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PREAMBLE

Primary Education covers six academic years, usually taken from 6 to 12 years of age. It is divided into three cycles of two years duration each. In the first cycle the education of pupils between the ages of 6 and 8 takes place, in the second cycle between 8 and 10 years of age and in the third cycle between 10 and 12 years of age. It is a cost free and compulsory educational level that operates along with Compulsory Secondary Education.

Educational establishments may be public and private. Primary schools providing Primary Education are called Primary Education schools. Private education establishments can be totally private (paid by the parents XE "parents" \b ) or funded by the State (semiprivate).

In Spain, the concept assessment substituted the numeric grade since the Act of the Educational Reform was sanctioned in 1970. The concept of assessment consists on the emission of judgements related to the congruence between the pupils’ performance and the teaching objectives, and therefore, is an instrument which serves to identify the educational needs of every pupil. On the other hand in certain educational levels, the terms measurement and assessment are being used jointly, despite of its difference and, for some of the teachers XE "teachers" \b , the measurement is the main part of the assessment.

The following characteristics are attributed to the assessment concept:

1. Related to the goal: to achieve information about the elements intervening in the learning-teaching process (teachers XE "teachers" \b , pupils and contents)

2. Related to the tools and procedures: contextualized test, observational patterns, curriculum based tools, interviews, etc are used; and all of them referred to the basic elements of the teaching-learning process.

3. Related to the use: to achieve information referred to the whole process in order to make decisions in relation with the curriculum proposal.

4. Related to the involved people: not only external professionals to the teaching-learning process, but also teachers XE "teachers" \b , pupils and parents XE "parents" \b  involved.

5. Related to the assessment referent, an assessment basically refers to the criteria (curriculum) and not to a pattern or a scale being produced.

From the pedagogical point of view, three types of assessment are considered:

a) Initial assessment XE "Initial assessment" \b  to achieve the required information which permits adjustment in the educational intervention regarding the pupils’ initial situation. It has a preventive diagnosis value and it consists of the recognition of the instruction, an analysis of the procedure contents, an attitude, and finally, self-assessment XE "self-assessment" \b .

b) Formative assessment XE "Formative assessment" \b : it is carried out during the teaching-learning process and its goal is to determine which factors facilitate or hinder that the pupils achieve their planned goals, in a way that adequate adaptation XE "adaptation" \b  can be introduced.

c) Final assessment: it considers all the assessment previously obtained, to produce a final report and to be able to make agreements of school and family intervention in the case of a learning difficulty.

The concept of psycho pedagogical assessment comprises five differentiated although complementary, episodes:

i. The previous design of the criteria to obtain the required information. 

ii. The consideration and contrast of such information to obtain clear judgements. 

iii. The adoption of adequate decisions for its immediate intervention.

iv. The communication of the results to the people involved, for their improvement.

v. This knowledge, which sometimes is recorded by any means of communication, must predict and maximize the possibilities of the assessed student/pupil.

To sum this up, a model of continuous and formative assessment XE "formative assessment" \b  has to assess processes and not results and must be included from the beginning of assessment in order to give permanent data about the learning development. In this way the pupil and also the differences will be attended to, graduating the learning rhythm. 

In order to attend to the diversity, the assessment must not be used as an uniformed element for everybody, but as a key for adequate diversification in the learning process.

Description of age coverage for assessment in Primary education:

· The Law oversees the application of the process to all pupils in primary education, which in Spain, covers from six to twelve years old.

· The norms regulating the assessment will be mentioned in the first document.

ASSESSMENT WITHIN THE EDUCATION SYSTEM IN SPAIN

1. Description of the Legal Systems for Assessment

Primary Education covers six academic years, usually taken from 6 to 12 years of age. It is divided into three cycles of two years duration each. In the first cycle the education of pupils between the ages of 6 and 8 takes place, in the second cycle between 8 and 10 years of age and in the third cycle between 10 and 12 years of age. It is a cost free and compulsory educational level that constitutes, along with Compulsory Secondary Education.

1.1 General Pupil Assessment

Following the guidelines proposed by the 1990 Organic Act on the General Organisation of the Education System (LOGSE), all pertinent decisions on the assessment process are to be made when adopting the curriculum projects at educational establishments. Such decisions include the assessment of pupil's performance, a procedure which must consequently be established by the school itself.

The Ministry of Education and Science stipulates for the entire State the general guidelines on the assessment process. In Primary Education, the global, continuous and educational nature of assessment at this stage should be mentioned. This should be done by taking into account the overall progress of the pupil in all different areas of knowledge. Assessment is to be carried out keeping in mind the educational objectives and the assessment criteria set down in the curriculum. Teachers are responsible for assessing their pupils' level of learning, as well as the teaching process and their own teaching practice. The assessment criteria establishes the level of learning pupils should have achieved by the end of the cycles, with respect to both the abilities and specific contents set out for each area of knowledge. Assessment outcomes are expressed in the following terms: progressing adequately (P.A.), needs improvement (N.M.). 

As a result of the process of continuous assessment, when a pupil's overall progress is below programme objectives, teachers XE "teachers" \b  must adopt the necessary measures to reinforce the learning process and adapt the curriculum as required.

Building on this general framework, assessment papers have been established as well as the method for implementing the assessment process, notifying families and evaluating the teaching process. 

The official documents used in the assessment are: the pupil’s school record, which includes, among others, information related to the assessment process, together with the grades obtained; the assessment certificates, including a list with the names of each pupil of the group, together with the outcomes of the assessment carried out in the different areas of knowledge. These certificates must be signed by the class teacher and issued at the end of each Primary Education cycle; the Basic Education School Record, which is the official document that includes the grades and decisions related to the pupil’s academic progress. This document certifies the studies completed by the student and is granted at the end of compulsory education; and, finally, the personal assessment report, which goes together with the School Record when a pupil is transferred to a different educational establishment without having completed a Primary Education cycle.

It is the responsibility of the class teachers XE "teachers" \b  to periodically keep pupils’ parents XE "parents" \b  informed. This written information has no official academic value and is carried out at least every three months. 

The 2002 Organic Act on the Quality of Education stipulates that special attention is to be paid at this stage to the carrying out of early diagnostics and the establishment of reinforcement procedures so as to avoid school failure at an early age. Furthermore, it also points out that a general diagnosis assessment must be carried out by every Autonomous Community in order to check pupils' degree of acquisition of Primary Education basic skills. This test would not count towards academic results and would serve as a guidance and information for educational establishments, teachers XE "teachers" \b , families and students.

1.2 Progression of Pupils

At the end of each of the three cycles that comprise Primary Education, and as a result of the assessment process, a decision is to be made about whether or not to promote pupils to the following cycle. Pupils are promoted from one cycle to the next providing they have reached the corresponding objectives established in the curriculum. When a pupil does not reach these objectives, he/she may be held back for one more year. However, this measure can only be taken once during Primary Education.

The class teacher is in charge of making the decisions on promotion, for which he/she must bear in mind the reports of the pupils' other teachers XE "teachers" \b . Such a decision is accompanied, as necessary, by the complementary educational measures intended to help the pupil reach the established objectives.

Parents or legal guardians must be consulted before deciding not to promote a pupil to the following cycle.

The 2002 Organic Act on the Quality of Education (LOCE) establishes that those students who have access to the next cycle with a negative assessment in one or several subjects will receive the suitable back-up or support activities in order to catch up.

2. Implementation of Assessment Policy

Methodology in Primary Education is global and interdisciplinary. Therefore, the various areas of learning should be interconnected, complementary and mutually reinforcing within an integrated approach. Methodology at this stage should encourage pupils' well-rounded development, integrating their different experiences and learning. Education must be adapted to pupils' personal characteristics, paying attention to each child's learning pace.

The teaching process should be guided by learning functionality, relying essentially on the ‘learning to learn’ principle and ensuring that what is learned will be of actual use to pupils under normal circumstances. Recreational activities provide a particularly suitable mechanism during this stage.

It is up to educational institutions, in turn, to define and develop the curriculum established by the various Autonomous Communities, taking the minimum core curriculum established for the entire State as a basis for drawing up curriculum projects and classroom programmes.

The Teachers Assembly is the body in charge of planning, co-ordinating and adopting all decisions regarding pedagogical and educational matters. As far as these guidelines are followed, teachers XE "teachers" \b  are free to choose the teaching method deemed most suitable to their specific situation.

The new Information and Communication Technologies (ICT) have been introduced into Primary Education to therefore adapt education to the digital age. The introduction of the new technologies implies changes in the teaching methods and curricular contents to guarantee that all pupils may acquire a basic digital literacy. 

Some Autonomous Communities have signed a co-operation agreement with the Ministry of Education and Science to implement the actions included in "The Internet at School" framework-agreement with the aim of undertaking actions related to the preparation, design and dissemination of educational contents for compulsory education, and of drawing up actions related to teacher training focused on the right use of I.C.T. 

In the same way, some Education Councillorships, aware of the importance of reading as the common central point of all curricular areas, have gradually established measures in the Primary Education curriculum whose aim is the promotion of the reading habit and the development of reading comprehension, which contributes to pupils' integral education. 

Likewise, some Councillorships establish support and reinforcement measures for those pupils who need them.

On the other hand, the 1990 Organic Act on the General Organisation of the Education System (LOGSE) establishes the principles that make possible the introduction of cross-curricular themes in the curriculum. In some cases, the Act states the cross-curricular dimension of certain themes (Education for Peace, Education for Gender Equality, etc.), and in other cases, it only lays the foundations for a later realisation (Sex Education, Consumer Education, etc.). This realisation has effectively taken place in the different decrees about the curricular development of each educational level, with the introduction of cross-curricular contents in every area. Each school, depending on its needs and experience, may grant priority to some of these subjects and concentrate on the development of the values that are of greatest relevance within the local context.

Study books and other curricular materials must reflect and encourage respect for the constitutional principles, values, liberties, rights and duties to which all educational activity is subject. Educational establishments are free to choose the study books and other materials to be used in the teaching of the different subject areas. Publishing companies are responsible for drawing up such books, taking into account the principles and core curriculum established by law. The edition and the choice of the books do not require the authorization of the Education Authorities. The supervision of the study books and curricular materials is part of the regular process of inspection carried out by the Education Authority over all the elements included in the teaching-learning process. As a general rule, study books are chosen for a minimum four-year period, although Educational Authorities may modify this period if the educational planning thus requires.

In general, study books and other curricular materials are not free of charge, although pupils’ families under underprivileged socio-economic conditions may be granted some kind of state, regional or local financial aid. In some Autonomous Communities, a loan system for books and teaching materials has been established for those pupils with socio-economic problems. The books and teaching materials borrowed may be returned at the end of the school year. The financing of the programme is the responsibility of the Education Councillorship or Department for Education of each Autonomous Community, which covers establishments’ expenditure. Some Education Councillorships, such as the one in the Balearic Islands, organise aid calls to publish and republish didactic, educational and training materials to support teaching.

At present, pupils’ homework outside school hours is not regulated in any official document. 

3. Complementary structures

3.1 Educational guidance

The 1990 Organic Act on the General Organisation of the Education System (LOGSE) includes educational and vocational counselling among the factors enhancing the quality XE "quality" \b  of education. The Act mandates the Autonomous Communities to create specialised services in educational, psycho-pedagogical and vocational counselling to attend educational establishments within the General Plan. The goal therein is to guarantee academic, psycho-pedagogical and vocational counselling for pupils. Counselling is the right of pupils and calls for the setting up of specialised services.

The 2002 Organic Act on the Quality of Education (LOCE) also stipulates the right to educational and professional counselling as one of the basic pupils’ rights. Likewise, it also mentions that in the teachers XE "teachers" \b ’ in-service training programmes issues related to guidance and tutorial activity are also included with the aim of improving the quality XE "quality" \b  of teaching and the operation of educational establishments.

The general framework within which educational counselling is to be carried out is built around the three levels which give structure to school organisation: the classroom or group of pupils; the school or education establishment; and the educational system, which is specified in the drawing up of districts or sectors. The first level, counselling in the classroom, is carried out by class teachers XE "teachers" \b . Each group of pupils is to have one class teacher. The second level signifies the setting up of Guidance Departments in schools, or at least ensuring the presence of a counsellor. Putting this service into practice responds to the possible need for a specialised qualification XE "qualification" \b  in order to carry out some counselling activities. Amongst others the functions of the Departments are to structure, plan, support and co-ordinate the tutorial role. The third level of counselling is the responsibility of the sector counselling teams, which are to attend: requests for assistance and technical advice from the teaching staff itself; counselling for pupils in the transition from one stage of school to another; and for psycho-pedagogical intervention in the case of very complex and specific learning problems and difficulties. 

The aim of the educational and psycho-pedagogical teams is to co-operate with the educational establishments so that they may achieve their educational objectives. The kind of intervention carried out by these teams is focused on the continuing support offered to the educational establishments and the teaching staff, the adoption of measures of attention to diversity and tasks related to the curricular adaptation XE "adaptation" \b  that might be carried out. The duties of these teams are organised at two different levels of intervention (educational establishments and district under their responsibility). In their annual planning the teams give priority to those duties related to the offering of specialised support to “Infant Education” and Primary Education establishments. This specialised support is related to the teams’ intervention in Infant and Primary Education establishments, where they pay attention to aspects such as:

· co-operation in drawing up, developing, assessing and revising the     educational project and curricular projects of every stage;

· personalised attention to pupils; and

· activities aimed at promoting closeness and co-operation between educational establishments and families.

· The duties related to the district under their responsibility are the following:

· psycho-pedagogical assessment and preparation of the school report for those pupils who require it;

· co-operation and collaboration with other authorities and institutions; and

· drawing up and dissemination of psycho-pedagogical materials and of useful assessing experiences for the teaching staff or the teams themselves.

On the other hand, the teams develop co-ordination activities both internal and with other teams, school counsellors and guidance departments. In those “Infant education” and Primary Education establishments included in the Counselling Programme set up by the team, the guidance activity is carried out by the psycho-pedagogue, pedagogue or psychologists, who assume specialised support tasks and the co-ordination and co-operation with other educational services external to the school.

The psycho-pedagogical teams generally comprise psycho-pedagogues, psychologists, pedagogues, social workers and, as appropriate support teachers XE "teachers" \b  specialised in speech disorders (including speaking and hearing). The Team Director acts as a spokesman for the team in its relations with other entities linking the guidance team to the pedagogical team in Teacher Training centres. The psycho-pedagogues, pedagogues and psychologists have responsibility for the psycho-pedagogical assessment of pupils, and take part in the Commission of Pedagogical Co-ordination or the similar entity of the assigned educational establishments. The social workers are in charge of making the centres attend the social needs of the corresponding sector, as well as of ensuring the social services most closely linked to the education system. Finally, the teachers of speech and hearing are responsible for educational assistance to pupils with difficulties in written and oral communication. Moreover, the teams should be co-ordinated with the necessary services and professionals to assist pupils adequately. In fact, in certain Autonomous Communities the collaboration as members of the team of yet other professionals, such as physicians or specialists, is foreseen.

The educational and psycho-pedagogical teams report to the corresponding Provincial Directorates or Territorial Sub-Directorates through the Educational Programmes’ Unit. The Unit is responsible for monitoring XE "monitoring" \b  the annual action plan carried out by the teams and for the provision of the technical support and advice required. It is the responsibility of the Education Inspection to ensure that all teams carry out their duties and to assess their activity.

The psycho-pedagogical teams carry out an assessment of their activity, which is included in a report covering the achievements related to pupils’ identification, assessment and schooling proposals. This report, together with the one carried out by educational establishments and that of the Education Inspection, constitute the Guidance Provincial Report.

Apart from the educational and psycho-pedagogical teams, who work with “Infant Education” and Primary Education schools, some Autonomous Communities have established specific teams for pupils from every educational level who present special educational needs linked to a specific disability.

3.2 Organisational Variations and Alternative Structures

This section includes those organisational and structural measures provided by the education system in order to adjust to the needs of a specific school population: pupils from socially or culturally underprivileged environments in order to compensate for iniquities of access to the education system.

Among the organisational variations and alternative structures for these pupils at Primary Education level reference is made to: the policy put into effect by the Autonomous Communities to grant aid and subsidies; the planning of schooling in rural areas; attention to pupils who cannot take part in the ordinary process of education; and distance education.

Finally, Artistic Education (Music, Dance, Dramatic Arts, Plastic Arts and Design), corresponding to Primary Education level and which falls under Special Regime teachings are also included in this section.

3.3 Compensatory Education

An education policy of a compensatory and integrated nature is necessary to face the inequity of opportunities existing in education for certain groups or individuals due to social, economic, cultural, geographical, ethnic or any other kind of factors. Thus, Compensatory education appears as the necessary guarantee for the achievement of a nation-wide minimum level of education and the reduction of the inequities already mentioned.

Compensatory education implies the implementation of additional activities, to those already under way in educational establishments, in order to reduce the conditions of inequality of access to education for certain groups of pupils. Therefore, and due to the preventive nature of these activities, they should be developed in the first years of schooling.

Among the compensatory programmes put into effect by the Autonomous Communities for pupils from socially and culturally underprivileged environments are the programmes to combat absenteeism and the granting of aid for cost-free complementary services of school transportation, lunch room and residence.

The State, through agreements with the Autonomous Communities, may promote actions aimed at the effective achievement of its goals and objectives regarding equity of opportunity and compensation in education.

Another area for compensation is to facilitate the incorporation into the education system of those pupils from a foreign country, especially of those under compulsory school age. For those pupils who do not know the Spanish language and culture, or who present a serious lack as regards basic knowledge, the Education Authorities foster specific learning programmes to facilitate their integration in the corresponding level. These programmes may be provided at specific classrooms in mainstream centres.

4. Special Education Support

4.1 Definition and Diagnosis XE "Diagnosis" \b  of the Target Group(s)

The 1990 Organic Act on the General Organisation of the Education System (LOGSE) introduces in the legal code the term ‘special educational needs’ as an alternative, within the sphere of education, to handicapped, misfit or disabled. This concept includes the most common and temporary needs as well as the most serious and permanent, but all treated within the framework of a comprehensive education and open to diversity. 

The 1995 Organic Act on Participation, Assessment and Administration of Educational Establishments (LOPEG) defines the population with special educational needs, distinguishing pupils with special educational needs due to physical, psychical or sensorial disabilities, those with serious conduct disorders and those in underprivileged social or cultural situations. Special Education is aimed at the first two groups of pupils, while Compensatory Education is aimed at the third one.

The 2002 Organic Act on the Quality of Education (LOCE) establishes the concept of ‘pupils with specific educational needs’, which comprises four types of pupils.

· Pupils who require Compensatory Education. 

· Foreign pupils: Pupils coming from foreign countries. 

· Highly-gifted pupils. 

· Pupils with special educational needs: pupils with physical, psychical, sensorial disabilities or with serious personality or conduct disorders.

The 2002 Organic Act on the Quality of Education (LOCE) stipulates that, in the case of pupils with special educational needs, the identification and assessment of their needs will be carried out by teams of professionals with different qualifications. These professionals will establish performance plans with regard to each pupil’s educational needs, taking into account both parents XE "parents" \b ’ and teachers XE "teachers" \b ’ opinion, as well as the management team of the corresponding establishment. At the end of each year, the assessment team will assess the extent to which the objectives set in the plan have been achieved. This will facilitate the introduction of the necessary adaptations, including the most suitable type of schooling according to pupil’s educational needs. If necessary, this decision can be made during the school year.

The 51/2003 Act on equal opportunities, non-discrimination and universal accessibility for disabled people, considers as disabled people those with a degree of disability of 33% or higher.

4.2 Specific Legislative Framework

The specific nation-wide legislative framework for Special Education is constituted by the following regulations:

- The 7 April Act 13/1982, on the Social Integration of Disabled People (LISMI), which establishes the framework that should cover educational attention for the disabled.

The 6 March Royal Decree 334/1985, on the regulation of Special Education, which develops the principles established in the LISMI.

- The 30 January 1986 Order, in compliance with the first final regulation of the 6 March Royal Decree 334/1985 on the organisation of special education, on the establishment of the proportions of staff/pupils within this type of education. 

- The Organic Act 1/1990 on the General Organisation of the Education System (LOGSE), which embraces and reinforces the previous principles, includes Special Education within the framework of general education and introduces the term ‘special educational needs’, and interdependent concept focusing on the attention to diversity.

- The Organic Act 9/1995 on Participation, Assessment and Administration of Educational Establishments (LOPEG), which defines the population with special educational needs. 

- The 24 April 1996 Order, regulating the conditions and procedures concerning the duration of the period of compulsory education of pupils with special educational needs who are highly-gifted, more flexible. 

- The 17 June 1999 Order that creates the State Council of Disabled People. 

- The Order ECD/235/2002, 7 February, by which the Forum of Educational Attention to Disabled People is constituted.

- The 23 December 2002 Organic Act on the Quality of Education (LOCE), which establishes the concept of "specific educational needs" that includes pupils with special educational needs. 

- The 18 July Royal Decree 943/2003 regulating the conditions to make more flexible the duration of the different levels and stages of the education system for highly-gifted pupils. 

- The 2 December Act 51/2003 on equal opportunities, non-discrimination and universal accessibility for disabled people. 

- The 6 September Royal Decree 1865/2004 that regulates the State Council on Disability. 

Over the last few years the Autonomous Communities have proceeded to regulate and adapt the organisation of Special Education within their territories by means of the enactment of decrees, orders and resolutions that are complementary to general legislation.

5. Teaching Methods and Materials

Both in mainstream and in the Specific Special Education Schools, the methodological assistance given to these pupils must comply with the educational principles established for the school-age population in general:

· Take the pupil's level of development as a starting point. This means accommodating each pupil's intellectual, communicational-linguistic, social-affective and motor characteristics, since here diversity prevails. 

· Guarantee significant learning. More than anyone else, pupils with special educational needs require learning to be applicable to their daily living skills and to serve as a basis to gain access to subsequent learning. 

· Enable pupils to undertake significant learning on their own (learning to learn). In order to achieve this, pupils with special educational needs must be provided with the necessary skills and procedures to be able to learn on an independent basis. 

· Promote both physical and intellectual activity. Such pupils must participate actively in their learning process in order to be able to understand and assimilate the activities and operations they are undertaking. This may be achieved with the aid of their teacher or their peers although they will admittedly need more help and/or a different kind of help in order to do so.

The implementation of the corresponding technical aids will be necessary when pupils’ special needs require to do so. 

6. Progression of Pupils

The principles for assessing the progress made by pupils with special educational needs should be the same as those employed for the rest of the school age population. 

Pupil assessment takes place according to the assessment criteria established by the Autonomous Communities with prescriptive nature. In the case of pupils with special educational needs, assessment criteria must be amended to adapt to the modifications XE "modifications" \b  done to objectives and curricular content.

In Specific Special Education Schools, assessment of pupil’s progress, as provided in the corresponding programmes or curricular adaptations, is incumbent on the class teacher (Special Education teacher) in conjunction with the rest of the professionals involved in each pupil's programme. Such professionals include: the Hearing and Language teacher (speech therapist), the Physiotherapist, the Psychologist, the Pedagogue, etc.

Teaching teams act independently to establish the most relevant criteria guiding decision-making as regards pupil promotion. Criteria should be of a different nature, so that decisions are made in accordance with those variables which may prove decisive for the future of the pupils. 

One of the basic criteria is that the decision on promotion or continuance must be individual, without being an obstacle for the establishment of general measures supporting the attainment of individualised decisions. The methodology and organisation of the establishment are also important variables to take into consideration when deciding whether to promote the pupil or not. Another important aspect is to establish which cycle or year is more convenient to repeat, and to determine the basic education for each cycle or year so as to keep the learning process going.

7. Challenges and Tendencies

The development of the integration concept about educational practice, within the comprehensive school must be changing towards “inclusion”, based on both psycho pedagogical and social aspects, even ethics, as it is shown in some experiences. An inclusive school offers to all pupils the education opportunities and the supports (curriculum, personal and material) required for their academic and personal progress. Pupils are valued and have the opportunity of participating in the school according to their abilities.

The inclusion depends neither alone on the curriculum, the school organisation or the teacher methodologies. It is a way of understanding education and society, because it is a question of values. Going ahead towards inclusion is not only a question of re-structuring special education or integration, but also trying to improve the quality XE "quality" \b  of the education system in order to be able to attend to all pupils adequately. To do this, schools need to develop, to reflect and negotiate with teachers XE "teachers" \b  as well as support their training. It is about maing it possible that the school can give an “inclusive” answer to all students, supporting their participation in the curriculum in accordance with their personal characteristics. It is not only a question of resources, although they are necessary, neither the re-orientation of the educational guidance services nor the rearrangement of the special education, but of looking for innovative alternatives in order to improve the classroom practices and the co-operative work, recognising and valuing the present differences in the pupils.

The schools progress towards these conditions is developed through slow, progressive and complex processes, which depend on the teaching teams. Processes such as:

· All the teachers XE "teachers" \b  are implicated in the educational project, in the finalities and negotiation of the objectives aimed for. It is a process which compromises and increments the teaching teams conscience and cohesion. The distribution of responsibilities, contributing to the participation and positive inter-dependence of all teachers in the educational project.

· The optimisation of the existing resources - materials and personnel.

· The promotion of reflection upon practice of the responsible person and the need for agreements.

· The inclusion of self-assessment XE "self-assessment" \b  as a progress factor, fostering self-esteem, from small achievements, which stimulate and give security to the teachers XE "teachers" \b .

Experiences of inclusion, from the schools perspective show, generally, the need of introducing changes such as:

· Clear criteria for SNE pupils’ identification. The measures for attending to diversity have been extended when looking at the educational needs of other communities also in a socially disadvantaged situation, due to backgrounds, ethnics, culture, etc.

· Generalisation of prevention, early detection, attention to the possible learning disorders, from infant education. Intervention is needed before the pupils fail and for that, a provision of educational resources is required. On the other hand, at present they are limited and can not attend to all the pupils with learning problems.

· Priority attention to social development and not only to academic learning.

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

Currently, in psycho-pedagogical assessment there co-exist various theoretical models (psychometrical, behavioural, psychodynamic, phenomenological…) that are related to the different training of the specialists. However, the importance of the functional analysis should be highlighted, because the assessment process is conceived as the establishment and checking of hypotheses taking intervention as the starting point. The “medical-psycho-metrical” traditional model focuses on the deficit and limits in the description of its situation, without highlighting which types of education response needs for its maturation development. Other most systemic approaches analyse the school institution organisations and the group inter-relations that co-exist within them. It is important to pool intervention criteria, developments, tools and instrument generalisation information to assure the quality XE "quality" \b  of education response.

The progressive extension of new categories within the educational administration parameters for the provision of new resources/measures to attend the diversity. The educational needs derived from the intellectually gifted pupils, emotional problems, learning, other ethnic origins, cultures or in some other disadvantaged situation are contemplated.

Developing educational establishments in a comprehensive environment capable of accepting and attending adequately to the diversity of the pupils needs, has drawn attention not only to the differences between pupils, but also on the educational answer, i.e. on the type and degree of the support (curriculum, personal, material) needed for working. But the criteria for the identification of the school inclusion needs of the pupils are not clear enough, even the measures and resources provision are always coherent with the detected educational needs.

There is a need to generalise co-ordination among the different educational, social, health, etc institutions. There have been co-ordination initiatives between the public institutions that have been highly valuable and effective. 

Currently the process and product of student learning is valued. The incidence of these two aspects in regular teaching is reflected clearly by the various norms existing around this issue, by the impact on the planning of the teachers XE "teachers" \b ’ work, on classroom activity and on the further reflexive activity. The summative and formative assessment XE "formative assessment" \b  are present in all school planning, at all levels, in the same classroom. In that way, we can find innovative learning strategies accompanied by traditional assessment systems. The distance must be highlighted between the reality of the assessment practices and the theoretical and methodological developments that are presented nowadays by the assessment literature. The assessment implies apart from a theoretical shift, perhaps a change in attitude?

8. Innovations and developments

The inclusion programme development has promoted the formative assessment XE "formative assessment" \b  criteria, focused on the learning processes; though experiences are not equivalent in all educational stages. Infant education is the most traditional integrative stage and with the nearest, most flexible and adapted characteristics to the SNE. In fact, when pupils come into primary education, some of them are schooled in special schools.  
When in secondary education, maladjustments are greater and quite often pupils with SEN  require extraordinary measures. In highs schools the organisational complexity is greater and within the classrooms, pupils have different interests, motivations and abilities; they come from various ethnic cultures or cultures with significant curriculum gaps -if psychical disabilities exist-, severe personality disorders or perhaps previous schooling in some educational system. Therefore it is necessary to revise the intervention models at this stage and to extend the personal resource network in the educational establishments.

SNE assessment is done before the pupils’ schooling and ensures the type of centre (mainstream/special), which could provide a better response to the specific disability. Though, the context varies (family, school and society) in pupils’ SNE assessment, determines the educational response to provide the needs adjustment.

The teaching teams’ decisions about attention to diversity measures are collected in the Annual General Plan. For instance, at the Autonomous Community of Madrid, the regulations of July 2005 integrate all the predicted measures to meet the specific needs of the school centre pupils. These regulations are built on the innovative projects developed in practice by the teaching teams of some schools.

There has been an increase of personnel resources for SNE, both in the number of teachers XE "teachers" \b  and in specialist support: support teachers (special education, speech therapy, physiotherapeutic, caretakers…), psycho-pedagogues, community service technical staff  etc. to adjust the educational response to the special needs diagnosed in the assessment.

A co-ordinated guidance network when pupils’ change their stage of education, the educational centre, city, etc. is needed. The psycho-pedagogical assessment has led to derivations and co-ordination with other social or health services. Different indicators within schooling - absenteeism, participation etc - are seen as an educational planning improvement.

The traditional concept of assessment, as a final act, nowadays is not seen as such, nor a parallel process, but something within in the learning process itself, establishing interactive and all round relations. While accomplishing their learning, pupils are doing valued and reiterative processes of judgments and criticism which serves to make decisions in order to orientate their educational development. But it is needed to go further. The question is not to answer how to rationalise and to improve assessment practices, but how to implement these practices into a learning process. The pupil must learn to evaluate from an objective perspective, to develop self-knowing and self-regulating skills, reflection on their attitudes, control and dedication of their own learning tasks, identifying the most efficient procedures for their learning style and rhythm, etc. for their ability in the development of “learning to learn”. It is “an internal dialogue” which makes us reflect on what, how and why we are doing so.

From assessment focused on monitoring XE "monitoring" \b  to learning-centred assessment.

While the summative assessment XE "summative assessment" \b  guides the decision making about the qualification XE "qualification" \b , the formative assessment XE "formative assessment" \b  illuminates the indeterminate development process. It is an answer to the teaching initiative, focused on teacher intervention -as much the facilitated information as the information gathered-. The formative assessment begins with the pupils, that is to say, it is based on the self-learning. The assessment act, from this perspective, is an actor, a learning optimiser contributing to give relevant information to introduce changes and modifications XE "modifications" \b  in order to improve what is being doing. Also, the assessment, becomes a vivid element with a causality and an input for the student. To evaluate is not “to show”, but “to improve” and “to reflect”. The assessment should become a reflective process where learners are aware of themselves and their goals, and the teacher becomes a guide who orientates them towards the achievement of cultural and formative objectives.

From technical assessment focused on standard guidelines to participative and co-operative assessment. 

The assessment is a process where different interests, values and viewpoints must be shared. The emphasis nowadays is not to help or to look for that impartial judgement that must be guaranteed through the assessment competence, the teacher “power” and use of  advanced technical procedures, but it must be seen as a tool which stimulates the “democratic debate” within the classroom and consensus. There is no doubt that the assessment, many times generates “conflicts of interest” between teachers XE "teachers" \b  and pupils – these are inevitable occasionally-, but the problem is not how to avoid it, but how to handle in order to fulfil a service for the learning. The assessment trend toward the participation of pupils can be one of the best guarantees for learning and the assessment learning.

ASSESSMENT PRACTICE IN SPAIN 

1. Assessment in inclusive classrooms

The educational reform (1990) has meant the recognition to all people with disabilities the right to be schooled whenever possible in a mainstream educational establishment, reinforcing the integration practices begun some years ago. The presence of pupils with SNE in the schools has introduced main organisational, methodological and curriculum developments; and also a request for personal, material and training resources. It has  also generated resistances and discrepancies among people or departments involved.

In 1985, in a experimental way, inclusion programme were introduced in some settings. The provision of resources for the assessment and attention to SNE has been significant for the development of these programmes. Since 1996, they have been implemented in all the school settings, funded by public funds within compulsory education. They begun at Infant Education and most of the pupils with SEN were progressively incorporated also in primary and secondary levels. 

Inclusion programme development begins with the SNE pupil’s assessment, mainstream schooling proposal and various educational measures. The realisation of Curricula Adaptations to provide education answers to detected educational needs depends on the educational contexts. It is directly related to the schools functioning, the organisational structure and the existing resources. But, the concepts are fundamental, not always coincidental, and the attitudes towards inclusion existing in the educational community, above all, are in the teachers XE "teachers" \b ’ direct involvement in the pupil teaching-learning process.

The implementation of the formative assessment XE "formative assessment" \b  criteria presumes a change factor, which some times generates some contradictions. General assessment of the various experiences gained during these years varies, but with some conclusions: the achievement of aims, general attitudes of the educative community, organisational context of settings, hidden curriculum, family co-operation, etc. are key elements, due to their direct effect on the values that if co-share, are promoted, such as the respect and the valuation of diversity, solidarity, equity and justice.

Personnel resources for mainstream and special schools are defined taking into account the ratio and special needs education types met. Pupil numberd per support teacher and the teaching-learning process support requirements (speech therapy teacher, special education, assistance etc) are considered.

The initial training of the teachers XE "teachers" \b  depends on their specialities and functions. There are:

· Special teachers XE "teachers" \b  in special education

· Special teachers XE "teachers" \b  in speech therapy

· Educational psychologists

· Technical teachers XE "teachers" \b  for community services: social workers, psychologists, sociologists…

Therefore, in-service training is promoted through various courses, seminars, congresses, conferences… offered, with different modalities and according to demands. The institutional offers for training are specially promoted. The repercussion they have on the educational context of the centres is far more meaningful when the training is addressed to teaching teams (who share interests, motivations or worries) and not only for teachers XE "teachers" \b  individually.

Regarding pupil’s assessment, the process could be the following one:

First of all, a psycho-pedagogical assessment is needed, made by the Psycho-pedagogical and Educational Team (for primary education). The final report must include a judgement of the pupil’s abilities, that is to say, if a mainstream or special school is recommended. When a pupil is schooled, according to his/her needs, the teacher of a subject together with the specialist teacher has to prepare an IEP XE "IEP" \b  (in Spanish it is called “Curriculum Adaptation Individual Document” DIAC), where mainstream curriculum is modified to meet the special needs (physical or psychic) of an individual, having as a reference the instrumental subjects (Spanish language and mathematics).

Every teacher must take into account the adaptations made, in order to follow the assessment criteria. The assessment is made at the same time as for ordinary pupils: 4 times a year (an initial assessment XE "initial assessment" \b  and a further three for each of the terms). For assessment, co-ordination meetings with the implicated subject teacher and the specialist have to be carried out periodically. 

The assessment is conceived as a reflection process about the educational practice. The positive valuation of some experiences has been possible thanks to the defined relation between various indicators and the obtained results. It came not only from the initial psycho-pedagogical assessment of some pupils with SEN, but from the education context situation where they are schooled.

Within these assessment conditions, the classroom dynamics could be said to be more important than learning.

Currently, the educational projects which give a global answer to the diversity of pupils and organise the resources to make profitable personal efforts are valued. The assessment is developed exhaustibly, valuing the results of action in different programmes (integration, compensation, support, prevention…) and determining which ones could be the following answers.

For example, in the primary education school, “Ciudad de Guadalajara”, an organised project was elaborated to attend to the diversity, inter-related with the school projects (educational, curriculum, tutorial…) and integrated into the organisational structure functioning in the school.

The priority was to develop a life-together democratic climate based on participation, plurality, tolerance, respect and mutual acceptation favouring the pupil’s self-motivation and confidence. The content plan was: elaboration, application and analysis of assessment tools, observational protocols, programmes and some proposals for development. They consider three implementation phases, the responsible person for implementation, methodology, resources and timing. Finally, they specify the criteria to be used for the assessment, extended as reference for action planning, such as:

· The achievement of the planned objectives for pupils, according to the established objectives for them.

· The taken initiatives in the pupil follow-up and register.

· The results of the interventions use to plan of the following ones.

· An individual questionnaire for the tutorial action.

· An IEP XE "IEP" \b  model for the pupils included in the programme teaching-learning process register.

· An IEP XE "IEP" \b  model for compensatory education pupils.

· pupil education support programme.

2. People involved in assessment

The teachers XE "teachers" \b  degree in participation and involvement in the same educational project determines the extent and success of programmes. Teaching teams’ perspectives coincidence is fundamental for the development of respect, interest and awareness based attitudes towards diversity. This is valued as a personal and social enrichment. Teachers’ collaborative work is shown in the joint planning, shared classroom intervention, methodological decisions, etc. It must be highlighted:

· Team directors are key elements for the introduction and development of innovative projects which include global treatment to diversity and, in particular, to SNE pupils. They are responsible for the organisational aspects, timetables, optimising the material resources, etc. that are going to support and make possible good educational practice. 

· When elaborating and/or selecting the documents referring to the attention to diversity plan, the Teachers Assembly is involved (the tutorial plan, initial assessment XE "initial assessment" \b  objective tests XE "tests" \b , the instruments to data and results collection, the protocols that every teacher needs after the initial assessment, etc)

· In the revision of the school records for the initial assessment XE "initial assessment" \b , the former teachers XE "teachers" \b  inform the following ones.

· The interviews and meetings with the families and with new pupils are also very important for the initial assessment XE "initial assessment" \b .

· The participation of the psycho-pedagogical teams, and Guidance Departments, providing models, observation protocols, methodological and material and advice.

· In the concrete intervention plan for every pupil, teacher and special teachers XE "teachers" \b  participate.

· In some cases, other external resources also participate (social and health services, psychologists…)

3. Assessment of learning difficulties

The key element of discrimination for teachers XE "teachers" \b  and specialists is the discrepancy between the pupil’s potential for learning and their school results. The discrepancy, “scatter”, in the pupil’s profile is the most relevant difference between pupils with learning difficulties and the ones with other kinds of problems.

The tools used in the assessment process are: general intelligence and specific aptitude tests XE "tests" \b , achievement tests and affective measurements.

3.1 Physical disability

The physical disability is a heterogeneous group of alterations, as a consequence of different disabilities produced in the systems that develop the movement (osseous-muscular, nervous).

The assessment proposed as best practice refers to the elements integrated in this capacity, continuously inter-acting where the individual factors (body structures and functions) and the social and environmental factors (obstacles and barriers and equal opportunity) mutually affect. The higher the number of activities the pupil can carry out, the higher the degree and level of social participation.

The Education and Psycho Pedagogical Teams are in charge of the psycho pedagogic assessment of these people which among others will develop the following actions:

· To carry out a psycho pedagogical assessment when the specificity of the case requires it,

· To determine, together with the teacher and the specific attention team (composed by a physiotherapeutic, a speech therapist, a special teacher and an educational technical assistant) the educational modality adequate to the disable pupil.

· To guide teachers XE "teachers" \b  and parents XE "parents" \b  about the use of the adapted materials.

3.2 Visual disability 

The ONCE (National Organisation of Blind People) has organised the attention teams for people with blindness or visual impairments whose task is to support inclusive education and provide them with the required support. These teams intervene with the blind and visually disabled pupils at any educational stage.

The teams are defined as multi professional structures, who aim their educational attention to the blind or visually disabled people with specific educational needs, derived from these disabilities, in order to contribute to their normalisation and inclusion into society.

Its main task is the visual disability assessment. The team supports all people with a visual acuity less than 1/10 in the Wecher scale, or a visual field reduction of 10 degrees or less and also other people, through a previous psycho pedagogical report.

The followings are the complementary actions:

· To participate in the campaigns for blind people or visual disability detection

· To collaborate in the assessment of pupils with disabilities associated to the visual, the determination of their educational needs and in the corresponding strategies to meet them

· To elaborate an assessment about the needs of pupils with visual impairments of any type

· To assess, jointly with the general support services, the education modality and the school centre best suited for every disabled pupil

· To participate with other professionals in the planning, development and assessment of sport, leisure and extra school activities,

· To assess the needs and to carry out the following up of pupils who require, at any moment of their schooling, to be referred to special school centres or specific centres.

The specific teams will count on the participation of the following professionals:

· A teacher, who will develop the educational programmes of each group,

· A social worker, to intervene in the educational and collaborating families activities of the blind person,

· A psychologist or a pedagogue who will carry out specific assessment activities: to assess  young blind children and children with visual impairments and to design and implement the follow up of the psycho pedagogical programmes,

· A rehabilitation technician in order to periodically assess in collaboration with a teacher, the teaching-learning process of the specific programmes and the family participation in them

· A tiflotechnology and Braille instructor, to assess, together with the teacher, the pupils capacity and skills for the use of the tiflotechnical devices and for learning through the computer,

· A socio-cultural sport animator to collaborate with the teacher in sport, leisure, etc activities.

4. Learning and Teaching

The classroom organisation as a life-together and learning place entails to a curriculum re-examination, school organisation and different actors intervention. A cultural space, an organisation with common aspirations and a desire of mutual understanding and respect is created.

There are teching and learning to learn strategies development in co-operation. The assessment strategies of meta-cognitive nature such as the reflective diaries, portfolios, learning self-regulation through conceptual maps and the acquisition valuation through assessment grids, are favoured factors of an assessment more focused on the process than in the results.

The democratic living together is built on the learning community, teaching to think and to do, planning:

· Explanations about problematic situations which give rise to discussion and debate to get a consensus. The dialogues for exchange of different points of view, favour empathetic attitudes.

· The information searching inside and outside the classroom.

· The co-operative and supportive work in heterogeneous groups develops the social learning.

· The consensus of the living together norms, based on respect.

· The strategies for solving daily problems.

· The practice design where all the pupils can participate.

· The optimisation of the existing material and personal resources, the teacher’s knowledge and experience.

5. Innovative assessment tools and methods

Some methods and assessment tools have a dialogic character (promote critic debates, interviews, assemblies). In that way they contribute to pupils’ belonging to human groups and stimulate the socialization processes, favouring respect for communication and cooperation.

As long as pupils learn to self-assess they also learn how to identify and express their needs, to establish objectives and expectations, to carry out the logic and steps required to achieve them, to value the achievements, etc.

The assessment procedures require different senses, depending on their application, according to the attitude used to tackle the assessment activity. Some terms such as dialogue, co-assessment and participation must encourage the assessment activity, if it is going to have an impact on the quality XE "quality" \b  of the learning process and teach pupils to assess.

One of the valued tools for the following up and assessment of the “we organise to attend the diversity” project is a quick guide about the done and outstanding activities which has been developed at a primary school. In it the implementation procedures are specified, if they are being realized or not and why, the dates and observations.
This tool was very useful not only for the assessment, but also as a quick guide about the finished and outstanding interventions

	Tool for the project following up and assessment



	
	Interventions
	Yes/no why?
	Date
	Observations

	Initial assessment XE "Initial assessment" \b : detection of needs and proposal for intervention
	The project is set up and the documents are handed over
	
	
	

	
	The interviews with previous teachers XE "teachers" \b  are carried out
	
	
	

	
	The interviews with new pupils parents XE "parents" \b  are kept.
	
	
	

	
	The initial assessment XE "initial assessment" \b  tests XE "tests" \b  are applied
	
	
	

	
	The observation protocols are applied when necessary
	
	
	

	
	The concrete interventions for each pupil are planned
	
	
	

	
	The Learning difficulties prevention programme is carried out
	
	
	

	
	Every pupil with concrete interventions has his/her own document with his/her plan and assessment criteria
	
	
	

	
	The requested assessments are carried out by the Psycho-pedagogical team 
	
	
	

	
	The explorations are carried out
	
	
	

	
	
	
	
	

	
	Interventions
	Yes/no why?
	Date
	Observations

	Resource organisation
	All the foreseen time tables are carried out
	
	
	

	
	The teaching material inventory is done
	
	
	

	
	Computer programmes as support or curriculum contents extension are used
	
	
	

	
	The foreseen classrooms have a computer
	
	
	

	
	It has been a methodological exchange in the cycle meetings
	
	
	

	Other observations:




Pupils’ follow up has been continuous during the course and the project assessment itself has been constant in the Pedagogical Co-ordination Commission.

The elaborated documents are the result of numerous modifications XE "modifications" \b  after their application.

There are also some interesting documents for the assessment of the pupils’ individual learning process, such as the portfolio XE "portfolio" \b , the reflective diary, conceptual maps…

5.1 Portfolios

A Portfolio is a teaching-learning tool for self-assessment XE "self-assessment" \b . It is about a deliberated and varied selective collection of the pupil’s work where their efforts, developments and achievements are reflected during a specific period of time.
The student, when developing this strategy shows the learning diversity being interiorised. In this model the used strategies, the problem situations, the task realisation and the positive learning are detected. The portfolio XE "portfolio" \b  contains a set of thoughts, ideas and relations that allow the pupil to address his/her learning development. It has also a co-operative character because it implements teachers XE "teachers" \b  and pupils in the organisation and development of their own assessment.

It is formed by compulsory and optional materials selected by the teacher and pupil which refer to various objectives and cognitive strategies. It is addressed to the academic daily practice and can involve, also, indirect training learning. The determination of the materials is carried out with some selection, assessment and value criteria, and must be organised taking into consideration a large diversity of tasks.

There are different types of portfolios according to its use, such as:

· The work portfolio XE "portfolio" \b : pupil and teacher assess and test the learning progress (daily checking). For doing this job, the pupil, individually, selects a sample of the most representative materials; the teacher must not necessarily dominate the material selection. In this portfolio, teachers XE "teachers" \b  can add samples, registers, notes… Tutors, parents XE "parents" \b , supervisors… can add comments.

· The presentation portfolio XE "portfolio" \b  corresponds to the pupil’s selection of best work. The jobs of progress are not included in this portfolio; neither are the daily jobs. Every pupil has his/her presentation portfolio .

· The reminder portfolio XE "portfolio" \b  is formed by all those materials not included in the presentation portfolio and through them essential or basic learning has being realised. It is frequently used jointly with the presentation portfolio in assessing, as it contains work information about the realisation of different tasks.

For the portfolio XE "portfolio" \b  development, independently of its typology, the following aspects must be considered:

1. Objectives. Why the portfolio XE "portfolio" \b  as a mean of assessment and self-assessment XE "self-assessment" \b ? Who is the target group? What are the learning and development achievements shown? What are the criteria and standards XE "standards" \b  used to reflect and assess the achievements?

2. Contents. Process, products or mixed portfolio XE "portfolio" \b ? Diagnosis XE "Diagnosis" \b , formative or summative works selection? Diversity and quantity of work to be included? (pupil, teacher, parents XE "parents" \b , supervisors…)

3. Resources: Physic (box, CD-Rom, block…?) where to keep them? Who can access the portfolio XE "portfolio" \b ?

4. Reflection: why to include this work? What processes and difficulties have you experimented? What would you do in a different way? What is the most important thing you have learned or achieved?

5. Assessment: work, learning methods, self-assessment XE "self-assessment" \b .

6. Participation of teachers XE "teachers" \b , supervisors, other pupils…

During the portfolio XE "portfolio" \b  realisation process, the balance between the learning process and result has always been present, the evidence of progress and a wide variety of tasks and materials referring to various competences, strategies, and pupil skills (according the curriculum plan of the corresponding period). At the same time, the analysis and initial orientation (optional tasks) and partial and global outcomes reflective analysis (at the same time, learning of the valid self-assessment XE "self-assessment" \b , within a context…)

There are many portfolio XE "portfolio" \b  inputs for the teacher, for example, learning guidance, and for the pupil, learning about content and to self-assess. There are some examples of questions for stimulating reflection and the responses construction address different learning process components, such as:

SELF-REGULATION (attitudes, dedication and attention when doing a task)

· Am I interested in solving the problem? Why not?

· How much time do I dedicate?

· Is it enough?

· Is all my attention on the situation I want to solve?

ACTION CONTROL

(Planning, course of action and assessment analysis):

· How do I begin the task?

· How am I implementing this task?

· What was the result?

KNOWLEDGE CONTROL

(To analyse the knowledge acquired and the necessary ways of acting)

· What information do I need?

· What process do I know which can help me for this task?

· Which is the most effective way to realise the task?

Its use requires a careful follow up until the pupil understands the deeper meaning of the reflective diary. It is in this way that the strategy gets its meta-cognitive value.

The assessment value itself is a motor for change and improvment. When the focus is on the assessment process and imbricates with the learning process, the assessment acquires a formative and empowered potential which goes much further in the individual training than the mere fact of verifying achieved improvements or goals. From this perspective the focus is more projected on the process than in the result, introducing, what is being done, the pedagogical reflection about what is being achieved, who is doing it and what is the utility. When doing the assessment in this way, from an innovative and critical view point, no wonder that it notably has an effect on the quality XE "quality" \b  of the contents of the learning process and on the person training.

As well as the technical knowledge required to realise scientific assessment practices, the assessment is above all attitude and good sense.

5.2 Reflective Diaries

The reflective diary is an excellent assessment strategy to develop meta-cognitive skills. It consists of reflection and the writing down of pupils’ own learning process. The representations made by pupils about their own learning, can be focused on one or more of the following aspects:

· The achieved conceptual development.

· The mental processes followed.

· The feelings and attitudes experienced

Pupil reflection can comprise of a lesson of learning or limit to a particular task, with three basic questions: Have I learned anything new during this task or after this lesson? Who has taught me this? And what feelings have being awakened by the learning process?. It is a dialogue with ourselves where we can learn from our own mental processes.

The diary is also an excellent strategy for learning transfer. Pupils are encouraged to establish relationships in their self-reflection and self-assessment XE "self-assessment" \b  with the one acquired in other learning  contexts.

This strategy can be planned in a totally free and open way or framed with guiding questions. In the first case, the pupil is totally free for selecting the contents of his/her reflections; in the second case, some questions can help the pupil to organise his/her reflections. Some of these are the following:

· Which ideas discussed in today’s session were more important to me?

· Which ones do I clarify? What do I have to do to clarify?

· Which aspects of that studied today would I like to know more about?

· What difficulties have I found with what I have worked on?

· About the things discussed in the classroom which is the clearest one?

· How has my participation been in today’s lesson?

· Do I feel satisfied with today’s lesson?

In order that the reflective diary is effective, it must be realised periodically. In the beginning is not an easy task for the pupil, who is neither used to reflecting and self-assessing his/her learning nor to understand how to do it. He/she has to learn this assessment typology. In the beginning it is beneficial to show the pupil some examples of reflective diaries from other pupils which illustrate adequately the technique and to, in the beginning, follow up on this until the pupil understands the meaning of the reflective diary. It is only in this way that this strategy achieves its value for the development of meta-cognitive skills.

5.3 Conceptual maps

The conceptual maps are diagrams which express the relations among general and specific concepts of a subject, reflecting the hierarchic organisation among them. It is a technique used in teaching and also in assessment and favours the organised and functional development of a subject or key issue concepts.
The diagram established with the conceptual maps shows hierarchies, inter-relations, ramifications, inter-crossing and link words which give a comprehensive and integrative representation of the nuclear content of a knowledge field.

This strategy used as an assessment resource permits the pupil to analyse the representations that the pupil develops about the concepts of a subject and to value his/her skill to integrate them in a mental comprehensive scheme. Pupils must be able to structure the new acquisitions in levels of generality, from the wider concepts to the specific ones and also to establish inter-related relationships presented between levels; besides to identify the sense and meaning of the relationhip through some linked words to show the kind of relationship between one concept and another.

The conceptual maps reveal a very potent cognitive strategy when used from the beginning, during the development and at the end of a learning lesson (a theme study, a subject…) In this way, not only the teacher, but also the pupil her/himself –and this is the important thing to highlight-, can analyse and value the learning process, realising at the beginning and at the end the elaboration of the conceptual map. Firstly it is an excellent instrument of diagnostic XE "diagnostic" \b  assessment in order to know – for the teacherand awareness raising for the pupil- the starting point of learning.

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

Best practice
The main characteristics of “good practices” in assessment in inclusive primary schools are the following ones:

· First of all the consideration of the philosophical and theoretical principles which inform the process of assessment in inclusive classrooms –philosophy of inclusive education-

· Secondly, the process of pupils’ assessment, which is carried out having in mind the following factors:

· Psycho pedagogical assessment

· The individual curriculum adaptation XE "adaptation" \b  (individual educational plan), when mainstream curriculum is modified to meet the special needs (physics or psychics) to an individual having as reference the instrumental subjects (language and mathematics)

It must be kept in mind that the assessment is conceived as a reflective process about educational practice.

A school which has a good assessment project in inclusive primary classrooms has to have the following characteristics:

· Currently, the educational projects which give a global answer to the diversity of pupils and organise the resources to make profitable personal efforts are valued. The assessment is developed exhaustibly, valuing the action results in different programmes (integration, compensation, support, prevention…) and integrated into the organisation structure functioning in the school.

· The priority was to develop a life-together democratic climate based on participation, plurality, tolerance, respect and mutual acceptation favouring pupil self-motivation and confidence. The contents plan was: elaboration, application and analysis of assessment tools, observation protocols, programmes and some actuation proposal development. They consider three implementation phases responsible for each actuation, methodology, resources and timing. 

· Assessment must be focused on self-learning and teachers XE "teachers" \b  must be fully involved (agreed participation) 

People involved in assessment:

Teachers’ participation and involvement degree in the same educational project determines the extent and success of attention programmes. Teaching teams’ perspective coincidence is fundamental for the development of the respect, interest and awareness basic attitudes towards diversity. This is valued as a personal and social enrichment. Teachers’ collaborative work is shown in the joint planning, shared classroom intervention, methodological decisions, etc. It must be highlighted that team directors are key elements for the introduction and development of innovative projects which include a global treatment to the diversity and, in particular, to the SNE pupils. They are responsible for the organisational aspects, time tables, optimise the material resources, etc. that are going to provide the conditions to make educational good practices possible.

People involved in assessment:

· Team director

· Teachers’ assembly

· Former teachers XE "teachers" \b 
· Psycho pedagogical team

· Other external material and human resources (professionals)

Policy that supports best practice
The development of the integration concept about the educational practice, within the comprehensive school must be changing towards “inclusion”, based on both psycho pedagogical and social aspects, even ethic, as it is shown in some experiences. An inclusive school offers all pupils the education opportunities and the support (curriculum, personal and material) required for their academic and personal progress. Pupils are valued and have the opportunity of participating in the school according to their abilities.

The inclusion depends, not alone on the curriculum, the school organisation or the teacher methodologies. It is a way of understanding education and society, because it is a question of values. Going ahead towards inclusion is not only a question of re-structuring special education or integration, but also means trying to improve the quality XE "quality" \b  of the education system to be able to attend to all students adequately. For that, it requires the development of the school institutions, shared reflection and teachers XE "teachers" \b ’ negotiation to promote their training. It is about making it possible for the school to give an “inclusive” answer to all pupils, providing them with the possibility to participate in the curriculum in accordance with the personal characteristics of every one. It is not only a question of resources, although they are necessary, neither the re-orientation of the educational guidance services nor the rearrangement of the special education, but of looking for innovative alternatives in order to improve the classroom practices and the co-operative work, recognising and valuing the present differences in the pupils.

The schools progress towards these conditions are developed through slow, progressive and complex processes, which depend on the teaching teams. Processes such as:

· All teachers XE "teachers" \b ’ implication in the educational project, in the finalities and negotiation of the objectives aimed for. It is a process which compromises and increments the teaching teams conscience and cohesion. The distribution of responsibilities, contributing to the participation and positive inter-dependence of all teachers in the educational project.

· The optimisation of the existing resources -materials and personnel.

· The promotion of the reflection about the practice of the responsible critic and the need of agreements.

· The inclusion of the self-assessment XE "self-assessment" \b  as a progress factor, fostering self-steam, from small achievements, which stimulate and give security to the teachers XE "teachers" \b .

The experiences of inclusion, from the schools perspective show, generally, the need to introduce changes, such as:

· Clear identification of pupils with SEN. The measures for attending to diversity have been extended when looking at the educational needs of other collectives also in a socially disadvantaged situation, due to ethnic backgrounds, culture, etc.

· Generalisation of prevention, early detection, attention to the possible learning disorders, from infant education. It is needed to propose interventions before the pupil’s failure and for that a provision of educational resources is required. On the other hand, they are currently limited and cannot attend to all pupils’ present learning problems.

· Priority attention to social development and not only to academic learning.

Some practical points to support the assessment practice are:

· Instructions, Rules, Orders… (legal documents) related to the Attention to Diversity Plan (ADP), and consequently the drafting, implementation and follow up of this APD must be included in the Annual General Plan of every school.

· The conferral of the needed resources for the development of the APD.

· Training Program for teachers XE "teachers" \b ’ assembly at schools.

· Promotion of meetings, prizes… where to communicate the best practices among schools.

· Disclosure of best practices by other means (publications, newsletter…)

OVERALL CONCLUSIONS

· Inclusion comes from the normalisation principle, and this has been developed, major or less, through the generalisation of the inclusion programme in all education stages.

· The inclusion generalisation has generated a continuous reflection for the implied teachers XE "teachers" \b , about the teaching practices. The Assessment of the various experiences varies, although they are directly related to factors, such as: adaptation XE "adaptation" \b  of resources to needs, quantity of teacher’s teamwork, family co-operation and starting attitudes.

· The accumulation of problematic situations in some schools, the generalised resistance to change, etc., make it necessary not only to generalise the teachers XE "teachers" \b  reflection, but also to adjust the policy measures and the provision of resources in order to guarantee that in all the educational centres there are the minimum conditions for attending to diversity.

· The corroboration of special needs education assessment, before the schooling of pupils who present psychic, sensorial, motor, etc disabilities, as a key element for needs detection and personal and material resources provision.

· The need for reflection about the good practices, ante the generalised difficulties detected in secondary education experiences, due to the complexity of the organisation and less tradition than in early stages, especially in cases of mental disability and severe behavioural and personality disorders.

· Going ahead towards inclusion, is not only a curriculum, methodological and organisation question. It responds to a conception of education, life and society, because it is about the sharing of philosophies and values. It is not only about assuring values, although they are needed. It also has to do with all pupils, not only the ones with special needs education.

· The consideration of the processes favouring the change, the implication for all teachers XE "teachers" \b  in the pursuit results, the consensus needed, the optimisation of resources, the promotion of practice reflection, the fostering of self-esteem generated from small achievements, the balance between the pressure and the incorporation of the self-assessment XE "self-assessment" \b  as a progress factor, etc.

· The influence of education policy as a change motor for the improvement of the education quality XE "quality" \b , being evident, is limited by the attitude of the educational community ante the diversity and the conditioning of the schools to meet the educational needs of all pupils.

The classroom organisation for learning and life-together involves the curriculum, school organisation re-planning, of the school organisation and of the intervention of different agents. “Roma” research project highlights some keys for the building up of a school without exclusions, which are:

· The recognition of diversity as a value and a right, not as a defect. In opposition to the dilemma of socialising pupils ante some “perverse” values such as the consumerism, the unsupportivity, the narcissism, the competitiveness, etc, The school has to offer an education model where all  learn to live together. The recognition of the diversity breaks the homogeneity in classrooms criteria. Moral values are not taught, they are lived. The democratic living together, where differences are understood, is not planned as an objective, but as an intervention key principle which has to be shared by the education community, not only as a teacher challenge.

· The classroom is seen as a room where pupils working together, can learn and discover knowledge. All can learn, in different ways, but they achieve it when the classroom becomes a learning community. The exchange of, behaviours, memories, experiences, feelings and emotions are configured in a cultural space and in an organisation with common pretensions and with the desire to understand and respect.

· Searching for the common, diverse, comprehensive and transformer cultural heritage means breaking with the planned curriculum (the same for all the pupils). The development of the school curriculum through the quality XE "quality" \b  of a relationship has to be a tool for inclusion and not the other way round. It means a paradigm shift, from a deficit model to a competent one.

· Teacher training addresses not only the application of specific technical procedures, but also the fostering of the compromised intellectual curiosity, which reflect on and investigate the practice, for the autonomy and freedom of development. It is to combine the meaning and the processes with attitudes to achieve an autonomous and efficient intervention in the classroom. The dialectic of the action – reflection between the teaching teams - shapes the change possibilities in the schools.
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