, English and mathematics.(From 2007 on in reading in Norwegian, reading in English and in mathematics). This is also just one of a number of measures in an on-going educational reform of the Norwegian schools, collectively entitled Knowledge Promotion [Kunnskapsløftet]. The reforms are also bringing about the development of new curricula for Year 1 to Year 13 in all subjects, with an increased emphasis on the further and continuing education of the instructors as well as the development of a national quality XE "quality" \b  assessment system in which the national exams are included as an important element in the measurement of the net learning benefits attained by the pupils.

In connection with adapted and inclusive training being a paramount principle in the Norwegian schools, it is worth noting that there are large differences in the net learning benefits among the pupils. It turns out that there are systematic differences between the pupils depending upon their gender and social as well as ethnic backgrounds (Välijärvi 2003). The lack of net learning benefits being attained by pupils from ethnic minorities in Norwegian schools is being viewed with extreme concern. Research shows that this inequality exists for all age groups. Øzerk (2003) shows large differences in net learning benefits in Year 1-4, whilst Engen et al (1996) take the results of examinations in Norwegian, English and mathematics from Year 9, at the end of the compulsory primary and lower secondary schooling, which show large differences in performance between minority pupils and the ethnic Norwegian pupils. With respect to the more general reading skills of the pupils, a study of 10-year olds also showed similar differences (Wagner 2004).

In addition, there are large variations in the use of special needs education. Arranging for all pupils, starting from when they begin in kindergarten, to participate in learning processes in which flexible formative forms of assessment are an integrated part can help the individual pupil in developing learning strategies that allow them to absorb knowledge and skills on the basis of their own preconditions.

In this description of how assessment will be performed in inclusive classrooms in Norway, the overall framework conditions will be such as are expressed in the laws, regulations and curricula presented in the first article. A description will also be given of how the implementation and execution of new assessment practices have been planned, and precisely which challenges emerge in such a situation. 

In the next article, we will attempt to draw upon examples from new assessment practices at the primary school level. A central aspect of these new practices, involve the pupil being drawn in as an active participant in a formative assessment XE "formative assessment" \b  process designed to promote learning. The assessment thus becomes a central hub in the learning process, and it becomes an affair for not just the individual pupil, or between the pupil and teacher, but rather it also becomes important in relation to the parents XE "parents" \b , as informational feedback to the society and especially as an element in the planning and organising of teaching processes that must function in an inclusive manner.

ASSESSMENT WITHIN THE EDUCATION SYSTEM IN NORWAY

1. General description

As mentioned previously, the Norwegian educational system is currently in the midst of an on-going reform. The Norwegian curriculum for primary schools (L97) that was implemented in 1997 is going to be replaced with a new curriculum whose implementation will be complete in all primary school levels by autumn 2007. Individual measures connected with this implementation of a new curriculum have already been commenced. The descriptions given in this report will thus be restricted in part to the applicable regulations and in part to the challenges that the educational system will be facing in the future. 

In Norway, the concept of "basic education" is used to refer to a 13-year school system encompassing the ages of 6 to 19. The last three years, from age 16 to 19, is called higher secondary education. Higher secondary education is not compulsory, however all youths have an individualised right to receive higher secondary education. It is, in other words, a right to receive schooling, rather than an obligation to attend such. Compulsory basic education in Norway encompasses age 6 to 16, i.e. from Year 1-10. Children and youths have both the right to receive, as well as the obligation to attend, basic education classes encompassing the primary and lower secondary levels. The primary schools encompass Year 1-7, i.e. ages 6 to 13. No national exams exist at the primary level, nor are any grades given. Grades are only first assigned at the lower secondary level in the form of a grading scale utilising six different grades. At the end of the lower secondary level, national as well as local exams are conducted. The primary school level is what will be described in this report. The dividing lines within the basic education programme will remain the same after the introduction of the reform, nor will exams and grades be used at the primary school level. 

Compulsory primary and lower secondary schooling in Norway is based upon the residency-based school principle. This means that all children attend the primary and lower secondary schools that are located nearest to them or the schools in the immediate vicinity that they apply to. This also applies for children with special educational needs. No state special schools have existed since 1992, apart from those for deaf pupils. Only in very special cases do children with special educational needs go to separate special schools. These special schools are established by the municipalities in the absence of an offer from the state. 

Special needs education is governed by section 5-1 of the Norwegian Education Act, which reads as follows: Pupils who do not have or cannot receive satisfactory benefits offered by the mainstream curriculum have the right to special needs education. The guiding principle, as mentioned earlier, is that the pupils must have the education offered at their residency-based school. In order to give a pupil special needs education, it is legally mandated that an expert assessment exists and that it must also refer to the type of education that will be offered. In other words, it is the needs of the pupil that determine the content of the education offered. A large emphasis must be placed on the views of the parents XE "parents" \b  when special needs education is offered. It is true that a provision exists in the law to the effect that pupils can be moved to a different school when regard for the other pupils dictates such, however this legal provision is only rarely used and only then in quite special circumstances often associated with serious behavioural problems. If the provision concerning moving the pupil to another school is invoked, the pupil cannot be moved such that the pupil has to move away from home or that the distance becomes disproportionately far.

The principle in Norway is that pupils with special educational needs must also be encompassed by the same rights and obligations with respect to schooling. Pupils receiving special needs education must have the same number of hours of teaching as other pupils. The education offered must be based on the national curricula, but have such content as is necessary for the pupil to receive reasonable benefits from them. For pupils receiving special needs education, an individual education plan must be made. This plan of education must be based upon the national curricula, but be adapted for the individual pupil. The plan must show the goals and content of the education, plus it must also show how the education will be operated. For pupils with an individual education plan, the school must prepare a written overview each year of the education the pupils have received and an assessment of the progress made by the pupils. This written feedback must then be sent to the pupil, the parents XE "parents" \b  and to the owners of the school.

The challenges being faced in Norway are to ensure education for all pupils within the framework of adapted and inclusive education. The concepts of "adapted" and "inclusive" are keywords in understanding the principles behind the education offered. The education must be adapted to all pupils as individuals. In addition, the arrangement of this must occur within the community in common, i.e. at the mainstream schools, in the ordinary classes. This means both in theory as well as in practice that all pupils, also pupils with special educational needs, will be gathered together within the same classroom. The offering of adapted education for all pupils can be seen as one of the great challenges being faced. This challenge is highlighted in the present reform. A quote in this connection from Norwegian Parliamentary White Paper No. 30: ”Equally valuable, inclusive and adapted education are the top-level principles in the schools. ………… An identical offer to everyone does not give an offer of equal value to all. In order to give an offer of equal value to all, the school must a varied and differentiated education. ……. The right to adapted education can be looked after within the educational framework or in the form of special needs education. ….. Special needs education is a right for pupils who neither have received nor are able to receive satisfactory benefits from the mainstream education.” Furthermore, the White Paper asserts: ”It is however a clear goal for special needs education to be necessary for a lower percentage of pupils than is the case today.”

The work with the Norwegian curriculum has three parts. ”The curriculum for primary and lower secondary schools and higher secondary schools, general part” is a national, top-level governing document that contains the superstructure in terms of values, culture and knowledge for basic education. This was adopted by the Storting in 1993 and will continue with its present content. In addition, work is on-going preparing new curricula for all subjects. It is a requirement of the new plans that measurements for fundamental skills be incorporated into all subjects, on the terms of the subject. Fundamental skills are described as being able to express oneself verbally, being able to read, being able to express oneself in writing, being able to calculate and being able to use digital tools. In addition, the curricula must contain goals for competence in the subjects that should be able to be attained. The third part of the work on the curriculum is described as a framework developed in order to meet the challenges that the school are facing today. This framework has been named The School Poster and describes some fundamental principles and requirements that must characterise all schools and other educational locales. In the context of assessments in adapted and inclusive education, requirements can be emphasised that the school must give all pupils equal opportunities to develop their abilities and talents, stimulate the desire of the pupils to learn, stimulate the pupils to develop their own learning strategies and to promote differentiated learning and varied manners of working. The general part, The School Poster and the curricula for subjects are all grounded in regulations.

2. Descriptions of the Legal Systems for Assessment

The policy guidelines are as mentioned previously that all teaching in Norwegian classrooms must build upon the principle concerning inclusive education for everyone. The principles for pupil assessment must also be viewed in relation to these guidelines.

Pupil assessment in Norway is goal-related. This is to say that assessment both with and without grades keeps to the goals in the curriculum. It is the competence of the pupil in the subject that should be described, either with or without a grade being assigned. Since assessments without marks are used in the primary schools, this is what is being described in section 2.2.

2.1 Assessment with marks

Neither assessment with grades nor national exams exist at the primary school level in Norway.

2.2 Assessment without marks

According to the legal system, all children have the right to assessment. The right to assessment is grounded in the provisions of the Norwegian Education Act. The legal system emphasises that ”An emphasis must be placed on giving good feedback and guidance to the pupils for purposes of promoting learning and development. Arrangements must also be made for the pupils to be able to make good self-assessment XE "self-assessment" \b .” Assessment without grades serves, in this way, two purposes, both as a tool in giving information about the competency attained (summative assessment XE "summative assessment" \b ) and in order to give feedback that will promote learning (formative assessment XE "formative assessment" \b ).

It is also mandated by the legal system that the school maintain good contact with the home. The contact teachers XE "teachers" \b  must have a meeting with the home twice each year. This legally mandated parental meeting is discussed in the assessment chapter in the regulations and must, among other things, be used to inform them of where the pupils stand in relation to the goals in the curricula and concerning how the pupils are working on a daily basis. In addition, the dialogue in these meetings must result in a summation concerning what should be emphasised in the continuing work. There is hence a foundation for saying that the legal system emphasises that the parents XE "parents" \b  must be drawn into the assessment, both the formative as well as the summative. After pupils have attained 12 years of age, they have the right to participate in these meetings. 

2.2.1 Tests supportive of grades and learning

At the lower secondary level there are so-called tests XE "tests" \b  supportive of grades and learning in English, mathematics and Norwegian. These tests are offered to the schools and are intended both as support to the local assessment work as well as for assigning marks. The tests are not used at primary school level.

2.2.2 Survey tests XE "tests" \b 
Survey tests XE "tests" \b  and diagnostic XE "diagnostic" \b  tests have long been in use at primary and lower secondary levels, particularly at the primary level. They have been used especially in Norwegian and mathematics, with the purpose primarily having been to map out and identify those pupils who do not have a command of certain central concepts in these subjects. With such information the schools will be able to provide better adapted education for pupils who turn out to be positioned under a certain “level of concern”. The surveying of reading skills in Year 2 and Year 7 has been obligatory in recent years; however after the introduction of national tests XE "national tests" \b  they are no longer compulsory. The survey tests still exist though as an offer to schools.

2.2.3 Diagnostic tests XE "tests" \b 
If any special education measures are being planned for a pupil, there can be a need for more precise information concerning the problems that the pupil has. In order to elucidate this information, diagnostic XE "diagnostic" \b  tests XE "tests" \b  are often employed that have been specially developed for such purposes. There are strict quality XE "quality" \b -related requirements for such tests because the results must provide a basis for individual educational measures. The use of diagnostic tests has been discussed a lot because there have been examples of such material being used erroneously and too much. 

When the school itself finds that it does not have adequate competence, the pupil is referred to the local psychological pedagogical service for further elucidation and expert assessment.

All municipalities must have a psychological pedagogical service that is tasked, among other things, with being a source of expertise when such is required by law as well as supporting the school in competence development and organisational development so that pupils with special educational needs receive an inclusive and adapted educational offer. In those cases where the local psychological pedagogical service does not have adequate competence and experience, the pupil is further referred to the National Support System for Special Needs Education, which will possess competence in elucidation and measures beyond what could be expected to be found with the individual municipality.

2.2.4 National tests XE "tests" \b 
The Norwegian Parliament has given its consent to the introduction of a national quality XE "quality" \b  assessment system in which national tests XE "national tests" \b  are included. The national tests XE "tests" \b  was carried out on a full-scale version in the spring of 2005 in reading, writing, English and mathematics in Year 4, 7 and 10 and at the higher secondary levels. Due to change of government in the autumn of 2005, the national tests were stopped for some time, but will be carried out in reading in Norwegian, reading in English and in mathematics in Year 5 and 8 from autumn 2007. One of the main purposes is to survey the total learning benefits in Norwegian schools. The results from the tests will be used by the national authorities to gain a general picture of the quality in Norwegian schools concerning the areas being tested. 

In the governmental documents concerning the national tests XE "national tests" \b , it is emphasised that the results from the tests XE "tests" \b  must “contribute to the teacher receiving a better picture of the pupil's skills and basis determining whether their pupils are attaining the learning objectives that have been set.” The tests will also be assessed as “a good tool for quality XE "quality" \b  assurance of the learning efforts by the individual school and for the individual group of pupils.” (Innst.S.No.268 (2003-2004) Culture for learning p. 21).

Another important purpose of the national tests XE "national tests" \b  is for them to serve as an instrument for formative assessment XE "formative assessment" \b . This is also emphasised in its treatment in the Storting in the spring of 2005 when it was stated that “The primary purpose of the national tests XE "tests" \b  is for the school to be better able to adapt its education to the needs of the individual pupil. The national tests must contribute to the teacher receiving a better picture… The majority also wish to emphasise that the tests will be a survey of fundamental skills in selected areas.” If the results from such tests are to function in a formative manner and provide guidelines for and strengthen the work at the individual school, it is important that the schools develop a competence in analysis in order to interpret and discuss the results at the school level, thereby ensuring a common understanding of how the school and the teachers XE "teachers" \b  should arrange for the continued learning efforts of the pupils. 

There is an explicit political objective to have all pupils participate in these tests XE "tests" \b , including pupils with special educational needs. Participation in the tests also has a legal basis in the regulations. It is possible however for schools to grant exemptions from participation in the tests for pupils who are receiving special needs education mandated by law. The right to an exemption from assessment is only applicable for those pupils with special needs education where it is clear that the test will not have much to say about the pupil's learning. It is only in these cases that the school can decide to make exemptions, as well as for children with minority languages who have not been in the country long enough to be able to make use of the tests.

The results from national tests XE "national tests" \b  must be made public on a school-by-school basis on a national Web site. There are however strict rules for personal privacy and because there are many small schools in Norway, this has the effect that the results from approx. 36 % of the schools will not be made public. This comprises around 10% of the pupils. 

2.2.5 Exams

The exams in the Norwegian primary and lower secondary schools are conducted at the end of Year 10. The written tests XE "tests" \b  in English, mathematics and Norwegian are developed by the Ministry of Education and are the same for the entire country, but they are not standardised XE "standardised" \b . With respect to oral exams, the schools have more freedom when it comes to adapting themes and execution. 

Both the survey tests XE "tests" \b  and the diagnostic XE "diagnostic" \b  tests have been developed in order to uncover tangible problems with the individual pupil. The survey tests must reveal whether there are pupils who are situated below what has been set as a critical boundary, for example for reading skills. For pupils for whom it has already been established that there are problems, the diagnostic tests serve to reveal precisely which tangible problems these are. The local psychological pedagogical service often will contribute to this work.

National tests XE "tests" \b  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.

The exam must be used to measure the final competence of the pupils when they have completed their education. In addition, the exam has a sorting function in that the results are included among the results that are used for admission to continuing education. As mentioned previously, there is no exam at primary school level in Norway.

In other words, it can be said that the different tests XE "tests" \b  that are offered in  primary and lower secondary schools are intended to complement each other. Each test has its function. The contact and informational obligation with respect to the parents XE "parents" \b  is secured through the legally mandated meeting with the parents.

3. Implementation of Assessment Policy

The aims of the policy formulation are described in Norwegian Parliamentary White Papers, the proceedings of the Norwegian Parliament (the Storting) and in strategies formulated by the Ministry of Education and Research. In addition, there is also the work with the curriculum that has already been described. 

The national quality XE "quality" \b  assessment system must be viewed both as a means for checking as well as a means for developing quality. This applies at both the level of the system and the level of the individual. In this regard a national Web site, called Skoleporten.no, has been developed. At Skoleporten.no, key information can be found concerning all Norwegian schools. In addition, assessment marks from classroom work, marks from exams and results from national tests XE "national tests" \b  are also available. One of the large challenges being faced today is described as greater pupil involvement. This is an explicit and legally mandated goal, where the pupils must be actively involved in the planning, execution and assessment of learning activities. On this basis it has been determined that pupils must participate in national surveys of the learning environments at the individual schools (The Pupil Inspectors). Beginning with Year 7, it is compulsory for the pupils to participate in these studies. The results from these studies must also be followed up on by the school. These results must also be made public. 

In connection with the introduction of new reforms, a strategy has been developed for competence development in basic education for 2005 – 2008. This strategy is directed towards competence development of the teachers XE "teachers" \b . In it, better adapted education is described as one of the most important prioritised areas. We quote the following from the plan: ”It is on this basis necessary to prioritise competence development measures in order to develop the ability of the school and the teaching enterprise to organise the teaching and arrange the content and manner of working in order to give the individual pupil and apprentice adapted education. There is also a need to improve the quality XE "quality" \b  of special needs education, while at the same time the need for special education should be prevented and reduced by giving better adapted education. 
In the previously mentioned strategy for competence development in basic education for 2005 – 2008, continuing education for the pedagogical personnel in the basic education is described as a prioritised area. It is the responsibility of the local link/school owner to make a plan for competence development within its area of authority. A precondition for success is however that the schools have the competence to follow up on the information concerning learning benefits, learning environment and resources that emerge through the national quality XE "quality" \b  assessment system. The development of the competence of the schools is described as the responsibility of the school owners, and not a responsibility of the state.

Previously, pupil assessments have not been a prioritised area in teacher education, neither at the university nor the college level. Nor in practice in the field has much attention been dedicated to this theme. This has changed radically in recent years however. 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 XE "teachers" \b . 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 XE "portfolio" \b  assessment, use of reflection logs concerning their own work and their own learning, group examinations, prepared tests XE "tests" \b , etc. It must also be said however that variations do exist between the individual teacher training institutions. 

At primary school level there is a strong tradition of feedback to pupils and parents XE "parents" \b  focusing to much too large of an extent on mastery and extremely often on social mastery. To a certain extent it is possible to suggest that the strong focus on mastery has directed attention away from learning. There seems to be a large absence of (culture for) systematic assessment as a point of departure for improving the Norwegian schools, both at the level of the individual as well as the system. One of the findings from the assessment of the introduction of the existing curriculum in the primary schools (Reform 97) was that the teachers XE "teachers" \b , at both the primary and lower secondary levels, generally gave an enthusiastic response to the presentations and products of the pupils regardless of the quality XE "quality" \b  and product displayed. The researchers posed questions concerning whether – ”out of fear of violating simple individuality and ruining prospects of further learning” a culture has evolved among teachers associated with a resistance to giving critical comments on the work of pupils. The price of the practice is ultimately paid by the pupils. The tendency is stronger with younger pupils and is especially strong in primary schools. Since praise only focuses on what the pupils master and does not point to additional new challenges and new learning, this tendency seems self-reinforcing in many respects. It is often the case that pupil assessment does not discuss where the possibilities for learning are actually to be found. The authorities are facing a large challenge in this area.

4. Challenges and Tendencies

We have already described how one of the overall objectives for Norwegian education is adapted and inclusive education. In ideal terms, all the needs of the pupils should be taken care of through the use of formative assessment XE "formative assessment" \b . This form of assessment must take care of the need for individual-oriented assessment. We have already reproduced the description of the research of the attitudes of teachers XE "teachers" \b  to assessment, where describing mastery is viewed as paramount and where describing learning needs is often glaringly absent. In many ways this can be viewed as one of the large challenges associated with pupil assessments. This is a general challenge and also connected with pupils with special educational needs. We should add that this challenge is also associated with the extremely gifted pupils. Adapted and inclusive education also applies for them.

It is the needs of the pupil and not a diagnosis XE "diagnosis" \b  that must determine what type of learning the pupil is offered. It is not a special diagnosis in itself that triggers a special educational offer, but rather it is the individual needs of the pupil that are decisive. The diagnostic XE "diagnostic" \b  tests XE "tests" \b  are used as a basis for determining individual measures concerning special education. These individual measures trigger the release of resources in the next phase.

One of the largest challenges in the new education reform is to implement the national tests XE "national tests" \b  so that they serve to support learning in the schools. What makes this demanding is, among other things, the tension between the use of tests XE "tests" \b  made for a formative purpose with their having to be released to the public. In this way, they will also necessarily appear as summative tests. This represents an embedded contradiction that both the educational authorities as well as the schools must live with. At the same time, it is also clear that the formative purpose of the tests is not at present articulated in statutes and regulations. The educational authorities are thus facing a significant task in elucidating and demonstrating both that these tests have been developed for a formative purpose as well as the precise manner in which they can be used. 

Since national tests XE "national tests" \b  have been developed as a tool for gathering knowledge about the individual pupil, the right to be exempt is limited. The figures from the spring of 2005 show however that approx. 2% of the pupils in Year 4 were exempted from the national Year 4 tests XE "tests" \b , whereas approx. 4 % were exempted from those of Year 7. According to the regulations it is only pupils who will not gain any benefit from the tests and minority language pupils who have only been in the country for an extremely short time who can be exempt from these tests. No data has been collected however concerning how large a percentage of  pupils with exemptions are encompassed by measures involving special needs education. In recent years, nearly 6% of  pupils enrolled in basic education have received special needs education as part of individual measures. There are however large variations between municipalities. The fact that the tests must be utilised by all pupils poses substantial requirements for their design.
In purely general terms the introduction of a formative, learning-supportive assessment is a great challenge. In this context the formulation of the curriculum is extremely important. The development of descriptions of goals that both promote learning as well as are possible to evaluate is described as one of the most important challenges in the development of new curricula. As mentioned previously, assessment without grades have existed as the only form of assessment at primary school level for many years. Assessments without grades are written or oral statements that give an assessment of the learning process and results of the pupils. In practice this assessment has often, to the extent that it has had a professional focus, been focused more on learning results and thus appeared to be purely summative. A large challenge facing the educational authorities is to bring the formative aspect into the assessment practices of the teachers XE "teachers" \b . Similarly, it is urgent to have assessment inserted as an integrated part of the learning activities. Quite often assessment appears to be something of an afterthought and not as an integrated part of the learning efforts. A significant component of pupil assessment is the ability of the pupils to perform self-assessments. In the existing curricula for primary and secondary schools it is only first at the end of the primary school level that the abilities of the pupils to make self-assessments are included in the objectives for the subjects. In proposals for new curricula this is described as a competency target beginning from an early stage. 

In recent years (since 2001) statistics concerning grades from primary and secondary schools have been released to the public. This has contributed to increasing the awareness of the public about the assignment of grades by the schools. By publishing statistics concerning grades, the differences in assessment practices are made visible, including to the general public. This release has however no significance to the primary school level in that grades are not assigned at primary school level. The results of the information being made public are that assessment with grades, have received greater attention. Assessment without grades, have traditionally had extremely little attention devoted to them. To the extent that it has received attention, it has been concentrated on how we can give a summative assessment XE "summative assessment" \b  without offending anybody, neither the child nor the parents XE "parents" \b . It is clear however that the politicians have become more aware of the challenges associated with pupil assessment. This is shown in particular in the debate surrounding the Norwegian Parliamentary White Paper concerning the reform in Norway. 

The greatest financial effort connected with pupil assessment at the primary school level is the assessment of the national tests XE "national tests" \b . In order for the tests XE "tests" \b  to be experienced as a good and useful tool that the teachers XE "teachers" \b  can use in the planning of learning activities, both for the individual pupil as well as for the class as a whole, it has been determined that the assessment must be made by the individual subject teacher. As has been mentioned already in this report, many teachers and schools have little understanding of national tests as a tool for formative assessments. This means that even though the state covers the expenses of the courses themselves, it is for the most part viewed as additional tasks that serve little purpose, both for the school and for the individual teacher. 

5. Innovations and Developments

Goal-directed work with formative assessments must be viewed as the most important new development in the field of pupil assessment. This is work that will also include pupils with special educational needs. 

In connection with the current reform, work is underway on drafting national curricula for all subjects in basic education. An important change in the preparation of new curricula is goal-oriented work with the building up and development of the learning strategies of the pupils and their capabilities for self-assessment XE "self-assessment" \b . We have established previously that pupil assessment must be goal-oriented. The goals in the curriculum are described on four levels in the basic education. Concerning primary school level, the goals are described twice after Year 4 and Year 7. With respect to certain subjects, goals are also described after Year 2. An on-going discussion concerns whether criteria should also be drafted concerning the fulfilment of the goals. These criteria can be prepared on a national basis, locally or by an individual teacher. In the event that a joint standard is desired for Norwegian schools, whether these criteria ought to be drafted on a national basis is currently the subject of some discussion. Such a system would have drawbacks as well as benefits: The benefits are that all teachers XE "teachers" \b  in Norway would gain a common understanding and concretisation of the content of the curricula. This can be of assistance to both formative and summative assessments. The fact must however not be ignored that the assessment criteria can function as a tool for summative assessment XE "summative assessment" \b  where the pupils are placed, starting at an early age, in relation to national criteria, and thus be a form of assessment that appears in practice as a system of grades. This is a trend that in political terms is absolutely undesired for the Norwegian primary schools. 

5.1 Demonstration schools

In 2002 the Ministry of Education and Research introduced the programme featuring demonstration schools. Demonstration schools are schools that have worked systematically over time to promote quality XE "quality" \b  within the school. The goal is to render visible and motivate quality development in the Norwegian basic education through the dissemination of experiences and the demonstration of good examples. During the autumn of 2004 there were 40 schools, both primary and secondary schools that were involved in the programme. A total of 10 new schools are selected each year for a term of two years. The number of them is thus not in itself very relevant, however it does become drawn into it because it says something about the abundance of demonstration schools. In order to be appointed as a national demonstration school, the schools must fulfil certain criteria. One of four criteria for the selections for the 2005 – 2007 period was systematic follow-ups on learning benefits. We will therefore quote the following from the assessment criteria: “The documentation must show results from school-based and individual assessment, for example results of school leaving examinations, grades for classroom performance, the use of various forms of tests XE "tests" \b  and portfolio XE "portfolio" \b  assessment. Work with basic subjects, nationally prioritised subjects and basic skills will be emphasised, as well as how the schools have followed up on the national quality assurance system (national tests XE "national tests" \b , electronic tools for gathering the experiences of pupils for quality-related purposes and the related national Web site). The effort ought to be able to show a positive trend over a certain period.” One of the ideas behind demonstration schools is for other schools to be able to visit and learn from the demonstration schools.

The demonstration schools programme has been assessed recently. The evaluation XE "evaluation" \b  shows that the programme has had comprehensive reverberations within the schools. The demonstration schools have had many visits. The communication methodology utilising intimacy with actual practice, which characterises the programme, appears to have contributed to increased understanding and learning in the schools that have come to visit. 

A majority of the schools that have visited the demonstration schools are of the opinion that it is too early to say anything about whether the contact with the demonstration schools has had any effect on the benefits in terms of learning. Of those schools that believe that they do have a basis for assessing the effects, nearly all of them believe that the experiences are mostly positive. In the opinion of the researchers, a complete picture of the effects of the programmes on the learning benefits attained by the pupils will only first be able to be obtained in several years.

The introduction of the demonstration schools can, regardless of this, be said to be a political instrument for, among other things, stimulating the schools to adopt good assessment practices. 

6. Conclusions

There is a basis for saying that there has been an increasing interest during the past ten years in formative assessment XE "formative assessment" \b  programmes in primary and lower secondary schools. Many teachers XE "teachers" \b  and schools are organising the education in a different manner, something that also leads to there being a need for more varied assessment tools that allow pupils to participate to a larger extent in the assessment process and that clearly allow the assessment to be a part of the course of the education. 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. 

There is in many ways a basis for saying that the increasing interest in assessment is arising both from external pressures as well as from a need felt from within. In this manner, the two forces are acting in parallel. One challenge existing particularly in the lower secondary level as well as the higher secondary is to have the concept of an assessment turn in focus from marks and to forms of assessment that promote learning and activate the pupils. At primary school level the challenge is to have assessment without grades focus on learning. Also, for the entire basic education, including for pupils with special educational needs, a formative assessment XE "formative assessment" \b  must be introduced as an integrated part of the entire learning process. ”Culture for learning” is the name of the Norwegian Parliamentary White Paper on the reform. The creation of a culture for learning also applies to a large extent to the field of assessment.

ASSESSMENT PRACTICE IN NORWAY

Introduction

It is the teacher's daily assessment in the classroom that is the most common in the intermediate forms (11-13 years of age) in Norwegian schools, and it is probably also the greatest learning-promotion potential if it is developed in conjunction with the participation of the pupils and with an understanding of the needs of the individual pupils. The daily assessment is often a type of informal assessment that can seem somewhat unsystematic in form. It can certainly work both to offend as well as to praise, but it will not always have a clear learning focus in relation to the pupil. In recent years a number of assessment tools have been developed that can make the assessment more systematic and arrange for the pupils to develop better learning strategies. They can also affect the planning of the teachers XE "teachers" \b  and function in a more informative manner towards the parents XE "parents" \b . These assessment tools have for the most part been developed locally at individual schools, and these tools will be reviewed later in the article.

In addition to the local development of new formative assessment XE "formative assessment" \b  tools, as mentioned in the first article, national tests XE "national tests" \b  and exams have been implemented at the primary school level in Norway. The national tests XE "tests" \b  are, as stated previously, compulsory and are held nationally. There are on the other hand both national competence centres and private companies that develop and offer diagnostic XE "diagnostic" \b  tests to the schools. When these tests are adopted for use, it is on the basis of local assessments by the individual school. The school can hold individual survey tests on its own, including reading, writing and mathematics as a supplement to the national tests and as a part of the continuously on-going surveying. It is either the teacher of a class who plans and carries out the tests that he thinks are most appropriate in relation to the individual pupil or it takes place in co-operation between the teachers XE "teachers" \b  at the school. If there is a need for further elucidation of the difficulties being encountered by an individual pupil, he/she is referred to the psychological pedagogical service. The Norwegian Education Act requires that all municipalities have a psychological pedagogical service. Educationalists and special educationalists comprise the largest group of professionals in the service; however psychologists and sociologists are also represented. If the competence of the psychological pedagogical service is not sufficient, it will seek advice from or directly refer the pupil to the National Support System for Special Needs Education. The National Support System for Special Needs Education consists of different competence centres and a competence network that will assist the municipalities in diagnosing pupils and in giving advice concerning the education that can be offered. The National Support System for Special Needs Education possesses competence in the following areas: language/speech, sight, hearing, conduct and composite learning difficulties.

On this basis we see that the resources that are available in an assessment range from the guiding informal comments that the teacher in passing says to the pupil through a broad spectrum of more systematic assessment tools to the structured survey tests XE "tests" \b  and the national tests XE "national tests" \b . It is the responsibility of the school and the teachers XE "teachers" \b  to utilise the different tools in a pedagogical, learning-promoting manner where the overall goal of the assessment is the learning benefit received by the individual pupil. There thus exists an expectation both in the curricula as well as in public documents that the school will employ manners of working in which the pupils develop responsibility for their own learning, a meta-understanding concerning their own learning strategies and confidence in their own abilities to learn.

2. The objectives of the assessment process 

The pupils in Norwegian primary schools must, as mentioned earlier, not receive any assessment with grades. This only occurs when they enter the lower secondary school. This separation has created two slightly different assessment traditions and different attitudes towards assessment in Norwegian schools. One is associated with an assessment tradition that seems to have been dominant in primary schools. In this tradition it seems as if the assessment has been turned over to the individual teacher and in a manner privatised with respect to both how the assessment was made and precisely which criteria it was based upon. The assessment has not been a shared affair of the school, but rather in all essence the responsibility of the individual teacher. It also seems that the parents XE "parents" \b  received little information about the learning benefits being received by their child. The attitudes that such an assessment tradition were based upon had the pupil at the centre. It was important to support and praise the pupil for the work almost regardless of what he/she had done. The teachers XE "teachers" \b  at the primary school level perceived their main task as raising the pupils to be self-disciplined, diligent and industrious, whereas the professional goals took a back seat. On the basis of more recent Norwegian research it seems that this tradition continues to be strong, and that general praise and esteem is extremely frequent in primary schools (Klette 2003). When the pupils subsequently arrive at a lower secondary school, they meet a different valuation tradition where grades and subject criteria are the most important, and where one only to a lesser degree receives praise for industriousness and self-discipline. 

These two traditions have led to there seemingly being a latent contrast in attitudes in Norway to assessment among primary school teachers XE "teachers" \b  and lower secondary school teachers. The teachers in Year 1 to Year 7 are preoccupied by the balance between the individual-related and the goal-related assessment. Many are of the opinion that  individual-related assessment is crucial because it takes into account the full competence of the pupil, which is the subject/intellectual, the individual learning capabilities and the school's ability to arrange the social aspects of a good learning environment. Many of the teachers at the primary school level can seem to have a simplified understanding of goal-related assessment. It is first and foremost associated with formal assessment with grades, and viewed as a purely summative assessment XE "summative assessment" \b . It also seems though that these attitudes are changing. Haugstveit (2005) states in an article in which she builds upon interviews with teachers concerning assessment and assessment practices, that it can seem as if the teachers have become more preoccupied by assessment in recent years. A teacher states: ”I […] believe that there has probably been a higher level of awareness concerning what assessment is, and probably also more discussion concerning what we are conducting with an assessment.”

It can be the case, however, that we are caught in a classic assessment dilemma that is also occurring outside Norway. In some research work on assessment, the attempt has been made to strengthen the awareness of the goal-related, learning-related assessment in the primary schools. However this cannot occur by taking up traditional summative assessment XE "summative assessment" \b  forms, but rather, for example, by taking into use new formative assessment XE "formative assessment" \b  tools where the pupils become active participants in the assessment of the subject goals, the individual learning strategies and the understanding of the social frameworks that the work will occur under. 

3. How assessment is linked to an IEP XE "IEP" \b 
Inclusion appears to have become an aim of global educational policy via the Salamanca Declaration in 1994 (Vislie 2001). Inclusion involves the school having to adapt itself to the diversity of its pupils in contrast to the previously used concept of integration, which meant that the pupils had to be inserted into the normal school with the requisite help to adjust. This means that the focus is being moved from the pupil's adjustment to the school and over to the school's adjustment to the pupil. It is a precondition as a point of departure that everyone belongs to the joint community. The pupil thus receives the right to education originating in his/her own immediate environment, independently of the pupil's background, achievements and functional abilities.

The principle of inclusion poses requirements that each individual pupil be met as a learner, and this has consequences for the assessment work in the school. Firstly, the planning, content and manner of working during the teaching must be adapted to all the pupils, both those who are strong as well as those who are weak in the subject, with the aim of stimulating them to progress and development. Through individual work plans, content and manners of working can be arranged so that it becomes a meaningful effort for everyone, including the pupils who work hard at their schoolwork. The assessment of progress in a subject from an inclusion perspective involves assessment tools and expressions of assessment having to be varied and flexible so that all pupils can be assessed in an adequate manner. 

Formal, standardised XE "standardised" \b  tests XE "tests" \b , such as national tests XE "national tests" \b  and the like, document certain skills that can be used in a larger comparative perspective at national and international levels. 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. An example relating to testing XE "testing" \b  of reading comprehension can illustrate this. In such tests the pupils must often read a text and tick an answer within a certain amount of time. If you have pupils who read slowly, then all these pupils will score low because they are unable to read enough text before the deadline. However, among these pupils there will be both pupils who read slowly and have little comprehension as well as pupils who read slowly and have significant comprehension. Yet the test will not catch the difference. In order to catch this and other differences and to gain a more correct picture of the reading comprehension of the pupils, the teacher can carry out the test and change the conditions. She could, for example, give longer deadlines, read the instructions out loud for the pupils, give the pupils options to demonstrate the answers by the use of pictures, etc. This would essentially be to use the test as a stimulus to involve the pupils in a dialogue concerning the content. 

It is common for teachers XE "teachers" \b  to make their own tests XE "tests" \b , i.e. non-standardised XE "standardised" \b  tests, in order to elicit information concerning what the pupils have mastered within a specific subject area. Such tests are normally used in a summative manner, and a grade is assigned. However, they can also be used in a formative manner in order to guide the pupils in the course of their work on the subject.
The assessment should take place through a broad spectrum of methods. This can be observation and documentation of pupil products and problem-solving processes, and it can be appropriate to use many different manners of documentation. The forms of documentation can be teacher logs, pupil logs, audio tape, photos, video, diagrams drawn by pupils and other items. In order to document subject goals it is essential to allow the pupils to use forms of documentation and expressions of assessment that are appropriate based upon the preconditions and interests of each individual. In the feedback to the pupils it is important that the school show recognition and valuation of the products and results of the pupils throughout the year. 

To be helping the pupils in assessing their own work, and especially in comparing their own performances over time, is important to all pupils and particularly important for pupils who have problems with documenting their competence through ordinary tests XE "tests" \b /exams. We can refer to the use of, among other things, individual planning books and portfolios XE "portfolios" \b  as possible tools in adapting the assessment to the individual pupil. It is also a challenge for the teacher to establish good criteria that can function both in self-assessments and in summative assessments such that a pupil's work can be compared with the work of other pupils. 

4. Participants in the assessment process

The pupils have received continually increasing responsibilities in many areas of the school, but when it comes to the issue of assessment there has certainly up to now been a fundamental viewpoint shared by the pupils, parents XE "parents" \b  and teachers XE "teachers" \b  themselves that this is the responsibility of the teachers and where the professionalism of the teachers shows itself the strongest. This emerges in part from an interview concerning how the pupils participate in the assessment (Haugstveit et al, 2005) in which a teacher says: 

“In my experience many pupils think: but it is of course you [the teacher]. It is the teacher who must do it, who must evaluate whether this is correct or good or bad. However, if they are assigned the task, then they do it, but they are extremely careful because it is the teacher who has the answer”. 

This has also become an attitude that is in the midst of changing. There is a trend from the teacher-controlled assessment over to there being greater pupil participation. Some schools have gone further in its development, but also in balancing this interplay and co-operation concerning the assessment between the pupil and teacher. 

One of the driving forces in its development in Norway has certainly been the national curriculum that since 1997 has emphasised giving the pupil a new role in the assessment process. “The pupils must be active participants in the work of assessing and training their abilities to take shared responsibility for and evaluate their own work” (L97 national curriculum). In the newest subject plans from 2005 such an ability to participate in formative assessment XE "formative assessment" \b  processes is inserted into a number of competence goals for different subjects. In the plan for the native tongue subject it is stated as a goal that after Year 7 the pupils will, among other things be able to:

- listen to presentations of others and express what they have gained themselves

- make use of feedback on written work from teachers XE "teachers" \b  and fellow pupils, and give relevant feedback themselves to others (2005 national curricula) 

A quite tangible description is given here of the content and activities that can promote reflection about one's own learning and develop a skill in giving feedback to fellow pupils both in relation to performances in subjects as well as co-operation. It becomes the teacher's responsibility to plan teaching in which each individual pupil, on the basis of his/her own preconditions, manages to reach this goal.

Even though these central provisions are obligatory for schools, there is a large difference in how the schools arrange for the pupils to participate in assessing the school's enterprise, the activities of the class and their own work. Results from PISA XE "PISA" \b  show that it is a special characteristic of those schools that score well that they arrange for such pupil involvement (Turmo 2004). 

In order to arrange for a pupil to be able to have good learning strategies, they should both through self-assessment XE "self-assessment" \b  as well as through peer assessment XE "peer assessment" \b , implement forms of work and assessment instruments that require varied strategies. On the whole, this will be tools that promote a formative assessment XE "formative assessment" \b , and a major objective with them must be to strengthen the participation of the pupil and to arrange for him to develop an ability to reflect about himself as a learning individual. The pupil must be actively involved in planning his own work, be involved in setting up criteria for the assessment and be able to have a viewpoint concerning what he wants to be assessed and who should be involved in making the assessment. These are not structures and tools that must be used each time, but rather the pupil must develop an understanding and a responsibility for the interrelationships in the learning efforts, from the planning through the different phases of work and co-operation and to the assessment. By integrating the assessment in the course of the teaching in such a manner, the pupil is able to utilise the insight that the assessment creates in later assigned tasks. 

The objective of all assessment is to promote learning. However, the teacher must show a large amount of patience when it concerns the abilities of the pupils to put assessments into use in this manner. Firstly, it is important to see that it takes time to develop an understanding of and experience with self-assessment XE "self-assessment" \b . It is necessary to arrange for the pupils to participate regularly in different assessment activities. Secondly, one must understand that these are cognitively demanding processes that the pupils are becoming involved in. To study and evaluate one's own work process, own products and own ability to co-operate requires abilities to decentralise and a certain overview of situations and processes. 

One demanding aspect of all assessments is the verbalisation itself, the language costume in which the assessment, regardless of whether it is praise or criticism, must be communicated. Children are compared and assessed in many contexts other than in school, particularly at home and among their friends. However they do not face the school with any shared understandings or experiences with assessment from home. Making assessments in a schooling context is connected with linguistic forms of expression that the pupils must in fact learn in a school setting. It is the teachers XE "teachers" \b  who first and foremost will be the leading models for how it takes place, and over time also the pupils as the pupils gradually pick up the ability to make assessments, to view their own work objectively and to describe it from an external point of view.

When a pupil is in the middle form and probably has no experience with assessment, simple phrases often generally occur. They think something is Good! or Great! Boud (1995), who in fact actually works in the field of adult education, mentions Rorty's term “final vocabulary.” “This is”, he says, “the use of vocabulary which includes terms such as ‘good’, ‘right’, ‘rigorous’, ‘professional standards’ and the like. Even though it is apparently positive, it is language which leaves no room for manoeuvre. It has the final say. (…) They are empty rhetoric, and have no place in any discourse about learning”. These words, the concepts and the use of the language that is associated with assessment, and which the pupils encounter through the assessment practices of the teachers XE "teachers" \b , become models for their own assessment. Through conversations and comments, both written and oral, the teacher must formulate questions and pose problems in such a manner that they promote meta-cognitive processes. Without this understanding, the work involving assessments can easily turn into exercises, controls and predictable rituals that do not lead to further development.
Peer assessment means a social expansion of the assessment situation in relation to an individual self-assessment XE "self-assessment" \b . This social situation can seem to create some methodological difficulties, and it can be some of the reason for the varying use of peer assessment XE "peer assessment" \b  in Norwegian primary schools. It is a challenging and demanding manner in which to work. Individual teachers XE "teachers" \b  have had the experience that if the pupils in a group have to give a response to a piece of work, they often repeat each other's assessments. If the first pupil says that something is “Good”, then the others will easily continue saying the same. One can imagine here that the teacher encourages other manners in which to give a response and provides certain guidelines for the activity. All the pupils can for example ask the pupil who is to receive a response a question, with nobody being allowed to repeat what has been said previously. Or the one who is to receive a response can request specific responses by posing questions to the group. In general, peer assessment must really be developed by employing different techniques.

One challenge in developing good peer assessment XE "peer assessment" \b  lies in how one can activate the weakest pupils through such an assessment. Peer assessment can occur between two pupils or in groups that give each other responses and help with the subject matter. Regardless of how one wishes to form the groups, some questions quickly arise. This involves whether the groups should be homogeneous or not, whether the weakest pupils gain benefits from mixed groups, whether the strongest pupils receive enough challenges or whether the teacher should decide who should band together and give each other responses, i.e. or whether the pupils can choose who they wish to have do it? Resolving such questions must be included as a part of the planning and reflection of the teachers XE "teachers" \b  and faculty. 

5. How parents XE "parents" \b  are involved in the assessment process

In Norwegian schools there is a legally mandated meeting twice per year between parents XE "parents" \b  and teacher, in which assessment must be a theme. Documentation such as portfolios XE "portfolios" \b , individual planning books, tests XE "tests" \b  and other things can be presented during the meeting and be a point of departure for ensuing dialogue. Such tangible documentation can make the pupil dialogue an important forum of assessment with parents and teachers XE "teachers" \b  as participants, including the pupil as a participant once he is over 12 years old. 

The individual planning book, which is discussed in more detail later in this article, is an example of a tool where there is room for the pupils, teachers XE "teachers" \b  and parents XE "parents" \b  to enter comments, read what the others have written and have open communication concerning the pupil's learning efforts. The rhythm can be that every two to three weeks the parents will receive information about the pupil's work. The assessment can switch between clear subject-related assessments to the self-discipline of the pupil or to how the pupil has functioned in working with others.

Forms of communication aimed at good contact between school and parents XE "parents" \b  have been under development for many years. Meetings between pupils, parents, teachers XE "teachers" \b  and school management at the class or group level as well as at the school level, commonly called parents meetings, are common practice. Sending tests XE "tests" \b  home with the pupils in order to obtain parental signatures and comments is also widely used. Weekly newsletters, contact logs and individual planning books are used by many teachers as a permanent communications channel between the school and parents. Information is given here on the goals, presentations and content, etc. for the week, with room for the pupil's self-assessment XE "self-assessment" \b  and the comments of the parents back to the school. 

We can refer to an example that shows how the pupils in a Norwegian school have become actively involved in planning and assessment through the use of subject-related groups. A subject group usually represents one subject in one form or a unit that has joint presentations and instruction. Subject groups consist of three to five pupils plus the teacher. Participation in a subject group is voluntary, and the pupils sign up for the subject groups they are interested in. Groups have meetings about once per month and evaluate the preceding period and make proposals for changes. The pupils can switch subject groups and there is a rollover that ensures that all pupils can participate. There can be subject groups for all subjects, but in order to not make the programme too comprehensive it can be appropriate to select a limited number of subjects at a time and thus alternate between which subjects have subject groups. Each group keeps minutes of its meetings in its own subject book, and what is entered there will be taken up and discussed together with the viewpoints of the pupil representatives and the teacher. 

The purpose of the subject groups is for the pupils to have better opportunities to influence the presentation, content and manners of working. Subject groups can make for better contact between pupils and teachers XE "teachers" \b , and can be an arena where the pupils dare to provide constructive criticism and suggestions for changes, and where a teacher can develop new ideas jointly with the pupils. Such subject groups will also be an arena for the individual pupil to develop an understanding of democratic working processes and an education in relation to reflecting over codetermination, responsibility and equality.

Some schools practice an arrangement called the school's annual meeting. It is carried out in such a manner that the school first has an assessment performed of its teaching and the conditions in its classes/groups using a questionnaire given to pupils and parents XE "parents" \b . The responses to these questionnaires will be systematised and used at a meeting as a starting point for dialogue where pupils, parents and teacher are present. This meeting should preferably take place towards the end of the school year, and the purpose is to evaluate the entire school year and use the experiences that have been attained in the planning of the next school year. 

As the assessment work gradually opens up to greater pupil participation and increasing parent participation, and becomes a stronger joint responsibility between colleagues, it will become extra important to ensure that there is a shared technical understanding of levels and criteria for the assessment. Awareness that the schools have pupils from different home backgrounds must be built into such an understanding, i.e. they have different preconditions and are from different cultures with different attitudes towards schools and education. If co-operation on assessment is to function and be developed it must be grounded in the operating plans of the school. Among other things, creating a shared assessment practice and developing a common interpretative fellowship as a basis for the assessment are crucial. 

Such shared practices are important in the daily assessments, but particularly in relation to the scoring of the national tests XE "national tests" \b  since in Norway it is the teachers XE "teachers" \b  who mark the pupil's answers to them. In order to strengthen such a shared understanding, the authorities hold a course for all the teachers at the relevant year levels where the assignments are reviewed with the aim of having the most homogeneous marking practices as possible. One can also see that this is a responsibility that the schools should continue to conduct in their daily development of shared assessment practices and understandings of assessment. It is the responsibility of the school to ensure an interpretive and assessment fellowship within the individual class team, in subject groups, etc. The development of such an interpretive fellowship is certainly extra important at the lower secondary school level where the assessment leads to a grade, however with national tests XE "tests" \b  at Year 5 it should also apply to primary school level. With competence goals for subjects being formulated in the new curricula, extra demands are also being posed for a shared understanding of how the assessment is to occur, precisely which requirements must be posed and the criteria that is associated with these goals. Relevant issues for developing an assessment fellowship at the primary school level can be: 

· discussing the overall vision of assessment that has been inserted in public documents and to determine a local understanding of such

· analysing the results from national tests XE "national tests" \b  in order to integrate these into a formative learning process for the pupils

· how should the pupils participate in the assessment

· how does the assessment take place in relation to the central competence goals in the subjects

· how to inform parents XE "parents" \b , when should this happen in addition to the semi-annual meetings?

6. Learning and Teaching

At some Norwegian schools it has been observed that a new view of assessment is developing, and new assessment tools are being employed in order to convert this into practice. In order to reinforce this change process, the Directorate for Primary and Secondary Education has initiated and supported a number of projects within the field of assessment. The Examination Department of the Directorate for Primary and Secondary Education has also given out material concerning assessment for a number of years. One of the prior projects that turned out to be extremely important for informing about and stimulating the use of portfolio XE "portfolio" \b  assessment in basic education was ”Report on experiments with portfolio assessment in Norwegian at Grønnåsen School 1993-1996 (Eksamenssekretariatet 1996).

6.1 Assessment at the intermediate level

This was a project associated with assessment at the intermediate level where the goal was to make a booklet concerning the concept of assessment. The booklet contains an overview of assessment tools that are currently being used, plus there is a chapter in which teaching sequences are presented in which tools are being used. In addition, the researchers comment upon and discuss the individual teaching sequences (Haugstveit 2005).

6.2 The KAL-project

This project was initiated by the now-defunct Norwegian Examination Secretariat. The purpose of the project was to assess the learning benefits in written Norwegian in the primary and lower secondary schools, such as it was manifested through the final examination at the end of the tenth form. There was also a desire to survey the external examiners themselves. The project is an important contribution to the work of developing knowledge about the textual competence of pupils and how the external examiners function as quality XE "quality" \b  assessment. (Evensen 2003, Berge 2005).

7. Assessment tools and methodologies

In some Norwegian schools, particularly at the level of Year 5-7, prior assessment tools have been further developed and put back into use again. What these tools have in common is that they must have the effect of promoting learning via the pupils participating actively in the assessment, via interaction with the teacher, and that they must function in an informative manner in relation to the parents XE "parents" \b . It is a broad repertory of assessment tools that are involved here, and the challenge the teacher faces in his daily teaching situation is to choose the one that is best suited for the individual pupil. At the same time, it is not a goal to use as many tools as possible. The pupil needs time in order to gain experience in how the assessment must be carried out, and before he sees that the assessment has a positive effect on the learning. 

In this part, we will discuss some of the tools that are currently in use in Norwegian schools. By using such tools the pupils can develop robust learning strategies through their work with the subjects. One goal is for the pupils to develop the ability to take a detached view of their own work, that they individually or jointly with others can say both what they are doing as well as why they are doing it, which is difficult, and what they need help in, how they envision going forward, how the co-operation is going, etc. We are attempting both to show the methodological aspects of the tools as well as to also reflect over the didactic challenges. In this way we hope that this review can give a picture of what is occurring in some of the Norwegian classrooms. Many of the tools have been developed via inspiration from other countries; however the new ones have been adapted to Norwegian practices and Norwegian conditions. 

The information about and systematisation of these tools is based upon the research and development work that has been performed by researchers at Hedmark University College, Faculty of Education and Natural Sciences. The development work was supported financially by the Directorate for Primary and Secondary Education and is described in more detail in its own report (Haugstveit 2005).

7.1 Portfolio 

The use of a portfolio XE "portfolio" \b  as a form of documentation and as a starting point for assessment has received broad acceptance in schools in a number of countries in recent years. The portfolio involves the pupils undertaking different forms of work, such that they can document both the competence they have developed and the learning process they have been through. The following definition of portfolio is quite comprehensive: “A portfolio consists of a systematic collection of the pupil's work that shows effort, progress and performances within one or more areas.” (Taube 2000:12). This definition indicates that the work must not just be finished products, but must also show the way forward to the finished product, such as notes from the work, sketches, drafts, conceptual maps, responses from teachers XE "teachers" \b  and fellow pupils, etc. The physical folder can be in paper or electronic form, and for example can consist of drawings, written texts, objects, photos, films, audio recordings and hypertexts. 

The portfolio XE "portfolio" \b  is a manner in which to learn and organise content and working methodologies that also encompass guidance and assessment. Viewed in this manner, the portfolio is a form of learning for the pupils and a teaching strategy for the teacher. The portfolio is also important documentation in the meetings and dialogues with the parents XE "parents" \b . One of the main ideas behind the portfolio is that it should not just display the learning of the pupil, but that it must also show a pupil's own reflections over his own learning and assessment of his own work. This means that the meta-cognitive perspective is central in the portfolio conceptualisation, that is, the pupils must assess their own work and reflect upon the working process and their own development.

The portfolio XE "portfolio" \b  is also well-suited to adapted education. In an inclusive school it is the school that must adapt itself to the pupil in terms of manners of learning, forms of documentation and assessment tools, not the opposite. Pupils who work hard in school will often underachieve on standardised XE "standardised" \b  tests XE "tests" \b  such as national tests XE "national tests" \b  and the like. Via the use of portfolios XE "portfolios" \b  the pupils who have learning difficulties are also able to have their work and progress documented and gain the possibility to have varied forms of assessment.

The pupils must, together with the teacher, be involved in determining the content of the portfolio XE "portfolio" \b , that is, what type of work should be included in it, their scope, the deadlines, etc. It can also be the case that some of the content is determined jointly and some of it by self-selection. The idea of the portfolio being open to insert work that was done during free time, for example something that was written at home, photos of pets and the like, can be a part of connecting the time at school with a pupil's free time, and thus showing a larger context in the lives of the pupils. It can also give the teacher valuable information about the pupil and give a broader impression of the pupil's interests and competence. 

In the portfolio XE "portfolio" \b  methodology, self-assessment XE "self-assessment" \b  is an essential point. The purpose of having the pupils evaluate their own products and their own work processes is, among other things, to develop meta-cognitive skills. The portfolio will then, in addition to showing the pupil's learning, attitudes and interests, also show meta-cognitive development across a given interval of time. Meta-cognitive skills will develop the pupil as a learning person, raise awareness about learning strategies and put the pupil more in a position to make relevant selections as regards content, working methodologies, etc. in order to attain the goals that were set. Through self-reflection the pupil himself must, with the support and encouragement of the teacher, teach himself to learn.

7.2 Planning books

The systematic planning of a pupil's work programme for a certain period, a week or fourteen days, has been extremely common in schools. Such weekly plans have usually been made by the teacher, and they have provided an overview of precisely which tasks the pupils will be working with during the next week in different subjects. At the end of the planned period many teachers XE "teachers" \b  have made a summary and assessment of the week's work, either as a written individual log or in a classroom dialogue. At some schools the weekly plan has functioned as a “weekly lesson”. The pupil's responsibility is to see to it that they have done the work during the course of the week, and they are no longer driven by the teacher from day to day. It can seem as if the weekly plan is an answer to the desire to develop the pupils to have more independence, and it gives an opening for a certain individual flexibility with respect to schoolwork. The planning book can be seen as a further development of this form of planning. In the planning book, we find many of the elements of the weekly plan, but some have been reinforced. 

Firstly, the pupil's participation in the assessment after a planned period is given significant space in the planning book. At the end of the period for which the planning is being done each pupil has a talk with his teacher, in which the work from the period is reviewed and the plan for the next period is made and entered into the book. This means that with a period of two weeks, the teachers XE "teachers" \b  must carry out a dialogue with each pupil every 14 days. 

Secondly, organising with the use of planning books provides better possibilities to individualise the work, plus the planning book can become a tool for being able to take care of the goal concerning adapted education. Each individual pupil sets up their plan for the work in consultation with the teacher, he works with the tasks at his own tempo, and he assesses his own work when the period is over. In such a framework it is easy for the teacher to help the pupil to find tasks that are appropriately demanding and comprehensive, it now becomes either a pupil who needs extra long time and much practice on elementary things or it is a strong pupil who can be given extra challenges.

One of the characteristics of the planning book that the teachers XE "teachers" \b  highlight most often as something positive is the possibility it provides for regular contact with the home. In the planning book, the parents XE "parents" \b  can follow what the child is doing in core subjects, they can read the assessment of the pupil and the teacher and it is also expected that they themselves will also write an assessment at the end of each period. Some enter just a signature as a sign that they have looked at the planning book. But many parents use this opportunity to comment on their child's work efforts and progress as well as possible problems, and also to assess the school's presentation: The amount of work is too much or not enough, the school places too little or too much emphasis on mathematics, the pupil has become more able to work on the lessons at home etc. The assessment comments the teacher writes in the book represent to a large extent the feedback link to the home. In this way the planning book can become a place for a periodic dialogue between the school and the home.

In the planning dialogue that in fact occurs every two to three weeks, the pupil is given the teacher's undivided attention for up to 15 – 20 minutes, and the teacher receives the opportunity to speak with the pupil about both subject-related as well as social conditions, plus she can explain precisely what the pupil concerned needs to hear. She can both praise and criticise the pupil's work efforts and performances in the subjects, something that most teachers XE "teachers" \b  are cautious about doing in public in the classroom. The dialogue has three, more or less permanent items, on its agenda. There is the assessment of the work at hand, the planning of the next period's work and it can also be that the dialogue addresses social conditions at home and/or at the school. 

Precisely which of these elements will be dominant varies from teacher to teacher, from pupil to pupil and from dialogue to dialogue, however in by far the most cases it is the work with the subjects that receives the largest place. 

· Some teachers XE "teachers" \b  use the dialogue to check that planned work has been done and go into it in detail. They check that the pupil has performed the work and understands it, gives praise and makes corrections. Tests that the pupil has taken will often be brought out and commented: How did it go? What was difficult? What were you thinking when you wrote that …? 

· Others spend more time on the planning and actively involving the pupil in the choice of tasks. In both of the phases one is involved with more learning-strategic subjects: How to proceed in order to solve an assignment? How to manage time for schoolwork so that one can complete all the different assignments? 

· Purely teaching sequences can also occur. When the teachers XE "teachers" \b  detect what the pupils are struggling with or have misunderstood, the dialogue goes over to a teaching sequence where the teacher is able to explain, what the pupil has had subject-related problems with, or the teacher can review material that has not yet been treated in the joint group, but which the pupil can handle with a small explanation. These are dialogues where it is namely the pupil's understanding and knowledge that are the point of departure for further communication and work. 

The planning dialogue also becomes a central arena for individual guidance and assessment. Many teachers XE "teachers" \b  state that an important purpose of such dialogues is for the pupil to receive help in developing meta-cognitive insight. He must put words on his subject-related performances and his work efforts, and the teacher will be able to go into the pupil's “immediate development zone” and assist him further. In such dialogues we see that assessment and learning slide over each other. The assessment receives a formative function when it is used as a manner of learning. Together with an adult, the pupil receives the opportunity to think about his own learning and his manner of carrying out the work. In brief his choice of strategies. Due to the fact the we are now talking about assessment from Year 5-7, we should again point out that this should not result in a grade, but rather in a guiding, formative assessment XE "formative assessment" \b  that on the basis of the pupil's problems points further towards the pupil's next assignments.

7.3 The learning dialogue

The dialogues in the classroom can have many functions - there is the communication of subject-related matter, and then assessment and guidance. Analyses of the dialogues in the classroom have moved from a focus on how such dialogues consolidate the power relationships in the classroom through to the question of who initiates themes and dominates the time during the dialogue to a greater awareness of the follow-up portion of the dialogues (Grøver Aukrust 2003).

By the concept of learning dialogue we are really thinking of the on-going conversation in the class. It can occur with the entire class, with groups or in hushed individual conversations with individual pupils while they are doing their work. Such dialogues are important learning-promoting activities that at the same time contain challenges for the pupil concerning reflection about and assessment of the work he is currently doing. It can appear as if in the continual learning dialogue with the pupils, the interplay between assessment, guidance and learning is the most clear. If the goal is for assessment to promote formative learning processes, then the learning dialogue represents one of the most important tools, the one that is used most often and in which the pupil can probably participate with the greatest independence and empowerment. In relation to a socio cultural view of learning, the classroom represents a social context where learning occurs in interaction between pupils and between the teacher and the pupils (Nystrand 1997). Hence the interest in what takes place in the dialogues in the classroom becomes extra important. The challenge is to use the dialogue forms and ways of being together that constitute assessment and learning processes in the class so that they function as well as possible. 

7.4 Tests

From Year 5-7 there are normally not tests XE "tests" \b  in Norwegian schools, however there has been a tendency for teachers XE "teachers" \b  of Year 7 to give a number of tests in order to prepare the pupils for the transition to lower secondary schools. Many teachers at the primary level say that both the pupils as well as the parents XE "parents" \b  ask for such during the course of Year 7. The tests that have been used vary from small vocabulary tests and checks of the multiplication table that just take a few minutes through to tests that are carried out during a school hour in which the pupils must answer a number of questions often associated with the subject area that has recently been covered. Vocabularies and multiplication tables are an example of knowledge that may be automated, and where the tests can have a function in motivating the pupils to learn the material. In Norwegian schools it is seldom that tests are formulated as multiple-choice questions. We also see variation in the written tests from being formulated in a closed form with an emphasis on checking factual knowledge to more open questions that require the pupil to have to reflect, analyse, narrate, draw conclusions, etc. Such variation gives room for expanding the tests from having a traditional summative function to also being able to be utilised in a formative context.

7.5 Logs

Logs are preferably used as an aid in the communication between the teacher and pupil, and can involve private themes as well as subject-related questions and work. Some use the log primarily as a place for more private and confidential communication between the pupil and teacher. Other teachers XE "teachers" \b  place an emphasis on the log representing a place where the pupil can reflect, comment and think through different courses of learning and work assignments. If the use of a learning log is to function appropriately, the teacher must have a clear understanding of why the log is being used, and how the interaction with the pupil will take place through the log. The pupil must receive the feeling of being taken seriously by having the log being commented upon either verbally or in writing, or that the log is the basis for a dialogue with the pupil. 

It is important to emphasise that it is not just the pupil who expands his understanding and knowledge through the use of logs. We see that those teachers XE "teachers" \b  who succeed at this are of the opinion that the log is also a source with which to develop their own understanding of how learning occurs in the class and with the individual pupil. 

The learning log can be more or less comprehensive, but regardless of the scope, the entries in the log must be made regularly and over a period of time. The goal with subject-related log keeping is to help the pupils in formulating problems and questions and to absorb knowledge. Via making entries in logs the pupils become used to expressing themselves about what they are working with in written form, they have to stop and think about what they have actually understood. 

7.6 Knowledge map

The knowledge map has started to be used in some Norwegian schools in recent years. By making such a map the teachers XE "teachers" \b  are attempting to operationalise the goals in the curriculum so that the material that the pupil will be working with becomes more tangible and understandable. The knowledge maps give a picture of the knowledge areas of the subjects. They represent a systematic overview of the material that the pupil will be working with for a period of time. In this way they become a tool for the pupil in rendering the material to be learned visible and documenting the knowledge that has been grasped, plus that they are used as motivation for further learning. What such aids have in common is that they must also activate and make the pupil aware in relation to structuring and gaining an overview of the subject material by him having to mark off on the knowledge maps in different ways how the learning work is going. In this way they can also form a basis for assessment dialogues with the pupil concerning what he has been working with, what has been difficult for him, and what he thinks he has learned. 

7.7 Assessment form

Assessment forms exist in an infinite variety for all subjects and for most assigned work. Such forms contain pre-formulated questions that the pupil must answer. The questions can have as a starting point subject-related content, address aspects of the work processes, group co-operation, difficulties encountered in the process and other aspects of the work. It can seem as if  part of these pre-formulated forms can lead to the pupils, to a lesser extent, participating in developing questions and criteria together with the teacher, and the form can serve to function more as a check on the work than as thoughts about the work.

7.8 The teacher's assessment comments

At the primary school level, the teacher's comments have always represented the most common and most important form of assessment. They can be oral or written or a combination of the two, plus they can be given both as process comments as well as final comments. The main function with both the oral and written comments is to give the pupil feedback concerning his work, a presentation he has made or a performance of one or another type. At the good schools the assessment comments are a central part of the on-going communication with the pupils.

7.9 Oral comments

The oral assessment comments are given in extremely different situations, from the completely informal, encouraging and immediate moment-oriented, to the more prepared type, in a dialogue or after an assignment has been read and is to be assessed. They can also occur in relation to individual pupils or to groups, but regardless they take place face-to-face. 

7.10 Written comments

If such frequently used assessment forms as written teacher comments are to function productively and in a learning-promoting manner, the pupil must first and foremost have the experience that it concerns him/herself and his/her work. The teacher should express interest, respect and understanding for the work that has been done. In addition the comments must obviously also touch on those things that the pupil ought to have managed better, on lacking self-discipline and requirements that were not fulfilled. Finally, the comments must point to the future, they must motivate further work, probably with the same theme or in any event such that the pupil includes the comments and advice and criticism in his/her next assignment. 

7.11 Self-assessment

The performance of self-assessments is not in itself an assessment tool. An activity such as self-assessment XE "self-assessment" \b  represents rather an aspect of a view of learning in which pupils are given the possibility quite early of developing an awareness of their own learning and an understanding of different learning strategies through dialogue-based interaction with teachers XE "teachers" \b  or other pupils. 

The development of the abilities of pupils to perform self-assessment XE "self-assessment" \b  is something that all groups of pupils benefit from. It is also crucial that the teacher has a realistic attitude to what type of self-assessments a pupil can perform at each year of schooling. There must be a gradual development of such skills, beginning with the first school years. All groups of pupils appear to benefit from developing strategies that promote self-assessment, and some of the most important are to give the individual the possibility to develop his meta-cognitive strategies. This can occur by employing varied assessment tools in learning situations that have a motivating effect, and where the pupils encounter challenges that are adapted to the individual.

8. Criteria for assessment 

It is important that the pupil has confidence in the teacher's assessment building upon the specific criteria for the work that has been performed. It would probably strengthen the pupil's understanding and benefits from the comments and assessments if the criteria were developed together with the pupil and if regard is paid to the pupil's conception of what he can manage. This does not mean that the pupils make the decisions and in so doing set what is probably too low of a performance level for themselves. The goal of such co-operation on assessment criteria must be to give the teacher the possibility to motivate and stimulate the pupil to do work that is adapted to the pupil's preconditions and abilities in a constructive manner. The teacher can via, among other ways, the use of such dialogues, gain an understanding of precisely which tasks and objectives the pupils can master on their own and precisely what assistance they need in order to reach other goals. The dialogues give the teacher insight into what Vygotsky calls “the pupil’s proximal development zone” and thereby creates a basis for giving better instructional support.  

It is desirable that the comments to the teacher have a productive function, that they can be integrated into the course of learning in such a manner that the pupils incorporate them into their later work. This is a goal we have with all guidance and assessment. However it is easier to see this perspective when the response is connected to the work process. Then the potential for change lies closer, as early as the next round of work the pupil can already be reacting to responses, advice or guidance. He can change something in his own assigned task, rewrite a text or solve math problems in a different manner.

It appears that pupils have a slightly different attitude to the comments, all depending upon whether they are given as a part of a process or whether they are final comments. The summative function of the final comments can seem to create a distance to the practical use value that the pupil can receive from the comments. When an assignment has been completed the pupil does not immediately become immersed in the same type of work and hence the comments can easily be taken less seriously and not have the direct function of being of benefit in similar work.

9. Conclusions

It is important to elevate the assessment activity up from representing the individual understanding and practices of the individual teacher to becoming a shared asset for the school and faculty. In such a perspective it is crucial that the management look at assessment as one of the school's prioritised areas. Things must be arranged organisationally for the assessment to take place in an appropriate manner, it must be a part of the teacher's work of developing a shared understanding of the requirements and expectations for the work of the pupils on different levels, among other things there must be an interpretive fellowship that creates security for the assessment being to some extent valid. The development of such interpretive competence would enable the scoring of national tests XE "national tests" \b  and the use of different non-standardised XE "standardised" \b  tests XE "tests" \b . Plus it would ensure that the general subject-related assessment of schools become more reliable.

Competence in assessment is an interdisciplinary competence that places the learning and mastery of the pupil at the centre. The use of varied assessment tools can lead to the teacher becoming familiar with and surveying the pupil's learning strategies and on that basis creating a learning environment in which the work assignments are adapted to the pupil's level and capability to gain mastery. But in order to develop such competence the teachers XE "teachers" \b  need both practical as well as theoretical knowledge of assessment. Hence assessment as a part of the professional competence of teachers should be strengthened through school-based immediate practice competence development in co-operation with colleges and universities.

When one looks at assessment as an overarching professional competence an inclusive assessment practice also becomes still clearer. In a traditional assessment practice, where the assessment first and foremost was conducted in order to check the absorption of knowledge at the end of a course of study, scant regard was paid to the learning preconditions of the individual pupil. The potential in a new assessment practice builds upon the conception that, by using it, one can promote learning and development in pupils with different preconditions for learning. However, this requires that one looks at assessment as a part of a collective professional competence. Knowledge concerning and attitudes towards assessment are a part of the school's competence and responsibility and not solely that of the individual teacher. We believe that the main challenge facing Norwegian schools here is when it involves developing supportive, formative assessment XE "formative assessment" \b  processes in an inclusive classroom.

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

If we are to draw examples of best practice, we should take as our starting point the central question arising from a new report on education in Norway “Equity in Education, Thematic Review” (OECD 2005). Those drawing up this report voiced a concern that the following up of Norwegian pupils was not good enough. The report claims that if this had been done, the number of pupils who have been characterised as underachievers would have been limited. The report also points out that part of the reason for this may be that intellectual and technical demands on pupils have not been clear enough: “We […] worry that expectations about intellectual development are too low”.

A challenge like this may be faced in many ways, but in our opinion it is vital to raise the level of assessment activity from being a matter of individual understanding and practice for each teacher to becoming a joint concern for the whole school and collegiate. Seen from this perspective, it is vital that management looks on assessment as one of the school’s priority areas. Ways must be found to properly integrate assessment into the daily activities of teaching; developing a common understanding of the demands and expectations of pupil work at every level must become part of the way teachers XE "teachers" \b  work together on a daily basis. Most of the formative assessment XE "formative assessment" \b  for teaching support is carried out by teachers during their daily tuition, so it is important to develop a kind of joint interpretation among teachers to ensure that assessment is both valid and reliable.

If we seek evidence that the actual practice of teachers XE "teachers" \b  and schools enables the kind of good assessment which promotes learning, then we can point to three key points: 

· active pupil participation

· clear information to and participation by parents XE "parents" \b 
· developing a culture for assessment in the school

Pupil participation

The pupils must find that they are being drawn into the assessment of the learning process at any early stage by means of an open, enquiring approach to what is being learned, a good understanding of the established goals and a clear participation in the development of criteria to assess whether goals have been achieved. The assessment itself must be based on tools and methods that have a strong element of interaction and communication. This might be with the teacher, with other pupils or with parents XE "parents" \b  and might occur in groups or in one-on-one situations. 

In Norwegian schools a number of tools have come into use which appear to allow for such a practice. In the article we have pointed out the use of planning books, portfolio XE "portfolio" \b  assessment, learning logs and allowing the pupil to participate in developing criteria as relevant methods for handling assessment.

Parent participation

There is an increasing demand from parents XE "parents" \b  to receive better information about their children’s learning benefits. Many of them are not just looking for information in the form of marks or grades, but also to be drawn into active participation in the learning process of pupil and class. In this respect too, many of the tools we named earlier seem to be suitable for enabling this kind of parent participation.

A culture for assessment in the school

Other research also points to the same OECD report: that Norwegian schools offer a lot of good, exciting activity but give less attention to learning benefit and results. A great challenge is involved – to create a stronger emphasis on learning in schools, enabling activities and teaching adapted to the needs of the individual and based on the clear expectation that all pupils have the potential to learn and develop. It is vital that the school’s management and teaching staff should work together to develop a common understanding of what constitutes good assessment practice in this perspective. This does not mean that everybody has to do exactly the same thing or use the same assessment tools, but assessment must be a topic that is discussed in school in such a way that individual teachers XE "teachers" \b  can develop appropriate assessment practices.

The potential of a good assessment procedure is based on the concept that it can be used to promote learning and development among pupils with differing situations and needs. But this implies that one needs to see expertise in and attitude towards assessment as a part of a school’s collective competence and accountability, not just that of the individual teacher. We believe that the primary challenge facing Norwegian schools lies in understanding the developing of supportive, formative assessment XE "formative assessment" \b  procedures in the inclusive classroom as a common accountability for the school.

Policy that supports best practice

In the report we have pointed out that all levels and all principals within the educational system have responsibilities imposed on them by a body of legislation which clarifies their joint responsibility for the learning benefits of all pupils. This legislation also covers the rights of pupils with special educational needs.
The type of policy which gives the best results is characterised by a consistent and unambiguous focus. This makes demands on every link in the process and requires that every link takes its share of responsibility. If we evaluate the last great educational reform in Norway (L97) we see much endorsement of the idea of inclusive education. It is however less clear to what extent this applies solely to the formulation level or whether it also applies to in-school practice (Haug 2004). Much the same applies to special needs education. The principle of special needs education is strongly supported in schools. The empirical results of Imsen (2003, in Haug 2004) show however that the implementation of special needs education in practice corresponds with neither the teachers XE "teachers" \b ’ ideals at the formulation stage nor with what they say they are doing in practice. Unfortunately these results apply to all pupils, both those with special needs and others. We should also add that there are significant differences between schools.  

These results give a clear indication of the need for greater responsibility at each stage and among all principals within the school system. This has also been placed on the political agenda in recent years. Legislation holds the municipality or owning body responsible for results within its area of authority. The chain of responsibility extends from municipality or owning body right down to each individual teacher. Through the use of various assessment tools and by documenting results in different ways, the individual teacher is responsible for following up on pupils in quite a different way than before. The way policy has been formulated in recent years has tended to make this responsibility more evident. The development and understanding of the importance of pupil assessment should also been seen against this perspective. 

Our conclusions regarding the political challenges facing Norway in this respect may be summarised as follows:

· The authorities must ensure relevant in-service training and further education for managers and teachers XE "teachers" \b  within the fields of pupil assessment, special needs education and pupil participation.

· Teacher education must be strengthened with regard to basic education, as well as in-service training and further education in the field of assessment.

· The responsibility of the individual school and teacher with regard to special needs and inclusive education must be followed up.

OVERALL CONCLUSIONS

Some essential questions

How do we develop learning-promoting assessment practices that are integrated into the learning process?

What promotes and what impedes learning-promoting assessment practices? The challenge must be directed to different players at different levels in the educational system.

What characterises good assessment practices / tools that promote adapted education and inclusion for all pupils?

How do we strengthen the participation of pupils in the assessment process:

· self-assessment XE "self-assessment" \b ?

· peer assessment XE "peer assessment" \b ?

How do we strengthen the participation of parents XE "parents" \b  in the assessment process?

What characterises schools with good assessment practices?

How do we create changes in a school’s practice?

How do we create changes policy implementation?
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