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Abstract 
This thesis explores teachers' current knowledge and practice about classroom 
assessment processes in the Mauritian primary schools and reports the results of a 
case study, the data of which were collected during the three terms of the school year 
in 1998 from four primary schools that included thirty-five teachers. 

The interest of the case study is not to appraise the teachers' work or the school in 
any way; rather it is to accurately describe classroom assessment practices within the 
context of Mauritian primary schools. 

The research addresses three main questions: why teachers conduct classroom 
assessment, how it is conducted and what is assessed. 

The findings of the study indicate that teachers assess their pupils for three main 
reasons: providing feedback to the pupils and to themselves, reviewing the teaching 
methods and for diagnostic purposes. Another minor purpose noted is for 
communicating information to Parents. 

Questioning and observation are the two methods most common in the conduct of 
classroom assessment. Questioning techniques are mostly closed ones, with a view 
to seeking a specific answer from the pupils. Teachers interpret the inforrnation 
collected with reference to three general standards: criterion -referenced, norm- 
referenced and self-referenced. 

In general, the findings indicate that teachers' practices are oriented more towards the 
traditional pedagogy in terms of emphasis on the lower level objectives, whole class 
teaching and focusing on the product. No provision is made for the able or the less 

able. All the pupils are treated the same and are given the same tasks. 

Almost a decade after the introduction and implementation of the Learning 
Competencies and the scheme for Continuous Comprehensive Evaluation, it is found 

that Mauritian primary teachers do not have the relevant training in assessment to 
fully apply the progressive reforms. 

Despite the education system being very centralised, it seems that teachers assess 
their pupils independently and without any support from the government. There is no 
monitoring, moderating or policing of policies. Assessment practices are derived 

from their habit and ideology rather than from the official directives. 



Acknowledaments 

I am deeply grateful to Prof. Roger Murphy (University of Nottingham), Prof Roy Evan-.,, 

and Dr. Keith Wood (University of Brunei) for their support, advice and encouragement 

that gave me motivation to continue and eventually accomplish this study. A special 

word of thanks to my dear friend, Mrs. Jaya Busawon, for her invaluable support and help 

in reading the various drafts of this thesis and for providing me with constructive 

feedback. 

My appreciation also goes to Prof. Patricia Broadfoot (University of Bristol), Prof. 

Caroline Gipps and Prof. Peter Mortimore, both from the Institute of Education 

(University of London) for their continuous advice and support. I am also very grateful to 

the staff of the University of London Institute of Education's library for allowing me to 

use its facilities. 

I must thank Miss Amina Husnoo and Mrs. Lalita Machurchand, both from the Mauritius 

Examinations Syndicate, for their assistance in word processing and presentation. 

My special thanks go to Mr. Soobass Daby and his staff at the National Computer & 

Information Technology Resource Centre of the Ministry of Education and Scientific 

Research (Mauritius) for providing me with facilities and expertise in computers during 

the final stages of the research project. 

I would also like to acknowledge the help, support and cooperation of all the teachers and 

the schools that took part in this study. 

Finally, I would like to thank my wife (Ranee) and my two children (Roshan & Reema) 

for their patience and continued support when I was endeavouring to complete my 

research study. 

june, 2002 

III 



Table of Contents 

Page 

Title Page 

Abstract 

Acknowledgments 

Table of Contents iv 

Tables and Charts viii 

Introduction I 

PART 1: BACKGROUND TO THE STUDY AND RESEARCH METHODOLOGY 

Chapter One: Assessment Developments in Mauritius 

1.1 Introduction 8 

1.2 Background 8 

1.3 Primary Education 15 

1.4 The Certificate of Primary Education 18 

1.5 Master Plan for Education (2000) 22 

1.6 Teacher Education 27 

1.7 Textbooks and Teacher Manuals 31 

1.8 Teaching and Recruitment of Teachers 33 

1.9 History of Continuous Assessment in Mauritius 36 

1.10 Lessons from other Countries 41 

1.11 Recent Assessment Developments 42 

iv 



1.12 Overview 51 

Chapter Two: Review of Literature 

2.1 Introduction 54 

2.2 Why Assess Pupils in the Classrooms? 57 

2.3 Assessment Practices in the Classrooms 84 

2.4 What is Assessed in the Classrooms 109 

2.5 Teachers' Response to Pupils' Efforts 118 

Chapter Three: Research Methodology 

3.1 Introduction 136 

3.2 The Case Study as a Research Strategy for this Study 136 

3.3 Definitions of a Case Study 139 

3.4 Strengths and Limitations of Case Studies 144 

3.5 Selection of Schools 147 

3.6 Administrative Arrangements 149 

3.7 Pilot Study 150 

3.8 Approaches used for Data Collection 153 

3.9 Data Analysis 157 

V 



PART 11: RESEARCH FINDINGS 

H. I Introduction 165 

H. 2 The Four Selected Schools 167 

111.3 In the Schools 170 

Chapter Four: Case Study - St George School 

4.1 Introduction 173 

4.2 Results from the Interviews 177 

4.3 Assessment Co-ordinator: Background 185 

4.4 The Assessment Co-ordinator in Action 187 

4.5 Overview 206 

Chapter Five: Case Study - Elizabeth School 

5.1 Introduction 213 

5.2 Results from the Interviews 215 

5.3 Assessment Co-ordinator: Background 224 

5.4 The Assessment Co-ordinator in Action 224 

5.5 Overview 249 

Chapter Six: Case Study - St Anne School 

6.1 Introduction 258 

6.2 Results from the Interviews 261 

6.3 Assessment Co-ordinator: Background 269 

vi 



6.4 The Assessment Co-ordinator in Action 
-170 

6.5 Overview 298 

Chapter Seven: Summary and Conclusion 

7.1 Introduction 306 

7.2 Structure of the Chapter 307 

7.3 Overall Results from the Interviews 308 

7.4 Overall Results from the Observations 312 

7.5 Further Findings of the Study 328 

7.6 Implications for Future Research 331 

7.7 Recommendations 335 

7.8 Conclusion 339 

vii 



References 

Bibliography 

Tables and Charts 

Tables 

I. Spending on Private Tuition by Expenditure Class (1986-87) 12 

2. Projection of Primary Pupils by Std under the Present System (1991-2002) 16 

3. Primary School Indicators (1994) 17 

4. Certificate of Primary Education Results (1994-1998) School Candidates 21 

5. Analysis at CPE., Districtwise (1987,1996-1998) 22 

6. Enrollment by Type of Course at Mauritius Institute of Education (1990 - 1994) 30 

7. Key Monitoring Indicators (1991-1994) 31 

8. Characteristics of Qualitative Case Studies 142 

9. Number of Teachers in Standards (IV - VI) in each School 148 

10. Purposes of Classroom Assessment (St George School) 178 

11. Conduct of Classroom Assessment (St George School) 181 

12. What was Assessed (St George School) 182 

13. Problems Faced by Teachers during Assessment (St George School) 183 

14. Use and Influence of Learning Competencies Document(St George School) 184 

15. Purposes of Classroom Assessment (Elizabeth School) 217 

16. Conduct of Classroom Assessment (Elizabeth School) 219 

17. What was Assessed (Elizabeth School) 220 

18. Problems Faced by Teachers during Assessment (Elizabeth School) 221 

19. Use and Influence of Learning Competencies Document (Elizabeth School) -12 2 

viii 



20. Purposes of Classroom Assessment (St Anne School) 262 

2 1. Conduct of Classroom Assessment (St Anne School) 264 

22. What was Assessed (St Anne School) 265 

23. Problems Faced by Teachers during Assessment (St Anne School) 266 

24. Use and Influence of Learning Competencies Document (St Anne School) 268 

25. Purposes of Classroom Assessment (All four Schools) 308 

26. Conduct of Classroom Assessment (All four Schools) 309 

27. What was Assessed (All four Schools) 310 

28. Problems Faced by Teachers during Assessment (All four Schools) 311 

29. Use and Influence of Learning Competencies Document (All four Schools) 312 

Charts 

1. Structure of the School System 13 

2. Flow of Hypothetical Cohort entering Standard I in 1991 14 

Appendix A: Questions for Semi-structured Interviews 

Appendix B: Case Study - Manor School 

Ix 



Introduction 

If one wants to discover the truth about an educational system, one must look into 

its assessment procedures, what pupils' qualities and achievements are actively 

valued and rewarded by the system. How are its purposes and intentions realized? 

To what extent are the hopes and ideals, aims and objectives professed by the 

system ever truly perceived, valued and striven for by those who make their way 

within it? The answers to such questions are found in what the system requires 

pupils to do in order to survive and prosper, that is assessment. 

Assessment, therefore, is a fundamental part of the teaching - leaming process. It 

involves collecting, synthesizing and interpreting information to aid in decision 

making on a daily basis in the classroom for the improvement of teaching and 

learning. 

Not only does assessment lie at the core of learning, it is also a major current issue 

in the education systems of many countries as well as Mauritius as a result of the 

examination reforms that are being introduced in the Mauritian education system 

especially at primary level (Learning Competencies for All, 1992). 

One of the reforms which is very much related to this study and which is in the 

process of being introduced and implemented afterwards is the Continuous 

Comprehensive Evaluation (CCE) scheme (Master Plan of Education, 2000); Blue 

Print of Nine Year Schooling, 1992; MES, 1994). 

Assessment is very crucial and there Is already an extensive literature written on 



the subject (Pidgeon & Yates, 1969; Gronlund, 1976; Ebel, 1979; Schofield, 

1972; Thorndike, 1972; Hudson, 1973; Lewis, 1974; Broadfoot. 1979; Harlen. 

1983; Murphy, 1987; Satterly, 1989; Gipps, 1990; Conner et at., 199 1; Anderson 

& Bachor, 1993; Dummond, 1993; Pollard et al., 1994). So, why research and 

write more? According to Rowntree (1991), although a lot has been written on 

assessment, the literature takes for granted the present nature of assessment and 

seeks improvement merely through increasing its efficiency. Thus, for example, it 

is easy to find writers concerned with how to produce better multiple - choice 

questions, how to handle test - results statistically, or how to compensate for the 

fact that different examiners respond differently to a given piece of pupil work. It 

is much less easy to find writers questioning the purposes of assessment, asking 

what qualities it does or should identify, examining its effects on the relationships 

between teachers and learners, or attempting to relate it to such concepts as truth, 

fairness, trust, humanitY and social justice. 

Because of the reasons outlined above and also because it is an area where rapid 

changes are taking place in most education systems and its potential to assist in 

the teaching - learning process, an interest to explore teachers' current knowledge 

and practice about the classroom assessments in Mauritian Primary Schools was 

generated to widen my own understanding of assessment. 

The interest of the case study is not to appraise the teachers' work or the school in 

any way; rather it is to accurately describe classroom assessment practices within 

the context of Mauritian primary schools. 



This thesis therefore, explores classroom assessment processes in Mauritian 

primary schools and reports the results of a study, the data of which were 

collected during the three terms of the school year in 1998 from a sample of four 

primary schools which included thirty-five teachers. 

Main Aims 

The main aims of this study are as follows: 

1. To find out teachers' current knowledge and practice about assessments in 

Mauritian Primary Schools. 

2. To show how important and useful assessment is in the classrooms. 

3. To widen my own understanding of classroom assessment processes and their 

potentials to assist learning. 

Research Ouestions 

In the course of exploring classroom assessment processes, this thesis will attempt 

to answer the following questions that are closely related to the problem. 

(a) Why do teachers assess? 

0 How does assessment help teaching and learning? 

0 What are the importance and purpose of teacher comments? 

0 How are assessment results used? 

(b) How do teachers assess? 

0 How often do they plan assessment? 

0 What sort of assessment do they apply? 
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0 How do they respond to pupils' work9 

Are standards expected of a good piece of work explained prior to 

assessment? 

(c) What do teachers assess? 

0 How many behaviours/characteristics are assessed? 

Since classroom assessment is a fundamental part of the teaching - learning 

process, it is hoped that the findings of this study would make an original 

contribution to knowledge and a better understanding of the complexity of the 

classroom assessment phenomenon and also offer some 

guidance/recommendations to teachers, educational advisers, administrators, 

decision makers and teacher trainers towards more effective teaching and 

assessment. 

The term 'Classroom Assessment' is used here to express the process of 

collecting, synthesizing, and interpreting information to aid in decision-making 

for the improvement of teaching and learning. It is a process that assists 

appropriate teaching and decision making by providing information on two 

fundamental questions: (a) How are we doing? (b) How can we do better? The 

fundamental role of classroom assessment is to provide authentic and meaningful 

feedback for improving learning and teaching practice. 

For many people, the words 'Classroom Assessment' evoke images of pupil" 

taking pen - and pencils' tests, teachers scoring them. and grades being assigned to 
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the pupils based upon their performance. 

Classroom assessment, therefore, does not only include the full range of 

information teachers gather in their classrooms: information that helps them 

understand their pupils, monitor their instruction, and establish a viable culture, 

but it also includes the variety of ways teachers gather, synthesize, and interpret 

that information. 

This research is basically undertaken from an exploratory point of view. It is in 

that exploratory spirit that the following report of the data and their interpretations 

are made. Obviously no legitimate attempt can be made from these data to make 

generalizations. Nevertheless, they may be suggestive of trends and approaches 

that could lend themselves to a more systematic plan and a more precise definition 

of variables in the future. 

For the sake of convenience, this thesis is in two parts. The first part which 

consists of Chapters One to Three, discusses the background to the study and the 

research methodology while the second part, which consists of Chapters Four to 

Eight, presents the findings and the conclusion. 

Chapter One describes the Assessment Developments in Mauritian primary 

education. Description of these would facilitate the understanding of the research 

findings. 

The relevant literature related to classroom assessment Is reviewed in Chapter 
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Two to identify and support the various purposes associated with the study. The 

literature survey, which is organised into four sections, not only deals with the 

wider and the basic purposes of assessment, as well as the importance of 

communication and diagnosis but also aims to point out how complex the 

assessment process is. The review also examines the contents of assessments and 

the nature and forms of teachers' response to pupils' efforts. 

Chapter Three deals with the research methodology of the study. It discusses the 

uses and definition of a Case Study as a research strategy, its strengths and 

limitations and also how the data were collected, recorded and analysed. 

The results of the interview and observational data of the first three case studies 

are presented in Chapters Four, Five and Six. The results of the case study of St 

George school are presented in Chapter Four while results of case studies of 

Elizabeth and St Anne schools are presented in Chapters Five and Six. The 

description of one of the case studies (Manor School) was placed in a separate 

appendix (Appendix B) for reasons of thesis length and also because its contents 

were very similar to the other three case studies. 

The results for each case study are in two parts. The first part presents the 

findings from the interview data while the second part of the chapter provides 

results from observing the assessment co-ordinator in classroom assessment 

practices. 

For each case study school, the teachers in standards IV to VI were asked a 
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number of questions relating to classroom assessment practices. They were asked 

why they assess their pupils (purposes), the different methods of assessing their 

pupils and what do they look for when they are assessing their pupils. 

After the interview, the assessment co-ordinator (responsible for assessment 

activities at each case study school) was observed to find out the reasons for 

assessment, how assessment was conducted and what was being assessed. This 

was done to find out if what teachers say, is what they actually do. 

A summary of the main findings and the conclusion of the study are found in 

Chapter Seven of this report. 

The chapter that follows deals with the assessment developments in Mauritian 

primary education. Description of the education system could help the reader to 

understand the findings, and also explain the Mauritian teachers' practices and 

views. 
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Chapter One: Assessment Developments in Mauritius 

1.1 Introduction 

In this chapter, firstly the current state of primary education and of teacher 

education is briefly described. Secondly, developments in assessment at primary 

level are examined. Factors such as teachers and their training, administration, 

curricula, educational policies and implementing agents are also examined in 

order to understand how they interact and perhaps influence classroom assessment 

matters. 

1.2 Background 

It is around the 1930s and 1940s that one can trace the beginnings of the historic 

movement for mass education in Mauritius. Until that time, in spite of the 

remarkable efforts displayed by missionaries like Jean Lebrun and religious 

bodies like the Roman Catholic church, the progress of education for the mass of 

the people continued to be slow. After the constitutional reforms of 1948, there 

was a commitment to "Education for All" which was conceived as a sine qua non 

to bring about greater social, cultural, economic and political equality in the 

former colonial society and this led to a substantial increase in both primary 

school provision and pupil enrollment. 

In recent years, the Mauritian economy has expanded very rapidly. In the process, 

it has moved from a low-skill, low labour-cost economy to a much more skill- 

intensive one in which high levels of education and training are needed at all 

levels of the labour force. It was therefore felt important to provide the pupils 

with education at all levels to equip them with skills and knowledge that would be 
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appropriate for employment in a fast changing economy. 

As a result of the expansion of the Mauritian economy and the necessity for high 

levels of training and education, the demand for more education increased and this 

led to strong pressures for more secondary education and the mushrooming of 

private secondary institutions. The 1960s and 1970s saw the development of 

tertiary education in Mauritius, with the establishment of the University of 

Mauritius (UoM), the Mauritius Institute of Education (MIE) and the Mahatma 

Gandhi Institute (MGI). It also saw the beginnings of distance education with the 

founding of the Mauritius College of the Air (MCA). In the 1980s, the Mauritius 

Examinations Syndicate (MES) and the Tertiary Education Commission (TEC) 

were established. 

This period also saw the growth of technical training bodies as well as a Lycee 

Polytechnic combining technical and general education. The most important 

decision of the Government was in 1977 when secondary education became free 

for all children. 

Although the school system has many positive achievements, like universal 

provision of primary education, free schools at all levels, total revision of the 

primary curriculum to take account of changing needs and current pedagogical 

practice and freely available textbooks, the system (according to the Master Plan 

for Education Review, 199 1) faces important problems: 

1. Some 10 - 20% of children do not attend pre-primary schools. Of those who 
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do attend, many are in unsuitable premises with inadequate teaching aids and 

with untrained teachers. 

2. About 30% of all children fail the Certificate of Primary Education (CPE) 

examination after two attempts and drop out of the system at the age of 12 or 

13. Some 6% of children fail in all subjects; such children may have learned 

little from their years in school. Children who drop out after failing the CPE 

twice are not allowed to take up employment or apprenticeship until the age of 

15. 

3. At the secondary level, 24% of pupils drop out after Form W while over two 

thirds drop out after Form V. There are high rates of repetition - 48% at 

Standard Vl, 22% at Form IV, 30% at Form V and 31% at Upper VI. 

4. There is heavy reliance on private tuition, especially in the higher standards of 

the primary schools and at Forms IV - VI of the secondary schools. The 

system is both open to abuse and a heavy burden on poor families. Table I 

shows that as a proportion of total spending, expenditure on private tuition 

rises steeply with increases in total family spending. Thus a child from a poor 

family is likely to receive less teaching than one from a wealthier one. The 

Government has banned private tuition for children up to Standard IH, and has 

taken measures to improve the conditions in which it is given. But the system 

remains inequitable. 

5. There is a wide gap between the best and the worst schools at both primary and 
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secondary levels. A child attending a "low performing" school will haý, e a 

poorer chance of doing well than one who attends a more successful school. 

6. There has in the past been under- investment in certain sectors - and in 

particular in some private secondary schools and the University. There are 

deficiencies in the infrastructure of many schools. Many teaching aids are not 

generally available; some school libraries are inadequate; there is an 

insufficiency of health and other support services. 

7. Steps have been taken to decentralise the system. Parents and Teachers 

Associations' have been encouraged and helped. Teachers' centres have been 

established. But the system is still insufficiently decentralised. In the 

administration of the schools, too many decisions are taken centrally. This 

makes for an inflexible system. 

8. The system has not caught up with the changing needs of the economy. Thus 

there is an insufficiency of science and technical teaching in schools. There 

are major gaps in continuing education designed to update knowledge and 

skills. 

9. The system is especially restricted at the tertiary level. Enrolment in higher 

education, while having increased substantially during the past quinquennium, 

is far less proportionately than in other countries at a similar level of 

development. A high proportion of young people goes abroad for their post- 

secondary studies. The lack of an adequate academic base at undergraduate 



and post-graduate levels weakens the country's capacity for research and other 

forms of response to the changing economic, social and technological 

environment. 

Table 1: Spending on Private Tuition by Expenditure Class (1986-87) 

Expenditure Proportion of Class Total spending 

Less than 750 0.1 

750-1499 0.3 

1500-2999 0.6 

3000-4999 0.8 

5000-8999 0.9 

9000+ 0.6 

Source: Central Statistical Office, 1987 

The present structure of the school system is shown in Chart 1. The progress of 

pupils through the system is shown in Chart 2, based on promotion and retention 

rates in 1990. This shows that out of every 1000 children entering the system, 

971 reach standard VI, 734 pass the CPE, (this includes first and second sitting), 

445 reach Form V, 276 pass the School Certificate and 75 pass the Higher School 

Certificate. The Chart does not cover tertiary education, because of the lack of 

detailed information on Mauritians studying abroad. But enrollment in 

undergraduate and graduate studies in Mauritius is equivalent to less than one per 

cent of those who pass through the system. 
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Chart 1: Structure of the School System 

Source: Master Planfor Education (2000) 
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Chart 2: Flow of hypothetical cohort entering Standard 1 in 1991 

Std 1 

(99.7) 

Std 111 

(99.8) 

Std 1111 

(99.6) 

Std IV 

(99.2) 

Std V 

(98.8) 

Std VI 

Form 1 

(89.5) 

Form Id 

(88.4) 

Form Ell 

(86.6) 

Form IV 

(61.7) 

Form V 

(24.1) 

From VI (L) 

(84.9) 

Form VI (U) 

(according to the present system of education) 

1000 

997 

995 

991 

734 passes CPE 

276 passes SC 

1 127 75 passes HSC 

Note: The figures in brackets represent the promotion rates used 

Source: Master Plan for Education (2000) 
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1.3 Primary Education 

Primary education in Mauritius is free and around 98% of children complete the 

full six years (Standard I to Standard VI) from age five to eleven. Most children 

attend State schools, although there are schools that are operated by the Roman 

Catholic Education Authority and the Hindu Education Authority with the aid of 

the Government. In 1994 there were 279 primary schools that were located across 

all the districts. In 1994 a total of 5,483 teachers in these schools served a total of 

123,167 pupils making an average pupil - teacher ratio of 32 across the Republic 

of Mauritius as a whole. 

Table 2 gives the projection for pupil numbers in primary schools in Mauritius 

until the year 2002. These statistics clearly show that the size of the primary - age 

population is falling steadily. 

Table 3 gives a number of input, process and output indicators relevant to the 

current quality of primary education in Mauritius. What the figures show is the 

low pupil - teacher ratio, widespread provision of books and audio-visual learning 

aids and the existence of Parent Teachers Associations in every school. 
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Table 2: Projection of Primary Pupils by Std under the Present System (1"1 

2002) 

YEAR STD STD STD STD STD STD STD TOTAL 

I H Hi IV V VI VI R 

1991 18081 18430 19015 20179 21708 22517 11308 131238 

1992 17919 18027 18393 18939 20018 21447 11191 125934 

1993 18782 17865 17991 18319 18787 19777 10659 122180 

1994 19961 18726 17830 17919 18173 18562 9829 121000 

1995 20266 19901 18688 17758 17775 17954 9225 121567 

1886 19483 20205 19861 18613 17616 17562 8923 122263 

1997 18446 19425 20165 19782 18465 17405 8728 122416 

1998 17683 18391 19386 20084 19624 18243 8650 122061 

1999 17268 17630 18354 19308 19923 19388 9067 120938 

2000 16928 17216 17595 18280 19154 19684 9636 118493 

2001 16346 16877 17182 17524 18134 18924 8738 113770 

2002 15787 16297 16843 17113 17384 17917 9405 110746 

Source: Maste r Plan Impleme ntation Review Workshop April 1994 
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Table 3- Primary School Indicators (1994) 

Input 

No. of schools 279 

No. of classrooms 4405 

No. of sections 3773 

No. of pupils 123 167 

No. of pupils per section 33 

Percentage of schools having: 

- library and reading room 67 

- radio cassettes 99 

- television sets 97 

- video cassette player 97 

Provision of free text books to pupils (%) 100 

No. of library books 131 130 

Books per pupil 1.1 

No. of teachers 5483 

Pupil/teacher ratio 32 

PTAs in schools (%) 100 

Process 

Promotion rate (%) - Std V 99.9 

Drop out rate (%) - Std V 0.1 

Repetition rate (%) - Std VI 26.5 

Pupil's rate of absenteeism (%) 10.0 
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Teachers'leave of absence (%) 4.0 

Working days 180.0 

Output/Enrolment rate 108.0 

PTA's Contributory share (RS Mn) 4.7 

Govt. Primary Schools 2.9 

Aided Primary Schools 1.8 

Certificate of Primary Education (CPE) 

English 68.1 

French 76.8 

Mathematics 71.7 

EVS 69.4 

Overall CPE pass rate (%) 61.2 

Source: Master Plan review conference 1995 

1.4 The Certificate of Primary Education 

The Certificate of Primary Education (CPE) examination is a national 

examination that is organised and conducted by the Mauritius Examinations 

Syndicate. It was established in 1980, in replacement of the Primary School 

Leaving Certificate and the Junior Scholarship Examination which were 

considered to be traumatic since 10/11 year old children were required to sit for 

these two examinations within a period of one month. The CPE has two major 

functions. Firstly, it certificates and selects those pupils who will proceed to 

secondary schools, and secondly it ranks the top 2500 girls and top 2500 boys to 

determine who will be admitted to the schools for which there is greatest demand 

and determines which pupils will go to which school. 
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Despite the infrastructure being well resourced, the Government is very concerned 

with the failure rate in CPE and, in some schools, high levels of both pupil and 

teacher absenteeism. 

Some of the other weaknesses identified in the system are as follows: 

1. The schools, and especially the higher standards, are excessively geared to 

success in the CPE. Thus, many of the functions which the schools should 

perform take - second place, and there is frequently a tendency for non- 

examinable subjects to be squeezed out of the curriculum. There is strong 

pressure on pupils - especially in standards V and VI - to take private tuition. 

2. There is a wide gap between the highest and lowest achieving schools in terms 

of success in the CPE. Thus in 1990,52 schools had pass rates in the CPE of 

70% or more, while 15 schools had pass rates of less than 30%. There is a 

"hard core" of schools which normally obtain poor results. 

3. The CPE itself selects children for entry into secondary schools and allocates 

them between the more and less popular colleges. But it is an inadequate 

indication of the child's abilities. 

4. The curriculum is excessively rigid, and makes insufficient allowance for 

children of different abilities. 
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5. The combination of automatic promotion with a lack of remedial assistance for 

slow learners means that children who fall behind are likely to remain behind. 

6. There are deficiencies in the provision of support services, teaching aids and 

equipment. Standards of maintenance are generally unsatisfactory. There is 

no programme for the regular maintenance and repairs of school buildings, 

furniture and equipment; thus repairs and maintenance are frequently delayed. 

7. There has in the past been insufficient provision for in-service training for 

teachers. 

Source: Master Plan for Education (2000) 

At the present time, automatic promotion from one Standard to another masks a 

significant level of failure which becomes apparent at the end of primary 

schooling when the CPE examination is taken. In 1998 the overall percentage 

pass rate was 67.0% (comprising with 71.2% pass rate in English, 79.2% in 

French, 74.1 % in Mathematics and 70.9% in Environmental Studies). Around 

twenty-seven per cent of pupils repeat Standard VI in order to try and improve on 

their results. Chart 2 sets out the pattern of drop outs at each stage of the school 

system. 

20 



Table 4- Certificate of Primary Education Results 

(1994 - 1998) (School Candidates only) 

YEAR 1994 1995 1996 1997 1998 

No examined 29535 27733 25629 25230 24804 

No passed 18075 18110 16736 16450 16622 

% Passes 61.2 65.3 65.3 65.2 67.0 

Source: Examinations Statistics, 1998 

These variations reflect differences in both the socio-econornic characteristics and 

the ethnic balance of the population in different areas, and the concentration of so- 

called 'five-star' schools with the best results in the urban areas where there is a 

higher concentration of educated and aspiring parents. Significantly, this situation 

of marked differences in the success rates of different schools is self-perpetuating 

as parents seek out ways of gaining entry for their children in 'five star' schools. 

This pressure has led to some schools initiating selection mechanisms for entry to 

Standard 1. Furthermore there are significant regional variations in the success 

rate, from 45.5% in Black River to 71.6% in Plaines Wilhems in 1998 (Table 5). 
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Table 5: Analysis at CPE, District-wise for 1987,1996 - 1998 

District 1987 1996 1997 1998 % difference of 
1998 over 1987 

Port Louis 58.1 63.4 63.9 62.3 +4.2 

Pamplemousses 42.4 57.5 59.3 58.0 + 15.6 

Riviere du Rempart 43.6 61.0 63.0 62.5 + 18.9 

Flacq 45.0 63.4 64.9 65.5 +20.5 

Grand Port 51.5 67.5 63.4 62.2 +10.7 

Savanne 50.0 68.3 65.3 68.9 +18.9 

Black River 32.2 47.5 46.5 45.5 + 13.3 

Plaines Wilherns 64.2 73.5 72.8 71.6 + 7.4 

Moka 49.0 61.6 65.8 66.2 + 17.2 - 

Rodrigues 34.3 56.0 50.8 57.4 +23.1 

Source: Examinations Statistics, 1998 

1.5 Master Plan for Education (2000) 

In the light of the weaknesses in the CPE system, a "Master Plan for Education" 

was drawn up by the Government of Mauritius and the document was published 

in 1990. This Plan, which followed on from the 1984 White Paper on Education, 

provided a comprehensive and explicit set of goals for education in Mauritius and 

these were as follows: 



0 An agreed standard of basic education for every child. The principal means 

of doing so was the nine-year schooling system. 

0 Improvement of the quality of education at all levels. This implied 

accelerated in-service training of teachers, the establishment of minimum 

standards of infrastructure, and the adoption of appropriate assessment and 

examination systems. 

0 Reduction of inequalities in the educational system by improving standards in 

low-achieving schools. 

0 Development of the different abilities and aptitudes of those passing through 

the system to the fullest practicable extent. 

9 Promotion of the most effective use of resources by the management and 

structure of the educational system. 

Among the particular objectives that the Masterplan highlighted for primary 

education which are of particular relevance to this research are: 

* encouragement of a more relevant and flexible curriculum to meet the 

different needs of different children. 

the identification of Essential Learning Competencies (ELCs) and Desirable 
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Learning Competencies (DLCs) to ensure that such different needs are met. 

0 the broadening of the curriculum beyond CPE requirements, including the 

provision of co-curricular activities. 

0 the redesign of the CPE examinations such that 'pass' represents the 

achievement of the ELCs identified for Standard VI and includes a measure of 

teacher assessment. 

0 improving the qualifications and professionalism of the teaching force. It was 

envisaged that particular curricular and assessment strategies would help to 

meet such goals. 

0 Under the CARE (Continuous Assessment and Remedial Education) project, 

children progress was regularly assessed. There was a special assessment at 

Standard Ell. Some of those who fell seriously behind followed an 'extended 

stream' and were given four years to complete CPE instead of three. 

Alternatively they were allowed to repeat Standard Ell, or were given remedial 

help in the normal stream. 

0 Schools were helped and encouraged to adapt the curriculum to suit slow 

learners and high-flyers. 

0 The CPE was revised. It identified those children who had reached minimum 
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standards, and took account of the child's school performance. 

0 Special help was given to those schools which normally obtained poor results 

in the CPE. The size of remedial classes was restricted to 30. Teachers were 

trained in remedial work. The inspectorate were given special support to 

these schools. 

0 In-service training courses were planned for all primary school teachers. 

Every teacher had the right to regular re-training in the course of his or her 

career. 

The aim of primary education, therefore, was to contribute towards the 

development of the intellectual and psycho-physical abilities of pupils so that, 

independently of social origin and sex, they had the possibility to develop into an 

integrated personality. All these are some of the ideas which were pi-evalent in 

the 70s and 80s (Jasman, 1987). 

The plan also made a commitment that all children have at least nine years of 

schooling. Those who passed the CPE went on to secondary school, as at present. 

Children who failed the CPE twice attended a three-year course at a basic 

secondary school. The basic secondary schools were envisaged as having two 

functions. Firstly to ensure that as many children as possible reached the 

standards of essential basic education and secondly to provide their pupils \ý ith a 

grounding in practical skills and knowledge. At the end of bwsic secondary 

school, pupils received Certificates of Competence. 
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The introduction of nine-year schooling had a significant bear-ine, on the design of ot 

an assessment scheme by reducing some of the pressures on the CPE. Not only 

did it relieve the pressure on some primary school children and lessen the need for 

private tuition, it was also a first step in releasing the primary schools from the 

worst effects of the CPE stranglehold. 

The Master Plan provided the broad rationale that lay behind the desire to 

implement provision for Continuous Assessment in primary schools. The aim 

was to provide a system of continuous assessment that will: 

0 complement the functions of the well -establ i shed examination structure-, 

0 enable achievements to be assessed that cannot be evidenced in conventional, 

unseen, written examinations such as oral skills, problem-solving or practical 

skills, so reducing the undesirable emphasis on rote-learning of specific t: ) 

content to which the current system leads; 

0 provide for the inclusion of information concerning personal and social skills 

and achievements which relate to the broader goals of education as set out in 

the Master Plan; 

0 reduce the currently high levels of failure at CPE and by implication, at earlier 

stages of the primary cycle by providing for diagnosis of individual learning 
0 

difficulties and hence for appropriate remedial action to be taken bv teachers. 
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To introduce and successfully implement Continuous Assessment, teachers had to 

familiarise themselves not only with the purposes of assessment but also with how 

to conduct this kind of task and what to assess. 

This study will be interesting in the sense that it will give an indication of what 

teachers are already aware of in terms of assessment activities. 

The data which were collected by interviewing/observing a number of classroom 

teachers might clarify these issues. 

1.6 Teacher Education 

Teacher Education is undertaken by the Mauritius Institute of Education, which is 

the national body responsible for planning and administering programmes of 

teacher education at all levels. The MEE has its origin in the training of secondary 

school teachers, but it has diversified into the primary field since 1983. It 

collaborates with the Mahatma Gandhi Institute in the running of courses for 

teachers of Asian Languages, with the University in the mounting of a Bachelor of 

Education Course, and with the inspectorate of the Ministry of Education, in the 

running of primary school teacher training programmes. 

Formal teacher education starts with the primary school sector. It comprises a 

two-year full-time pre-service course leading to a Teacher's Certificate in 

Education. Initiated in the 1940s, this programme was the onlý one aNallable in 

the primary sector up to 1990. The programmes of long term in-, ervice education Cý 
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in operation to-day are mainly meant for secondary school teachers so as to 

improve their academic and professional qualifications. 

which have been established since 1975, are: 

(i) a two year part-time Teacher's Certificate in Education; 

(ii) a three year part-time Teacher's Diploma in Education; 

These programmes. 

(iii) a two year part-time Post Graduate Certificate in Education (PGCE). 

In 1989, a three-year part-time Bachelor of Education Programme was launched. 

In addition to these formal award courses, there is also a system of short-term in- 

service education programmes generally for orientation purposes. Courses in 

Educational Administration are also organised for heads of schools who are 

expected to become better managers of educational institutions. It will be 

interesting to find out whether trained teachers have the skills to assess the 

primary pupils. 

The Master Plan for Education (2000) identified four main objectives in the 

pursuit of a qualified and appropriately-trained, professional teaching force. 

These were to: 

1. improve the skills, efficiency and knowledge of teachers in academic and 

professional areas; 

2. produce trained teachers in sufficient numbers to meet the requirements of 

schools at all levels within the education system, 

3. encourage professional growth as well as professionalism: 
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4. consolidate the infrastructure for teacher education. 

The number of teachers served by MEE on the different courses has increased 

from 626 in 1990 to 2564 in 1994 (Table 6). The Table also shows the growth in 

the in-service PGCE course and in the Advanced Certificate for practicing 

teachers to upgrade their skills. 

Thus as Table 7 shows, the Government of Mauritius has made steady progress in 

raising the level of qualifications of its teaching force such that presently 5V/c of 

primary teachers have extra qualifications and only 22% of secondary teachers can 

be categorised as unqualified. 

However, there are still significant problems to be overcome. These include 

release of teachers from school to attend courses at MIE, teaching using distance 

education materials and the need for an ongoing process of quality assurance for 

all programmes. The need for staff development is now pressing, as changing 

educational priorities require new knowledge and teaching techniques to be 

incorporate into courses. 
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Table 6: Enrolment by Type of Course at Mauritius Institute of Education 

(1990 - 1994) 

YEAR 1990 1991 1992 1993 1994 

Post Graduate Certificate in Education 102 98 134 133 119 

Bachelor of Education - 55 55 - - 

Teacher's Diploma 103 68 110 205 194 

Teacher's Certificate (Secondary) - 181 173 83 83 

Advanced Certificate in Education for 

Deputy Head Teacher - 41 36 122 135 

Teacher's Certificate (Primary) 321 673 647 1454 347 

General Purpose - 566 545 1230 320 

Asian Language 107 102 224 27 

Advanced Cert. in Ed. for teachers: 

Total - 669 339 664 1470 

General Purpose - 618 299 624 1246 

Asian Language - 51 40 40 224 

Physical Education - - - - 36 

Retraining Course (MGI) 17 12 - 

Proficiency Course in P/Education 41 30 - 

Teacher's Cert. Course (Pre-primary) 19 - 91 

Certificate in Ed. Administration 23 - - - 89 

Total 626 1827 1494 2661 2564 

Source: MIE, 1994 
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Table 7: Key Monitoring Indicators (1991-1994) 

Improving Quality and Efficiency 1991 1992 1993 1994 

Actual Est. Actual Est. 

% of Qualified Primary Teachers 35 35 35 58 

Reduce % of Secondary Teachers 

Categorised as 'C' 46 30 40 22 

Source: MIE, 1994 

One area that has been of persistent concern during the last decade, and one that is 

closely tied to the subject of this research, is the need to train teachers in 

continuous assessment and remedial education. A programme of Continuous 

Assessment and Remedial Education (CARE) was envisaged in the Master Plan 

following the recommendations of earlier consultancies (see, for example, Irving, 

1989). It was envisaged that suitable teachers would be given a one-year training 

course and then work with small classes of slow learners with a view to 

improving these pupils' level of achievement. 

1.7 Textbooks and Teacher Manuals 

All textbooks are prescribed by the Ministry of Education. For each subject, a 

teacher's manual is provided which determines the learning objectives for each 

unit. The teacher is obliged to follow these guidelines and ends up with little 

flexibility to implement innovations (Master Plan for Education, 2000). 

In practice, however, the reality is different On the one hand, inspectors 

31 



continuously check for the accurate application of the official guidelines while 

teachers, on the other hand, strive to keep their professional autonomy by 

following sometimes, either traditional methods of assessment or by trying 

innovations as they believe them more effective for their pupils' progress. 

As far as assessment is concerned, the new books embody, at the end of each unit, 

exercises and tasks which pupils have to work on during the teaching session and 

which the teachers have to supervise and provide individual assistance to pupils. 

All the previous comments are closely connected with the study, since textbooks 

and teacher manuals are the basic tools of everyday instruction and therefore 

affect classroom assessments. The assimilation of textbook ideas and objectives 

is in the final analysis the task of assessment. It is of importance, therefore, to see 

their impact on: teachers' assessment attitudes, practices, remedial measures, 

recording and reporting approaches and consequently their impact on children. 

To what extent do teachers comply to the manual instructions? Does it lead to 

teaching uniformity? Do teachers apply traditional or progressive assessment 

types? The findings of this study could give some indicative answers to these 

questions. 

A reference to the textbooks and teacher manual, teachers' socio-economic 

background and training, is also made since it was assumed that these are 

important factors that could influence teachers' beliefs and assessment practices. 
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In order to understand why classroom assessment operates the way it does, one 

has to consider all these factors which construct the context of the enterprise. 

This context is also considered for the interpretation of the present study's data. 

How far teachers apply the official policies is another interesting issue for this 

study. 

1.8 Teaching and Recruitment of Teachers 

One goal of the Master Plan was to raise the level of commitment of the teaching 

force, to widen the range of its skills and improve its adaptability so as to meet the 

demands of the economic and social development. 

In 1994, in the island of Mauritius, there were 5292 primary teachers. About 80% 

of primary teachers were employed in Government Primary Schools and the rest 

in aided and non-aided private schools. 

Teachers for Government primary schools are recruited by the Public Service 

Commission and are civil servants. The Roman Catholic Education Authority 

selects its own teachers, though teachers in these schools are paid and trained by 

the Government. Salaries and conditions of service are broadly similar across all 

primary schools. Some aspects of teachers' conditions of work are of considerable 

potential significance both to the specific issue of the introduction of Continuous 

Assessment and to the more general concern to raise the overall quality of 

teaching in schools. 
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(a) Headteachers 

One important issue is the role of heaciteachers. Traditionally headship has been 

achieved largely on the basis of seniority in the final few years of an individual's 

career. Thus headteachers are often not motivated to introduce change. Until 

recently they have also not received training for their leadership role, though this 

is now being addressed by a training programme being monitored by the 

International Institute for Educational Planning in Paris. 

(b) Deputy Headteachers 

A second, related problem concerns the role of the deputy headteacher for whom 

there is no particular area of responsibility currently designated and who have 

again, traditionally been promoted on the basis of seniority. Although the Master 

Plan envisaged that both heaciteachers and deputy headteachers would be 

recruited on the basis of 'commitment, competence and sense of responsibility' 

and be trained in the management of schools, this has yet to be implemented. 

(c) Staffing Policies 

A third issue concerns the practice of posting. Teachers in Government schools 

are appointed by the Ministry to individual schools and are transferred regularly. 

Teachers can find themselves working in a school which may involve a bus 

journey of over an hour. Headteachers are posted by the Ministry and can be 

moved to inconvenient locations at short notice. They have no control over the 

appointment or removal of particular teachers in their schools and so have little 

scope for building up a strong school ethos or collaborative working between 

teachers. Headteachers and deputy headteachers have traditionally been appointed 
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largely on the basis of seniority such that many only reach this position shortly 

before retirement. 

These arrangements for the employment and posting of teachers are likely to 

prove a significant barrier to improving the quality of teaching provision in 

schools since they reduce the possibility for headteachers to exert strong 

leadership in their schools. Equally they are likely to reduce teachers' sense of 

commitment to a particular school and their willingness to invest time and energy 

in its development. The recent successful experience of the 'Project schools', in 

which it has been policy not to move key staff, testifies to the Ministry of 

Education's recognition of the desirability of greater stability in school staffing if 

initiatives aimed at raising the overall quality of classroom provision are to be 

successful. The implementation of any new approach to the making of teacher 

appointments is likely to prove difficult, however, since the teacher unions are 

opposed to a reduction in a classroom teacher's right to move schools on a regular 

basis. They are also opposed to moves away from the use of the criteria of 

seniority in headteacher and inspector appointments. 

The teaching force is increasingly well-trained but substantial difficulties remain 

to be overcome in the creation of a professional cadre with the skills and attitudes 

necessary to provide all the children of Mauritius with an education that is 

appropriate to both their needs and those of a changing economy and social 

structure. The education system continues to serve well the intellectual elite for 

whom it was originally designed. The legacy of extreme competition and a 

narrow academic focus which is the result of this tradition is not now felt to be 
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appropriate for the more comprehensive levels of success that Mauritius now 

seeks for its population. 

It is with a view to achieving this goal that the Government of Mauritius 

introduced a more broadly-based curriculum during the course of primary school; 

more comprehensive certification at the end of primary school and a measure of 

Continuous Assessment to encourage teachers to respond appropriately to pupils 

with different learning needs. In order to maximise the chances of success in this 

respect, it is useful to consider some of the lessons to be learned from previous 

attempts to introduce Continuous Assessment in Mauritius, as well as those that 

can be learned from the experience of other countries which have sought to 

introduce similar changes. 

1.9 History of Continuous Assessment in Mauritius 

The need to review the system of examination was felt by the educationists and 

policy makers since the publication of the Mauritius White Paper (1984) on 

education. The White Paper emphasized the need for regular assessment of 

literacy and numeracy throughout the child's school life so as to provide for 

remedial treatment for those children who fall behind in their studies. The Master 

Plan for Education (2000) again highlighted the role of Continuous Assessment in 

appraising the whole child and recognizing it as a complement of the Certificate 

of Primary Education. Accordingly, the general structure of the educational 

system was modified so that a system of regular and comprehensive assessment 

was introduced into the primary schools. Under the Continuous Assessment and 

Remedial Education (CARE) project, children who were falling seriously behind 

36 



were identified. In the light of an assessment at Standard E[L such children were., 

with the agreements of their parents, directed towards an 'extended system' which 

provided four years of schooling leading to the CPE, instead of the normal three 

years. Some children were encouraged to repeat, or received special remedial 

assistance in the normal stream. 

The Blue-Print of Nine Year Schooling (1992) brought out by the Ministry of 

Education and Science, had more forcefully stressed the role of Continuous 

Assessment to develop a parallel system of Assessment in schools to prepare 

pupils for the CPE examination to be based on leaming competencies already 

worked out by the Mauritius Examinations Syndicate for Standards IV to VI. 

These competencies or attainment targets which are listed as Essential Leaming 

Competencies (ELCs) and Desirable Learning Competencies (DLCs) encompass 

both cognitive and non-cognitive development vis-a-vis assessment of the learner. 

The rationale behind the Nine Year Schooling, as far as Continuous Assessment 

was concerned, was to "design a new form of assessment which encouraged 

teachers to implement the defined instructional objective, to use a wide variety of 

teaching methods and to motivate pupils in the learning process. " 

Despite successive attempts to introduce Continuous Assessment since the early 

1980s, each successive initiative failed although a lot of planning and effort went 

into it. Thus, in 1989 there was a launching ceremony for the Continuous 

Assessment project based on a programme of action for its implementation. 

., 
the programme was extremely detailed and carefully planned, It failed Although 
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to make an impact on the Maurltian primary schools. 

Among the reasons why it was not successful were: 

1. Inadequate training in Continuous Assessment procedures. The briefing 

session to launch the project was definitely too short to enable teaching and 

administrative staff at the implementing end to have a firm grounding in the 

Continuous Assessment procedures; 

2. Movement of teachers in pilot schools; 

3. Failure to monitor the project - Some Standard I teachers were unwilling to 

trial out the scheme. Also a few inspectors were simply not in a position to 

monitor consistently because of their numerous constraints; 

4. Lack of uniformity in the assessment procedures; 

5. The recording of unreliable data; 

6. Absence of co-ordination among subject evaluators. 

Source: MIE, 1984 

Prior to the launching of the Continuous Assessment project, the Primary 

Curriculum Development Project, based at Mauritius Institute of Education 

published a detailed set of papers documenting how Continuous Assessment was 

introduced for each of the areas of the primary curriculum. The document gave 

the history of Continuous Assessment in Mauritius as going back to 1981 when 

the Ministry of Education set up a committee to consider the form in which pupils 

performance in the lower classes of primary schools can best be achieved. 

Baumgart and ODonoghue (1989), in "Improving the Quality of Education in 
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Primary and Secondary Schools: A Draft Plan to Improve the System of 
Assessment and Examinations in Mauritian Schools", placed considerable 

emphasis on strengthening teachers' professional skills in assessment and the 

introduction of a programme of diagnostic assessment and remedial education 

from Standard Ell upwards building on the existing Continuous Assessment 

Project. 

Vasishtha in "Reckoning of Continuous Assessment for CPE Examination: 

Theoretical Perspective" (1989) again stressed the point that "In the end the 

success of a system of Continuous Assessment depended on the teachers, their 

understanding, training, potential, honesty, unbiased attitudes and, above all, the 

'professionalism' they brought to the work of teach ing-learn ing and testing" 

Other reasons for failure can also be identified. A 1989 paper by the Government 

Teachers' Union identified a wide range of problems, notable among which were 

the time and resources in school to help teachers implement those new practices, a 

lack of appropriate external support; and a punitive, rather than collaborative 

approach from the external agencies that were available; hostility from parents 

fearing that higher-achieving children were being neglected; a lack of training to 

facilitate the implementation of 'CARE' in large classes and across subjects 

associated with a lack of detailed preparation and guidance; a lack of a sense of 

I ownership' of the scheme by teachers. 

Thus for the implementation of a Continuous Assessment scheme in Mauritius to 

be more than simply another way of collecting evidence concerning learning 
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outcomes, to be instead a means of helping teachers to respond more effectively to 

pupils' different learning needs, the scheme had to address first and foremost how 

to change the attitudes and traditions that lie behind current practices of teaching 

and assessment. In particular the management of change needed to be such that 

teachers acquire: 

0 an understanding of the ways in which assessment was used to support 

learning 

9a willingness to differentiate between individual pupil's learning needs in 

teaching provision 

0a willingness and ability to respond to these needs with appropriate 

curriculum interventions 

0a belief that the performance of over-achieving children can be enhanced with 

appropriate teaching. 

In many Mauritian primary schools, there is a tendency to assume that pupils from 

social ly-disadvantaged backgrounds will not achieve-either through their 

perceived innate lack of ability or because of a lack of parental support. However 

the experience of the 'Project Schools' made it clear that significant increases in 

performance levels can be achieved for children who may lack the advantage of a 

particular kind of home background. The policy intention to extend the Project 

School strategy to all primary schools in Mauritius, testifies to the recognition on 

the part of the Mauritian Government that standards of performance can be 

improved in all schools if the above criteria are fulfilled, such that teachers 

become committed to exploring the possible potential of new approaches to 
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teaching and learning. 

The experience of the project schools also made clear the need for: 

0 an external framework of expectations and support; 

0a whole - school approach to implementing change including strong 

leadership by the headteacher; 

0 appropriate professional development for teachers and headteachers; 

0 active involvement of parents; 

The lessons to be learned from the Project Schools' initiative in this respect are 

similar to that of many other similar initiatives and are borne out by international 

research evidence concerning the key ingredients of successful attempts to 

implement whole-school change. 

1.10 Lessons from other Countries 

Similar dimensions have been found elsewhere to characterise the management of 

change in assessment. In England, for example, the National Evaluation of Pilot 

Record of Achievement Schemes (Broadfoot, et al., (1988) found that the 

successful implementation of a broadly-based Continuous Assessment and 

recording scheme depended on: 

a sense of ownership on the part of the whole school -teachers, parents, 

pupils, Governors and the local community in general; 
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0 4penetration' of the initiative into every aspect of school-life-, 

0 training for teachers and pupils, as well as awareness - raising for parents and 

the local community; 

0 the perceived credibility of the initiative with potential users of the 

information; 

0 the perceived commitment of external bodies - especially the Government to 

the importance and success of the initiative; 

0 the provision of necessary resources in terms of teacher-time and materials; 

1.11 Recent Assessment Developments 

Having achieved the first goal of universal education at primary, secondary and 

tertiary levels, it was the felt need of successive governments to improve the 

quality of education to ensure that all the children irrespective of social, regional 

and economic background are given quality education and helped to develop their 

abilities and the basic life skills and competencies necessary to function in the 

present society. 

And it is in this context that two major assessment projects namely, the 

introduction of Essential and Desirable Learning Competencies and the 

Continuous and Comprehensive Evaluation Scheme, were introduced by the MES 

in 1992. 

1.11.1 Introduction of Essential/Desirable Learning Competencies 

Essential Learning Competencies (ELCs) and Desirable Learning Competencies 

Ih five objectives in mind, In particular to: (DLCs) were introduced in 1992 wt 
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0 identify the basic skills and learning competencies needed by children to 

become literate functional citizens; 

0 provide direction for curriculum developers to develop competency - based 

instructional materials; 

0 provide broad guidelines to teachers to adapt teaching learning strategies to 

the learning competencies; 

0 redesign the examination papers in terms of the leaming competencies; 

0 provide a basis for certifying pupils' achievement. 

(a) Pedagogical Basis 

While it was necessary and desirable to get the majority of pupils to pass the CPE 

examination, one major pedagogical concern was to improve the performance of 

pupils to bring them all up to a reasonable attainment level-to make them literate 

and numerate. 

By setting clearer and step-by -step attainment targets (expressed in terms of 

Essential and Desirable Learning Competencies), there was an inbuilt mechanism 

for more effective teaching. There was also a clearer sense of direction in the day- 

to-day teaching, so that teachers might know step-by-step what they were 

expected to achieve and could discover/diagnose at what step a child was facing 

difficulties. 

(b) Definitions of Essential and Desirable Learning Competencies 

Essential Learning Competencies (ELCs) represent the levels of learning in a 
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particular subject comprising such basic knowledge, understanding, skills, 

abilities, interests, attitudes and values which are considered minimum but 

essential for all pupils to acquire at the end of a particular standard or stage. They 

are regarded as attainment targets below which leaming is not sustainable. In 

other words, they are the 'minimum vitall. 

However, because children do not all have the same potential and while it was 

necessary to bring all children up to the agreed-upon essential level of learning, 

children with higher abilities had to be catered for and attainment levels were 

pitched higher to meet their learning needs. Therefore, higher order competencies 

involving more complex mental processes and/or learning content were laid down 

and termed Desirable Learning Competencies (DLCs). The ELCs are a must for 

all pupils while the DLCs are optional though desirable, for every one to exercise 

his/her higher mental faculties and can thus be used to discriminate amongst high 

flyers. 

It will be interesting to find out which competencies are being assessed. Also, are 

the pupils with higher abilities catered for? And what do teachers do when there 

are pupils of higher and lower abilities in their class? 

(c) Methodology used to Formulate Learning Competencies 

The first step in the project was to analyse the present syllabuses and question 

papers and to study the international literature on competency-based teaching and 

testing. The analysis showed that different models had been used in different 

countries. Basic skills testing programmes are used in Australia, where the skills 
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tested include two aspects of literacy (Reading and Language) and three aspects of 

Mathematics (Number, Measurement and Space) and where the scores represent 

growth along a continuum. In some Australian states, profiles have been 

developed within subject areas and each component is further divided into levels 

of competence representing standards of performance. 

England and Hong Kong have specified "Attainment Targets" with criteria set at a 

number of different levels rather than pass/fail at only one level. The USA have 

minimum Competency Testing and India developed the Minimum Levels of 

learning. 

The MES chose a taxonomic model which stated learning objectives in terms of: 

Knowledge, Understanding and Application for content subjects and Knowledge, 

Comprehension, Expression (which included Application) in the case of 

Languages. 

The second step was to break down each subject into its major skills and the 

competencies implied in Language subjects or content areas and the 

corresponding competencies. Thus learning competencies were laid down for 

each subject examined at CPE level, giving due importance to certain skills 

presently neglected and overlooked which are yet essential components of the 

subject, e. g. the oral skills in Languages and the psychornotor skills in 

Environmental Studies. Consideration had not only been given for some of the 

non-cognitive elements like attitudes, values that are important for the 

development of competencies in individual subjects but also for the healthN, 
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growth and integration of the child in society. 

The third step was the categorisation of the Learning Competencies into the two 

groups: Essential and Desirable. Essential Learning Competencies constitute the 

levels of achievement to be developed in all children at the end of the primary 

stage while Desirable Learning Competencies set the attainment levels for 

children with a higher ability. 

(d) Strategy for Formulating Learning Competencies 

To develop the lists of Learning Competencies, the MES adopted a participative 

strategy. Subject working groups comprising curriculum developers, chief 

examiners, inspectors, headteachers, deputy headteachers, practicing teachers and 

research officers were constituted to work out the Learning Competencies in each 

subject. A Steering Committee was also set up to monitor the progress of the 

panels. 

(e) Criteria 

The following criteria were applied to judge whether a Leaming Competency 

formulated was acceptable for inclusion in the list. 

1. It had to be sustainable in the sense that it represented achievement which can 

sustain learning from one unit to the other and from one standard to the next, 

so that pupils can derive benefit from instruction for further learning. 

It had to be communicable which meant that the levels of learning stated form 
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a common basis for the teachers, evaluators, inspectors and administrators. 

3. Attempts were made to: (1) provide learning continuity in each topic and 

sequence in such a way that clusters of competencies of a unit were built upon 

the clusters of competencies of the preceding unit and (ii) develop a continuum 

of learning competencies as far as possible across standards 4 to 6 besides the 

learning continuum established within each standard. 

4. The criterion of functionality was used. It meant that teachers were capable of 

developing those competencies in teaching. Learning Competencies were 

stated at a proper level of generality, neither too global to be measurable nor so 

atornistic as to be unwieldy. 

5. Unless a learning competency was measurable/testable, it was not to be listed. 

A learning competency had to provide a well defined goal, where a statement 

in terms of specific learning outcome was necessary, to make it testable. 

6. Achievability was the final criterion which meant that under the given 

conditions all learning competencies were attainable. They were in accordance 

with the cognitive development and the maturity levels of pupils. 

(f) Why the hierarchical presentation? 

All the competencies were presented in a hierarchical way both across standards 

and more importantly within each standard. The reason was that learning, 

objectives had an intrinsic hierarchy which was reflected in both content and 
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competencies, as a result of which we had a hierarchy of competencies and a 

hierarchy of content. 

Knowledge p, Understanding bý P- Application 

Logically we cannot expect a child to multiply until he/she understands the 

principle of addition; likewise we cannot expect him/her to write a sentence 

correctly in a particular language until he/she has mastered certain syntactical and 

grammatical structures of the language and has the required vocabulary. This 

hierarchical nature of the competencies listed had a direct implication for 

teaching: given their hierarchical nature, a competency cannot be taught unless the 

preceding one had been acquired. Teachers, therefore, had to make sure - not 

necessarily through formal tests - that the pupils had acquired the prerequisite 

competency before they taught the next one. 

With the introduction of Essential Learning Competencies (ELCs) and Desirable 

Learning Competencies (DLCs), the design of the CPE question papers had 

undergone a change. For each subject, the papers are in two parts. Part A of the 

paper, which carries 60% of the marks contains mostly questions testing 

knowledge and understanding objectives, while part B of the paper, which carries 

40% of the marks, has questions testing understanding and application objectives. 

There is a distinction between ELCs and DLCs and this is deliberately made to 

reflect the second function of the CPE which is that of selection for secondary 

schools. In 1994 there were 120 secondary schools in Mauritius catering for 

87,177 pupils. Of these, 23 were Government schools and 97 Private schools. Of 
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these schools, the Government and the 'Confessional' schools are much sought 

after compared with private schools in which the quality of accommodation and 

the level of teacher qualifications are generally less good. Even within the 

Government and 'Confessional' schools, however, there is an explicit hierarchy 

so that, the long established Government schools such as Queen Elizabeth College 

for girls and the Royal Colleges for boys along with Loreto Convents of Port 

Louis and Quatre Bornes within the 'Confessional' schools are generally 

recognized as the top schools, with every other Government and 'Confessional' 

school being ranked below these. 

1.11.2 Introduction of Continuous and Comprehensive Evaluation Scheme 

(CCE) 

In Mauritius, as in many other countries, there is a widespread consensus among 

educationists that it is desirable to have a measure of continuous assessment in the 

later stages of primary schooling. The main reasons were put forward in the key 

Government policy document issued in 1990. It argued that the present system 

was dominated by one end of cycle external examinations. This had a backwash 

effect on the curriculum. Moreover, the examination concentrated on examinable 

subjects to the detriment of co-curricular activities. 

This study will present findings on whether pupils are still being assessed on 

examinable subjects or not. 

Problematic features in primary schools included excessive 'cramming' by pupils 

as a result of pressure to do well in the terminal examination. This pressure was 
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exacerbated by the secondary school entrance ranking system which resulted, 

effectively, in a uni-dimensional hierarchy of school status. Other consequences 

included unwelcome constraints on the breadth of the primary school curriculum-, 

an unhelpful emphasis on learning by rote and a lack of positive information 

about their achievements for those leaving school at the end of the primary stage. 

Since the early 1980s, the idea of introducing a measure of continuous assessment 

had thus been in the air to help reduce the significance of the final examination, 

identify the pupils in need of remedial help in order to achieve a pass and to 

encourage a more broadly-based curriculum. 

The Scheme of Continuous and Comprehensive Evaluation (CCE) as it is called 

in Mauritius, was officially launched in 1992. The scheme was confined to 

continuous assessment in the four core subjects - English, French, Mathematics 

and Environmental Studies. 

The scheme, which was implemented in 1992, had both informal and formal 

components. The informal component included continuous evaluation of pupils 

in the classroom in the course of teaching, while the formal component included 

periodic tests, term examinations and also the annual examinations in which 

marking was done and records of marks were kept in a systematic manner. The 

evaluation scheme had elements of both formative and summative evaluation with 

the formative aspect being more prominent. 

With the implementation of CCE, how familiar are classroom teachers in primary 
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schools with the conduct of assessment? Do they know why assessment is 

undertaken? What do they assess? The findings of this study could give some 

indicative answers to these questions. Also, it will be interesting to explore to 

what extent the recent reforms are being implemented and evaluated in the 

classrooms. The researcher's field notes from observing the classrooms and the 

assessment co-ordinator, discussions with the teachers and the responses from the 

semi-structured interviews might offer provide some answers to these ssues. 

1.12 Overview 

This chapter briefly described the context within which the Mauritian education 

system operates, its framework and the social context. A reference was made to 

the main reforms which were implemented in 1992. The aims and the operation 

of the education system was also considered. 

Although the school system has many positive achievements, like universal 

provision of primary education, free schools at all levels, total revision of the 

primary curriculum to take account of changing needs and current pedagogical 

practice and freely available textbooks, the system (according to the Master Plan 

for Education, 2000) faced important problems. In the light of the weaknesses, 

the system was revised to provide a comprehensive and explicit set of goals for 

education. The aim was to contribute towards the development of the intellectual 

and psycho-social abilities of pupils. It will be interesting for this study to find 

out if these abilities are taught and assessed and how. 

A reference to the textbooks and teacher manual, teachers' socioeconomic 
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background and training was also made, since it was assumed that these were 

important factors that can influence teachers' beliefs and assessment practices. 

In order to understand why classroom assessment operated the way it operated, 

one has to consider all these factors which construct the context of the enterprise. 

The context is also considered for the interpretation of the present study's data. 

How far teachers apply the official policies is another interesting issue for this 

study. 

Overall, the review of the Mauritian education system indicates that the purposes 

of the recent reforms is summative as well as formative. Hence, it is interesting to 

see the implications of all these in classroom assessment operation given the 

summative and formative orientations of the context. 

The most important change is the introduction of the Essential and Desirable 

Learning Competencies and the scheme of Continuous and Comprehensive 

Evaluation. 

Some interesting points emerge from the education changes such as first, the 

importance of assessment as a continuing process, placing the onus on internal 

classroom affairs, i. e. on teachers' judgments built up from information gathered 

during classroom observations and regarding pupils' backgrounds. In addition, 

teachers have to concentrate on curriculum objectives and finally to take the 

appropriate remedial measures to aid pupils' learning and to inform parents. 
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All the above issues are related to the present study because they form the social 

and operational context within which this piece of research is carried out. and the 

data of this study are to be interpreted with reference to this context. 

But before delving into the details of the study, it is necessary to review the 

pertinent background information, since such information will aid in planning this 

thesis in its proper and wider context. 
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Chapter Two: Review of Literature 

2.1 Introduction 

All research work should take into account previous work in the same area 

(Merriam, 1984). Ignoring prior research and theory chances pursuing a trivial 

problem, duplicating a study already done, or repeating others' mistakes. The goal 

of research - contributing to the knowledge base of the field - may then never be 

realized. The value of any single study is derived as much from how it fits with 

and expands on previous work as from the study's intrinsic properties. 

There are several functions of a literature review. It interprets and synthesizes 

what has already been researched and published in the area of interest. It presents 

the state of the art with regard to a certain topic. Besides providing a foundation 

for the problem to be investigated, the literature review can demonstrate how the 

present study advances, refines, or revises what is already known. Finally the 

literature review can help in the formulation of the problem, in the selection of 

methodology, and in the interpretation of research results. 

The literature review for this study is very much UK - oriented. There are two 

particular reasons for this. Firstly, the researcher is very familiar with the UK's 

material on educational assessment. Secondly, the Mauritian educational system 

is very similar to that of the UK system. A review and an understanding of the 

UK's educational assessment will, therefore, help the reader understand the 

findings of what goes on in the classes of Mauritian primary schools. 

Conducting the literature review for this study meant searching for literature on 
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the relevant topic/theme for review. The next step was to check bibliographies. 

indexes, and abstracts that reference specific aspects of the topic. This was done 

with the help of the computer, resulting in the work being done with speed and a 

breadth of coverage not possible manually. Once a set of references and abstracts 

were collected, selection as to which full-length resources to be obtained and 

which resources to include in the review, was made on the basis of the following 

criteria: 

0 Is the author of the source an authority on the topic - one who has done the 

empirical work in the area or one who has offered seminal theory upon which 

subsequent research and writing has been based? 

0 When was the article or book or report written? As a rule, the most recent 

work in the area was included in the review. 

0 What exactly was written about or tested? 

What was the quality of the source? A thoughtful analysis, a well-designed 

study, or an original way of viewing the topic was taken to be a significant 

piece of literature. 

After the selection of the resources, the next step in the process was to evaluate 

each piece of literature so that the end product is not only a critical review of the 

literature, listing or describing what has been written or researched but is also a 

narrative essay that integrates, synthesizes, and critiques the important thinking 



and research on a particular topic (Merriam & Simpson, 1984). 

In this literature review, the areas surveyed are those that are relevant to the main 

research questions addressed in this study. This is why the literature survey is 

organised into five main sections dealing with purposes of assessment, assessment 

practice, contents of assessment, teachers' response and finally, quality and 

improvement of assessments. 

Section 2.2 reviews evidence on several assessment purposes that are closely 

related to the main interest of the study, i. e. the potentials of classroom 

assessment to assist teaching and learning. Firstly, a brief reference to the general 

assessment purposes is made. Secondly, the basic purposes of assessment aims in 

the classroom are explored. The importance of communication and diagnosis of 

children's strengths and weaknesses as a fundamental purpose of classroom 

assessment are also explored. The section also examines the most important 

purpose that classroom assessment has the potential to accomplish, i. e. fostering 

of children's motivation. Finally, the undesirable side-effects of assessment are 

looked at. 

Section 2.3 deals with classroom assessment in practice. It aims to point out how 

complex the assessment process is, to outline current practice and difficulties of 

implementation, and to assist the interpretation of the study's findings. The 

section also examines the standards to which teachers refer in order to interpret 

the assessment evidence. 
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Section 2.4 examines the content of assessments, i. e. which qualities do teachers 

look for in their pupils? What sort of goals are considered as most appropriate? 

Are pupils and teachers clearly aware of the objectives that are pursued during a 

given teaching session? 

Section 2.5 reviews the nature and forms of teachers' response to pupils' efforts, 

performance, or behaviour, which could be verbal or non-verbal, positive or 

negative, specific or general. 

2.2 Why Assess Pupils in the Classrooms? 

2.2.1 Introduction 

'How important is assessment in the classroomsT is a major question and is 

examined in the light of the research evidence concerning the intended purposes 

that assessment serves in the classroom. 

Classroom assessment is a process of a formative nature aiming to assist 

teaching/learning. Teachers are always involved in diagnostic and formative 

assessment. This is mainly pursued through the realisation of purposes such as 

diagnosis, provision of feedback, mastery, remediation, motivation, 

communication and so forth. This section reviews evidence on the formative 

function of classroom assessment: the purposes it serves to assist learning, 

undesirable side-effects when assessment is not used properly and teachers' 

awareness of its potential. A review of the evidence in this section will enrich the 

reader's understanding about the variety of classroom assessment purposes and 

unintended side-effects, point out the importance of classroom assessment and the 
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necessity for teachers to be clearly aware of the purpose they pursue each time and 

also aid the interpretation of the study's findings. 

2.2.2 General Purposes of Assessment 

The term 'classroom assessment' is used to express all the processes for collecting 

information, making interpretations and decisions based on the information on a 

daily basis in the classroom for the improvement of teaching and learning 

(Airasian, 1996). Since, one of the interest of this study is classroom assessment 

and the purposes it serves, this section very briefly refers to the general purposes 

of assessment. 

A reading of the extensive literature reveals the variety and the complexity of the 

aims served by assessment. Among others, it aims to assess pupils' progress-, 

maintain educational standards; provide feedback to teachers and pupils; evaluate 

teachers, teaching methods and schools; evaluate curricula and the effectiveness 

of the whole education system; offer certification and finally select pupils. 

Several studies (Broadfoot & Osborn, 1987; Lee, 1989; Satterly, 1989; Broadfoot 

et al., 199 1) point out that assessment affects teaching/learning by aiding 

curriculum, communication and accountability. According to Broadfoot (1987), 

assessment aims to aid three parties: (i) pupils - diagnosis of progress, strengths 

and weaknesses - guidance curricular and vocational motivation - from a sense of 

achievement, (ii) teachers - decisions about what needs to be taught; feedback on 

how effective teaching has been; feedback on class performance in comparison 

with other teachers and schools and (iii) consumers - fair selection and allocation 

58 



of opportunity (the meritocracy); feedback about the quality of a particular 

institution, monitoring of national standards; curriculum standardisation and 

control. 

McArdle (1989) argues that prediction, selection and grading are the general 

purposes of assessment at school, although particular purposes are more 

applicable to some situation and types of schools than others. Assessment 

produces certificates of competence at a particular level. These certificates open 

the doors for placement in subsequent levels or careers (Broadfoot, 1979a, 1984; 

Satterly, 1989). The selection function of assessment, manifesting itself as a 

social phenomenon has also been widely investigated (Broadfoot, 1984; Sutton, 

1985; Gipps, 1990; Rowntree, 1991). 

Assessment aims at allocating pupils to different levels of schooling. This is an 

issue which is prevalent around the world (Lee, 1989; Satterly, 1989; Airasian, 

1996). 

Assessment is often used to exert control on those who are assessed, either overtly 

or covertly. The social dimension of the issue has been revealed by such studies 

as Broadfoot, 1979,1984,1990 and Gipps, 1990. According to Broadfoot (1990), 

assessment provides a vehicle for control of individual aspirations and frustration 

through the legitimation of apparently objective educational jugdments and also of 

the message producing system itself through the broader control functions 

embodied in procedures for teacher institutional assessment and accountability. 
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Harlen (1990) shows the evaluative function of assessment when information 

about the performance of groups of children is used in making judgements about 

educational provision at the class, school, authority and national levels. 

Those who are making the educational policies are interested in whether standards 

are being maintained or are in decline; whether they are comparable across 

examination boards and also whether they are implemented in the same way 

nationally (Sutton, 1985; Satterly, 1989; Brown, 1991; Rowntree, 1991). The 

performance of pupils may be compared with that of other members of their class 

or school of the same year-level nationally (Gipps, 1990). Since this is based on 

standards (criteria) for the achievement of the learning objectives, it helps in 

maintaining those standards (Jones & Bray, 1986). 

There are extensive research which deals with the issue of public accountability 

and assessment. This is based on the assumption that an educational institution 

must increasingly be able to show that it is achieving the aims that it has set for 

itself and the ones expected of it by society (Broadfoot, 1979,1987a, 1990; 

Sutton, 1985; Broadfoot & Osborn, 1987; Satterly, 1989; Filer, 1993). 

Having briefly reviewed some of the general purposes of assessment in the 

classrooms, what follows examines in more detail those purposes that aim to help 

teaching and learning, the main interest of this study. 
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2.2.3 Classroom Assessment 

It is very clear that the general aim of classroom assessment as mentioned 

previously is to form, i. e. to change teaching and learning in a positive way. It is 

worth exploring this formative function, which provides the actual context of 

classroom assessment. 

Because of the negative impacts of traditional examinations, there have been 

developments to try to pin-point those features of the assessment process which 

are likely to have a positive impact on learning, particularly focusing on the 

provision of short-term goals and feedback on progress to pupils (Murphy & 

Torrance, 1988). The Task Group on Assessment and Testing (DES, 1987) 

stressed the potentially positive benefits of this type of assessment which are to 

promote children's learning as a principal aim of schools. Assessment lies at the 

heart of this process. It can provide a framework in which educational objectives 

may be set, and pupils' progress charted and expressed. It can yield a basis for 

planning the next educational steps in response to children's needs. By facilitating 

dialogue between teachers, it can enhance professional skills and help the school 

as a whole to strengthen learning across the curriculum and throughout its age 

range (TGAT, 1987, para 3). 

It also goes on to underline the needs to be incorporated systematically at all 

levels, that is the assessment process itself should not determine what is to be 

taught and learned. It should be the servant, not the master, of the curriculum. 

Yet it should not simply be a bolt - on addition at the end. Rather, it should be an 

61 



integral part of the educational process, continually providing both "feedback" and 

"feedforward". It therefore needs to be incorporated systematically into teaching 

practices at all levels (TGAT, 1987, para 4). 

Classroom assessment has been increasingly assumed to be synonymous with 

teacher assessment. Assessment approaches where the emphasis is on using 

assessment as a means to encourage learning are generally termed formative. 

Assessment can only be formative when it is part of a process in which there is 

opportunity to respond to it (Broadfoot, 1987). It is argued that assessment 

techniques are more likely to encourage formative assessment, namely: graded 

tests (Pennycuick & Murphy, 1988; Gipps, 1990); graduated and staged 

assessments; negotiated assessments; pupil self-assessment and also peer 

assessment. These approaches require the active collaborative involvement of 

pupils and have potential for formative impact. The difference between formative 

and summative assessments and the purposes each serves are clearly stated by 

Broadfoot (1979). According to her, formative assessment places the emphasis on 

continuous process of diagnosis, remediation, feedback and mastery while 

summative assessment refers to assessment at a particular point, curriculum stage 

or age, not necessarily to all pupils and the emphasis is on providing reliable and 

acceptable information on what has been achieved as the basis for choosing who 

should be allowed which opportunities where these must be rationed. Sadler 

( 1989) notes that formative assessment is concerned with how judgements about 

the quality of pupil responses (performances, pieces of work) can be used to shape 

and improve the pupil's competence by short circulting the randomness and 

inefficiency of trial and error learning. He goes on to underline the distinction 
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from summative assessment which is concerned with summing up or summarising 

the achievement status of a pupil and is geared towards reporting at the end of a 

course of study especially for purposes of certification. It is essentially passive 

and does not normally have immediate impact on learning. The primary 

distinction between formative and summative assessment relates to purpose and 

effect, not to timing. 

For the purpose of compiling their extensive literature review on formative 

assessment, Black and Wiliam (1998) defined formative assessment as 

64 encompassing all those activities undertaken by teachers, and/ or by students, 

which provide information to be used as feedback to modify the teaching and 

learning activities in which they are engaged". An important word choice in this 

definition is 'activities', suggesting that teacher and student skills and actions are 

key to this process. The inclusion of feedback information used to modify 

teaching and the development of learning activities, widens the perspective to 

include teaching and planning as well as assessment strategies. Thus formative 

assessment is integrated with teaching practice in an indissoluble way and can 

occur through a wide range of teaching strategies. 

Other researchers also have suggested that instructional assessment may include a 

wide range of integrated teacher activities. Nitko (1996) labels the range of 

activities involved in teaching as 'managing instruction'. Included here are 

teacher activities such as planning, monitoring instructional activities, placing 

students into learning sequences, monitoring student progress, diagnosing 

learning difficulties, feedback and finally, assigning grades. Some of these 
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activities are directed towards summative assessment. 

In the last decade, new forms of assessment for both summative and formative 

purposes have represented a burgeoning new field of research and academic 

interest. However, processes and practices involved in formative assessment have 

proved difficult to pin down. Formative assessment is, first of all, difficult to 

observe (Torrance, 1993). The recent review by Black and Wiliam surveys the 

research on formative assessment theory. It also examined the claims of the 

effectiveness of formative assessment. Their analyses of research on the efficacy 

of formative assessment included results from a wide range of 'real life' learning 

situations in schools, as well as from highly-controlled research contexts and 

structured programmes. The review suggested elements of teacher practice to be 

essential to formative assessment. They identified three conclusions about 

formative assessment which are that: 

0 Formative assessment is not well understood by teachers and is weak in 

practice. 

0 The context of national or local requirements for certification and 

accountability will exert a powerful influence on its practice. 

0 Its implementation calls for rather deep changes both in teachers' perceptions 

of their own role in relation to their students and in their classroom practices 

(Black & Wiliam, 1998). 

The Black & Wiliam review researched key topics developed from an analysis of 

two earlier reviews by Natriello (1987) and later, Crooks (1988). Natriello 

surveyed a wide range of assessment topics including direction and motivation; 
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two terms related to formative assessment. Natriello analysed the issues "within a 

framework of the assessment cycle, which starts from purposes, then moves to the 

setting of the tasks, criteria and standards, then through appraising performance 

and providing feedback and outcomes. " Here again, formative assessment 

included teacher activities relating to planning from purposes and criteria, as well 

as teacher discourse relating to teaching through feedback. Crooks looked at both 

formative and summative assessment and their impact on student learning. He 

suggested that the surnmative function had been dominant for too long and more 

emphasis should be directed to assessment that assists learning. The importance 

of feedback in learning was also highlighted. 

Torrance and Pryor (1998) catergorised two distinct approaches to formative 

assessment arising from teachers' differing views of leaming, either behavioural 

relating to externally devised objectives such as curriculum or socially- 

constructed learning derived from negotiated meanings and intentions. Each form 

of formative assessment is in some way characterised by differing notions of 

learning goals. Convergent assessment implied finding out if the child knows, or 

can do a particular skill. Planning to precise plans and particular objectives and 

curriculum goals may direct both the methods used to assess and the forms of 

discourse between the student and the teacher. Tick-sheets, tests and "can-do" are 

relevant. Talk between students and the teacher fell mainly into the Initiation (by 

the teacher), Response (by the student) and Follow up (by teacher) or the IRF 

form (Coulthard & Sinclair, 1975). The teacher's feedback may most often be 

characterised by correction or evaluation of the learner's responses. Divergent 

assessment, by contrast, shifts the emphasis from the agenda and goals controlled 
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by the teacher to a more student-focused perspective directed by learning. It is 

very evident that planning and formulating learning goals are complex parts of 

formative assessment. Planning may be informed by curriculum, but for planning 

to be an effective part of formative practice, it must also attend to goals which 

have emerged from the discourse and experiences in the classroom. Such 

information must feed forward to planning, where the teacher makes adaptive 

changes to their planning and subsequent instruction. The teacher's 

understanding of what contributes to learning is therefore influential in the 

planning of instruction and forms of assessment integrated with planning. 

One of the most important differences between formative and surnmative 

assessment is that during the former, the teacher can give feedback to pupils about 

how well they are doing. Summative assessment, on the contrary, cannot provide 

immediate feedback because the results are known too late and information is not 

available to the pupils about the strengths or weaknesses of their work. 

A formative emphasis may suggest a need for frequent and regular assessments on 

each topic as it is completed, rather than one comprehensive assessment at the end 

of the term or year, so that processes as well as outcomes may be observed and 

evaluated (Lee, 1989). As with the process-product distinction, there is no clear 

difference between formative and summative assessments. But in distinguishing 

process-product and formative-summative assessments, there is an important 

conclusion (Shipman, 1983). Assessing when a section of work is over, cannot 

help pupil or teacher to do things better at the time. It is often necessary to 

produce evidence on what has been achieved. But it is always necessarv to feed 
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information back to children as they learn, to adapt teaching methods and to 

develop curricula as circumstances change. 

Assessment is usually approached as an attempt to quantify outputs, to measure 

the measurable. The output is prespecified and success or failure is gauged 

according to whether the targets have been attained. But in primary schooling in 

particular, there is an alternative view of learning which stresses the intrinsic 

value of activities, the personal growth that occurs and the role of the children in 

determining the direction of events (Shipman, 1983). Learning is not 

programmed in advance but is open-ended. Assessment cannot be planned to 

gauge predictable outcomes. The most important consequence of placing the 

formative assessment in the learning process is to shorten the time between 

learning and the feedback of information about performance. Most assessment is 

terminal and takes place so long after the learning that it cannot provide 

information to help the teacher or child on the next step nor motivate either 

(Shipman, 1983). 

Black (1986) examined the evolution of formative assessment from the 1960s in 

British Schools. According to him, although education had moved towards a 

4progressive' notion of continuous assessment, what it meant was continual 

examination for reporting. Because of this, Black and Dockrell (1980) report that 

in most cases where they saw continuous assessment taking place, feedback was 

in the form of a general attainment grade giving no real information about specific 

strengths and weaknesses. 
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According to Lee (1989), classroom assessment tends to be seen by teachers as 

having a more formative function, with the emphasis on monitoring pupik' 

progress, as individuals and as groups; it can be linked more closely with the 

particular topics and skills which pupils are working on-, it can provide more 

immediate feedback to teachers enabling them to monitor pupils' strengths and 

weaknesses and plan further work. Harlen et al (1992) report that teachers who 

successfully use formative assessment are looking out for progress towards 

immediate goals and are aware of underlying ideas and skills which are required 

for success. They bring together several observations of the pupils' performance 

and find patterns which help them to uncover shaky foundations for exploring 

understandings which involve the pupil and avoid discouragement. 

Lincoln & Guba (1981) suggest that formative assessment is concerned with 

6 refinement and improvement'. This is clarified by Qualter (1988) who views 

formative assessment as a procedure which provides information on achievements 

of individual pupils that will assist in the planning of the pupils' future work. It 

requires the use of as wide a range of assessment practices as possible. The basis 

for the development of such tasks is the description of clearly defined attainment 

targets. Formative assessment has typical features such as the emphasis on the 

positive, focusing upon what the children are able to do, what they know or 

understand. It provides the teacher with information which influences future 

learning and provides real feedback to the pupils. It often involves the children in 

discussion about their experience and understanding and contributes to their 

taking more responsibility for their own learning (Conner et al., 199 1). 
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Torrance (1993) points out that formative assessment derives from either a 

'behaviourist' or a 'constructivist' perspective, which are very different in their 

views of how learning takes place, but which could involve similar practices and 

procedures. 

Popham (1978,1987) described formative assessment as an essentially 

behaviourist activity in the mastery learning approach. This view is also shared 

by others (Carroll, 1963; Bloom, 1974,1976). Predetermined goals and teaching 

towards them rather specifically, making sure that teachers and pupils alike know 

what behaviour is required of them, i. e. what counts as achieving the objective. 

The 'graded assessment' model seems to be based on such a theoretical 

perspective, namely, short-term goals, clear assessment objectives, and detailed 

feedback to pupils on their achievements and what they must do to improve 

(Pennycuick & Murphy, 1988; Gipps, 1990). However, this approach has been 

criticised as being too mechanistic and of specifying of the criteria in too much 

detail (Brown, 1988,1991; Torrance, 1993). 

The other theoretical view derives from the social constructivist perspective in 

cognitive psychology. Here the teacher-pupil interactions go beyond the 

provision of test results and the provision of additional instruction to include a 

role for the teacher in assisting the pupil to comprehend and engage with new 

ideas and problems (Torrance, 1993). What is important to identify is not just 

what pupils have achieved but what they might achieve, what they are now ready 

to achieve with the help of an adult (Vygotsky, 1986). Hence learning should be 

IinL, I scaffolded' (Bruner, 1985) by pupils being set appropriate task-s and be' 
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provided with appropriate support, with the purpose and focus of assessment 

being to indicate what is that pupils could achieve next. This approach looks 

forward rather than backwards and conceives teacher-pupil interaction as part of 

the assessment process itself. One of the implications of such an approach would 

be that the teacher/tester and pupil collaborate actively to produce a best 

performance (Wood, 1987). 

Recent developments of teacher assessment in infant classes in the UK indicate 

that it tends to become over-formalised because of misunderstandings over its 

nature and purpose. Such a trend means that teachers are assuming the task of 

formative teacher assessment to be at best a rather mechanistic (Torrance, 1993) 

and behaviouristic one in the graded test tradition, at worst that they take the task 

of teacher assessment to be essentially summative. 

Having reviewed the general assessment purposes, the focus is on the classroom 

to explore particular assessment purposes that assist in the teaching/leaming 

process. 

2.2.4 Classroom Assessment Purposes 

Classroom assessment can be used, not only in summative ways to record pupil 

attainment after courses of work have been completed but also in formative ways 

to provide support for pupils'learning (Pollard et al., 1994). 

Glaser (1990) stresses that assessments serve different educational purpose. s. He 

suggests that it is necessary to consider what kind of infon-nation teachers and 
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policy makers require and what the results of an assessment actually indicate. He 

wonders if the results will be used for pupil diagnosis and points teachers to 

appropriate teaching tactics. For recognising assessment as essential to the 

educational process it is implied that the information gathered is usable and is 

indeed used in making day to day classroom decisions. These decisions may be 

about the 'appropriate next steps' or about 'appropriate remedial help and 

guidance' (DES/WO, 1988). 

According to Bachor & Anderson (1994), teachers in British Columbia and 

Canada consider that the main reasons for doing assessment are: to monitor 

pupils in relation to curricular location; to inform teaching-, to inform parents, and 

to inform individual pupils of their position in relation to the goals of schooling. 

Teachers had a major thrust to have pupils consciously aware of their own 

learning to identify and articulate goals for their own learning, to devise ways of 

determining achievement and to implement these plans. These teachers were 

moving towards pupil self-assessment. 

2.2.5 Formal Assessment for Diagnosis 

Primary class teachers are likely to spend some time every day assessing children 

diagnostically, in order to gather information which will help them to understand 

a child's learning difficulties and this leads most probably to some form of 

remedial programme (Galton et al., 1980; Satterly, 1989; Shipman, 1983; Glenis. 

1989). Diagnostic assessment is often practised by teachers when they try to 

discover the improvement a child is making, I 
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Assessment has a diagnostic function within the currIculum. This Is so because it 

informs the teacher about: what each child has learned; children's strengths and 

weaknesses; and how far teaching has attained its aims (Broadfoot & Osbom. 

1987; FEU, 1988). It also indicates needed changes and reforms of curricula or 

perhaps may even endorse the current ones. 

Not only do teachers try to diagnose children's leaming; i. e. academic needs, but 

also social or emotional ones in the classroom (Braodfoot, 1979-, Satterly, 1989, 

Wilson, 1989; Thomas, 1990). They try to identify these needs to understand 

their cause and provide remedial action (Airasian, 1996). 

Diagnostic tests enable teachers to gain detailed information on the particular 

points of difficulty for each pupil, information which is necessary if there is to be 

improvement of performance. In such tests, the responses selected by pupils from 

a number of options can indicate that a certain concept or process has or has not 

been grasped. The subsequent action is to select and offer alternative learning 

experiences to remedy the difficulties diagnosed. Black (1986) summarises 

several points which distinguished the Scottish Diagnostic Assessment model 

from the American mastery learning approach. 

According to Black & Dockrell (1984), diagnostic assessment is valuable for 

promoting teachers 9 success and preventing pupils' failures. They describe It as "a 

torm of assessment designed primarily to help pupils to learn and teachers to 

teach". 
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The significance of assessment in diagnosing children's strengths and weaknesses 

and also to identify individuals who are in need of special help. the so-called 

4screening' process is also highlighted by Gipps (1990). 

Shipman (1983) explains in a simple way the diagnostic and predictive role of 

assessment, when a teacher is wondering 'what do my pupils need to know and be 

able to do at the end of their course, that at present they don't know or cannot 

do? ". The necessity for diagnosis of the individual's progress and needs, as well 

as of the curriculum and pedagogic concerns, is also stressed by Black and 

Broadfoot (1982). They argue that diagnostic assessment can give the pupil 

information on the areas of work not mastered (Black & Broadfoot, 1982). 

According to them, the potential of diagnostic assessment is to increase pupil 

attainment, develop motivation and consequently change pupil attitudes to school. 

The French approach to using diagnostic assessment is very interesting. Since 

1989, all pupils in the third year of primary schooling are subject to diagnostic 

assessment in French and Mathematics in order to provide teachers with a detailed 

picture of the strengths and weaknesses of individual pupil so that the teachers can 

respond differently to each pupil's needs (Broadfoot, 1994). 

Diagnostic assessment may not adequately identify the causes of failure or success 

(Satterly, 1989; Simpson, 1988-, Brown, 1991) but it can alert teachers to 

children's strengths and weaknesses and enable teachers to bring their personal 

judgment to bear. 
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The diagnostic assessment discussed so far refers by and large to rather 'formal' 

approaches of collecting diagnostic information usual]Y through paper and pencil 

techniques. However, much of this sort of assessment occurs in the classroom on 

an informal basis, as the next section explains. 

2.2.6 Informal Assessment for Diagnosis 

Informal diagnostic assessment will most often manifest itself in the daily 

operation of a classroom. As Deno (1972) puts it: "To teach is to be judging 

every moment of every interaction with the child". Frith & MacIntosh (1984) 

suggest that specific action can be taken as a result of such diagnosis and it is 

more likely that any such remedial activity will be quick. This is an important 

distinction between informal and formal diagnostic assessment since the latter 

provides less opportunities to the teacher for a fast response. 

Informal diagnostic assessment approach, as Black and Broadfoot (1982) note, is 

basically the approach followed by the 'good' teacher as she walks around the 

room discussing points of difficulty with individual pupils. It is the approach 

which provides the teacher with the feedback on which to base the most 

appropriate learning activity. 

Although informal assessment is widely used, little attention has been paid to this 

mode of assessment. As Black & Broadfoot (1982) remark: "despite its clear 

potential, it is only recently that a start has been made to provide resources which 

will help teachers to apply it more systematically in the normal classroom". One 

possible reason for the seeming lack of attention given by research to the issue of 
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informal diagnostic assessment is the difficulty in obtaining accurate and 

meaningful information on how the process operates (McArdle, 1989). 

2.2.7 Assessment for Motivation 

In the past few years, many studies have identified motivation for learning as a 

significant function of classroom assessment (Broadfoot, 1979,1984, Harris & 

Bell, 1986; Jones & Bray, 1986; Crooks, 1988; Satterly, 1989; Gipps. 1990: 

Rowntree, 1991; Airasian, 1996). This section examines some of the various 

aspects and practices of assessment in the classroom that increase and decrease 

learning motivation. 

To motivate learning, learning objectives must be realistic and attainable so that 

the pupils feel that they have chances to achieve them (Broadfoot, 1979; Airasian, 

1996). An awareness by the pupils that their views or opinions are being taken 

into account should enhance their morale involvement and thus their motivation 

about their learning as well (Broadfoot, 1979). According to Crooks (1988), if 

pupils can be encouraged to think positively about their learning and to see their 

progress in relation to their own previous achievement rather than merely in 

relation to that of others, they may come to have a better self-esteem since that 

progress can be recognised by both pupil and teacher. Such reinforcement of 

success rather than failure should lead to increased motivation (Broadfoot, 1979; 

Crooks, 1988). 

In order to enhance pupils' self-concept and learning motivation, the Records of 

Achievements' (RoA) Schemes were introduced in England and Wales 
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(Broadfoot, 1979; 1987a; Gipps, 1990). Another approach is known as 'graded' 

assessments (Gipps, 1990). 

From a social point of view, Pollard (1990) notes that motivation in the classroom 

is not simply to do with stimulating the children's interests, for such a strategy is 

totally decontextualised. It is also about establishing a social atmosphere in which 

pupils know that their efforts will be valued and judged fairly. Moreover, it 

concerns setting tasks and providing activities which relate positively to 

children's social relationships, their expectations and their cultural understandings 

(Filer, 1993) about work tasks. If this is not done, the work given is likely to be 

regarded as unfair and the children's motivation will be reduced. A task should 

thus be socially as well as cognitively appropriate (Pollard, 1990). 

2.2.8 Assessment for Competence 

One of the alternative approaches which has been developed to foster learning 

motivation with the help of classroom assessment is 'mastery learning'. 

Carroll (1963) first elaborated the concept of 'mastery learning'. Bloom (1976) 

summarizes 'mastery learning' as "what any person in the world can learn, almost 

all persons can learn if provided with appropriate prior and current conditions of 

learning". The essential characteristics of mastery learning are that the 

appropriate method of presentation has to be carefully worked out to meet the 

abilities and needs of a child; as much time as is necessary must be provided for 

the child to achieve a predetermined level of mastery. There are several studies 

which deal with the concept of 'mastery learning' (Bloom, 1976-, Child, 197T 
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Broadfoot, 1982; Black, 1986; Harris & Bell, 1986). 

2.2.9 Assessment for Communication and Control 

Assessment has a communication function which informs the pupils of their 

achievement level in a range of activities (Broadfoot, 1987). Reports can 

encourage learning if they provide information with clarity about the strengths and 

weaknesses of the child's performance or work, accompanied with a positive 

comment (Stewart & White, 1976). 

Parents have also a right to know what goes on in the schools their children 

attend. The content of children's reports is mainly academic but sometimes, 

particularly in primary school, it also includes non-academic information, for 

instance, on children's effort, behaviour, participation, cooperation and interest in 

class (Broadfoot, 1986; Rowntree, 1991; Airasian, 1996). 

Classrooms are social settings which are complex and where people interact with 

one another in a number of ways. An often ignored purpose of classroom 

assessment is to establish and maintain the social balance of the classroom. For 

classrooms to become positive learning environments, order and discipline must 

be present (Airasian, 1996). 

2.2.10 Negative Effects of Assessment 

So far, what has been discussed is the potential of classroom assessment in 

assisting the teaching and learning processes. There are, however. certain 

negative effects that might be due to various reasons, such as workload. lack of 
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assessment training, size or quality of class, lack of time etc. 

Gipps (1992a) argues that the model which the National Assessment structure in 
England and Wales is based on is in tension. She goes on to say that the same 

assessment cannot be used for formative and evaluative purposes since these 

require different timing, different involvement of the teacher, and different use of 

results. 

Brown, (1991) argues that the requirements of the TGAT model in England and 

Wales lie at the roots of the problems being experienced by teachers, schools and 

development agencies in their attempts to implement it. 

Several studies note the conflict between the roles of the teachers and assessors. 

There is a deterioration of relationship between teacher and pupils when the 

teacher undertakes the assessment role (Gronlund, 1978; Harlen & Qualter, 199 1). 

There is evidence that sometimes assessments have negative affective impacts on 

pupils. Ebel (1979) points out that often marks are used as a means of reward, or 

sanctions, so that sometimes marking becomes very unfair. Glaser (197 1) writes 

that where there is assessment, there is failure too. The negative effects of 

assessment include anxiety, feelings of helplessness and lack of confidence 

(Harris & Bell, 1986; Howe, 1987; Satterly, 1989). 

In every classroom, there are pupils who, by comparing their performance with 

other pupils, realise that they are not likely to be successful in terms of external 
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examination performance, hence a major source of motivation is ineffective. As 

Broadfoot (1979) points out, the source of the problem lies in the fundamental 

alienation of low achievers from a classroom experience which provides them 

only with a continually reinforced feeling of failure. Involving both pupils and 

teachers in assessment can help to overcome these alienative influences. Such 

mutual evaluation recognises the dual responsibility of both teacher and pupil in 

the leaming process. 

All assessment practices are potentially capable of raising levels of anxiety 

(Satterly, 1989). However, this is not necessarily a bad thing (Child, 1986), but it 

depends upon the level of difficulty of the task being assessed for the learner. 

When pupils know that they are being assessed they may change their behaviour 

(Rowntree, 199 1). 

Several studies (Rowntree, 1977; Broadfoot, 1979; Airasian, 1996) have revealed 

the prejudicial aspects of assessment and it is pointed out that often teachers are in 

danger of applying unfair assessments on their pupils even before they meet them, 

by predicting their capabilities based on the evidence they have gathered from 

other pupils of the same age whom they have taught in previous years. There are 

times when pupils are labelled as 'bright' or 'dull' and this leads these pupils to 

behave in accordance with these labels (Broadfoot, 1979, Shipman, 1983, 

Shorrocks et al., 1993; Airasian, 1996). This in turn often makes teachers 

underestimate those children's achievements. Some teachers seem unable to 

respond to success when they are expecting failure (Brophy & Good, 1974). 
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Teachers' assessments and achievement expectations may also be influenced by 

factors like children's successes in other fields, race or socio-economic 

background. Teachers are influenced by the so-called 'halo effect'. During 

assessment, children are also influenced by the social relationship between them 

and the assessor (Roth, 1974; Rowntree, 1977). 

2.2.11 Awareness of Assessments Potential 

Bearing in mind the evidence concerning the way in which classroom assessment 

practices work for good or ill in facilitating leaming, it becomes interesting to ask 

how far teachers are aware of assessment function and potential, and how far they 

are able to use it effectively to improve their teaching skills and pupils' leaming. 

Research stresses that teachers have to be clear about why they are assessing and 

then to find the most appropriate methods or styles to fulfill that purpose 

(Rowntree, 1977; Frith & Macintosh, 1984; Lee, 1989; Satterly, 1989). 

However, often classroom assessment is intuitive and many teachers are not 

professionally trained in assessment techniques and are unaware that this is 

taking place (Harlen & Qualter, 1991). Bottin (1991) reports similar findings 

from France. 

A major role identified for classroom assessment is that of monitoring learning 

and informing teaching decisions on a day to day basis. In this role, assessment is 

an integral part of the interactions between the teacher, pupil and learning 
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materials. Because of this relationship, Harlen and Qualter (1991) found that 

some teachers who practise formative assessment well, may not recognise that 

what they are doing includes assessing; they feel they need to add a special task as 

a formal check. This partly may be due to holding an image of assessment as a 

more formal activity, distinct from teaching. 

Considering the above, a crucial question emerges. How do teachers develop an 

awareness of tacit forms of assessment and enhance their effectiveness in the 

classroom? 

There are several reasons for teachers not being competent in assessment 

techniques. One factor could be inadequacy of training in assessment (Ward, 

1980; Newman & Stallings, 1982; Flemming & Chambers, 1983). The second 

factor could be that teachers focus on teaching activities rather than assessment 

(Airasian, 1996). They regard assessment as summative for certification, 

selection and accountability. Other reasons could be that teachers want to 

6 protect'their pupils (Pollard et al., 1994) from anxiety, discrimination, failure and 

other similar undesirable assessment side-effects. Another reason still could be 

teachers' assumption that assessment is the responsibility of Local Education 

Authorities or of policy makers. All these questions could be interesting topics 

for future research. 

2.2.12 Overview 

This section reviewed evidence on several assessment purposes that are closely 

related to the main interest of this study, i. e. the potentials of classroom 
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assessment to assist teaching and learning. First, a brief reference to the wider 

assessment purposes is made, that is: to evaluate pupils, teachers, curricula and 

resources; provide certificates; predict, control, maintain standards, to give grades, I:, 
to communicate, to serve accountability and for selection purposes. 

Second, the basic purposes that assessment aims in the classroom are explored. 

The formative nature of classroom assessment and its potential is discussed both 

from the behaviourist and from the constructivist perspective. 

Diagnosis of pupils' strengths and weaknesses; how well they have mastered the 

taught material; pupils' academic, social and emotional needs and of the 

instructions' difficulties are reported as a fundamental purpose of classroom 

assessment as well. Diagnostic information on learning or teaching difficulties 

can be used by teachers to: take remedial measures; provide alternative teachings 

and to allocate pupils to a particular level. 

Informal diagnostic assessment has similar purposes but because it is 

unsystematic, based mainly on mental recording, this approach has not been 

adequately investigated. Though diagnostic assessment seems to be very useful, 

however, it does not provide information about the cause of the difficulties or its 

predictive value. 

Perhaps the most important purpose that classroom assessment has the potential to 

accomplish is the fostering of pupils' motivation. Encouragement of pupils' 

effort, achievable targets, positive comments, clear feedback, considering non- 
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academic achievements, showing that pupils' works counts and allowing some 

degree of autonomy in learning, are some of the ways of enhancing motivation. 

Intrinsic and continuous motivation are reported to be helpful, though the role of 

the extrinsic motivation is questionable. Moreover, motivation is examined as a 

social outcome in the sense that it is strongly influenced by the leaming context 

and pupils' socioeconomic background. 

When the idea of differentiation is properly implemented, it can profoundly assist 

pupils' learning. It is reported as differentiation by task, i. e. different tasks 

according to individual abilities or by outcome, i. e. the same task for all but 

constructed in graded difficulty. A final purpose of mastery learning is also 

mentioned. 

The importance of communication with the pupils, parents, teachers and other 

interested parties of the assessment results is pointed out as a crucial assessment 

purpose. The often overlooked purpose of control in the classroom also is 

considered. 

The section on undesirable side-effects of assessment reveals how some 

assessments can result in dernotivating, frustrating and disappointing the pupils. 

Some alternate assessment approaches are presented, such as RoAs. 

Overall, this evidence confirms the complexity and the importance of assessment 

in the classroom, its potential to assist learning and hence the necessity for 

teachers to be aware of this potential and the effective practices available. These 
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two issues are of major interest for the present study. However, there is evidence 

that typically in most countries, teachers in infant and primary schools assess 

rather intuitively, amateurishly, unsysternatically and even unconsciously. 

The general impression acquired from the reviewed evidence is that first, not all 

assessment purposes are compatible and second, that policy makers shift their 

efforts towards alternative perspectives and approaches aiming mainly to assist 

teaching/learning. The trend is to 'humanise' the assessment (Broadfoot, 1986). 

According to the reviewed evidence, in order to improve learning motivation, 

classroom assessment approaches should involve differentiated tasks, clearly 

articulated criteria, challenging but attainable self-referenced goals, frequent 

collection of information on pupils' performance, assessments that will indicate 

pupils' efforts and performance and provide personal, encouraging and specific 

feedback. It seems that research on classroom assessment implementation will 

need to explicitly articulate which of the multiple purposes can be realised by 

which combinations of practices. 

In order to provide evidence about current assessment practices (a key question of 

this study), the next section examines how assessment is actualised on a daily 

basis in the classroom. 

2.3 Assessment Practices in the Classrooms 

2.3.1 Introduction 

This section deals with classroom assessment practices. It aims to point out how 
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complex the assessment process is; to outline current practice and difficulties of 

implementation; to assist the interpretation of the study's findings; and to aid 

interested parties to select the best option according to the purposes they seek. 

Assessment of children's learning, which is a complex process, can take place in a 

variety of ways across a continuum from informal, almost 'chance' classroom 

observations, through to formal, highly structured, standardised testing (Shipman, 

1983; Mitchell & Koshy, 1993; Airasian, 1996). 

2.3.2 Classroom Assessment Practices 

To many people, assessment is an all-embracing term which covers a range of 

meanings. According to Frith & Maclntosh (1984), assessment is, of course, a 

very comprehensive term and the compilers of the guide are only too well aware 

that they have by no means covered every aspect of the subject. They 

acknowledge the range of meanings and possible placing of emphasis within the 

term "assessment". To them assessment is a very comprehensive term. 

Stiggins, Conklin & Bridgeford (1986) define assessment as unquestionably, one 

of teachers' most complex and important tasks. We begin to comprehend the 

complexity of classroom assessment as we explore the range of teachers' decisions 

and the plethora of pupil characteristics they must consider in making those 

decisions. 

Morrison (1974) suggests that the study of assessment deals with a wide range of 

processes, events and skills which, on the surface, seem so diverse as to have little 
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in common. At the one extreme, there are formal examinations with academic 

achievement as prime concern and at the other there are the on-going events of the 

classroom, intrinsic to teaching, typically oral, and concerned with scholastic, 

social and managerial issues. 

Classroom assessment involves four phases and these are as follows: information 

collection, interpretation of information, teachers' response/ comments and finally 

the implications of teachers' response on the child. 

2.3.3 Information Collection 

In this phase, various means of collecting information are employed by teachers 

and schools and these approaches vary considerably (Murphy, 1987; Satterly, 

1989; Broadfoot et A, 199 1; McCallum et al., 1993). Individual teachers 

frequently adopt their own approaches according to their classroom situations 

(Murphy, 1987). 

There are a variety of assessment activities that take place in primary classrooms 

which include teacher - made written tests, check-lists, class or group discussions, 

oral questioning, informal observation of children's performance, interaction with 

the teacher or peers; marking or commenting on performance of various kinds and 

a variety of written exercises, such as worksheets, assignments, projects and tests. 

Research conducted in many countries reports that nearly all of these practices are 

universal (Morrison, 1974; Rowntree, 1977; Fennesy, 1982; Shipman, 1983, 

Gullickson, 1985; Stiggins & Bridgeford, 1985; Anderson, 1989: Satterly, 1989-, 

McCallum et al., 1993; Broadfoot et al., 1994). 
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In the USA, several researchers have come to the conclusion, from a number of 

studies in the schools, that teachers purposely go beyond test scores and are intent 

on using observation - based approaches to collect information for making 

decisions (Salmon-Cox, 198 1; Kellaghan et al., 1982; Dorr-Bremme & Herman, 

1986). 

In Canada, teachers use an array of procedures with observation being the most 

widely used (Bachor & Anderson, 1994). Other common assessment practices 

included collection and review of pupil work samples, tests, and pupil self- 

assessments. However, these approaches are not discrete, specific activities-, 

rather, they constitute broad categories of assessment practice and vary 

considerably in application from time to time, and from teacher to teacher. 

According to Stiggins (1985), the assessments that influence classroom leaming 

and pupils'acadernic and personal self - concept are those developed and used by 

teachers on a day to day basis. With experience, teachers come to trust their own 

observations and professional judgments regarding pupil achievement and rely on 

pupil behaviour and products as indices of growth and development. 

Teachers when talking of how they assess their pupils, most frequently mention 

that "my own observations and pupils' classwork" are crucial or important sources 

of information (Salmon-Cox, 198 1; Dorr-Bremme & Herman, 1986). 

According to Airasian (1996) pen and paper techniques and observations are the 
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two primary methods for collecting information about pupils, teaching and 

classroom environment. Much of the information for classroom decision making It- 
comes from teacher observation, not from paper- and-pencil assessments since 

they are time consuming to administer and score. Unplanned observations make 

note of idiosyncratic, unsystematic happenings in the classroom which the teacher 

sees, mentally records and interprets (Airasian, 1996). 

There is evidence that teachers do not trust assessment instruments provided by 

external bodies such as standardised tests. They rely on the instruments they 

themselves develop, teacher-made tests, reports etc. (Walstom & Danley, 1976-, 

Dorr-Bremme, 1983; McCallum et al., 1993). 

Some kind of collaborative assessment between teacher and pupil often appears in 

primary classrooms where discussion and negotiation between teacher and pupil 

are held about assessment criteria, methods and grading. It accomplishes the 

above aim and provides valuable feedback to the pupil (Harris & Bell, 1986; 

Broadfoot, 1987a; Satterly, 1989). 

Constructively appraising the work of peers is an already established practice in 

some subjects and fields. Many teachers encourage their pupils to exchange work 

with one another in class (Sadler, 1989). Pupils develop their pool of strategies 

by learning to revise and refine their own work in cooperation with the teacher 

and by editing and helping other pupils to improve theirs (Chater, 1984, Harris & 

Bell, 1986). 
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Formal testing under carefully controlled conditions is often only a small 

component of the total set of evaluation activities in a course, especially in the 

early years of schooling (Crooks, 1988; Airasian, 1996). In two studies (Dorr- 

Bremme & Herman, 1986; Haertel, 1986), it was found that on average, in 

elementary school, tests occupied pupils for about 5% of their time. Much 

additional time is spent on other activities that are evaluated formally and 

informally. Particular emphasis is placed on these non-test approaches at the 

elementary level (Gullickson, 1985). 

Most of the tests that the teachers use very often are those that fit their practical 

circumstances: formal or informal assessments they themselves develop. These 

are immediately accessible (Dorr-Bremme, 1983). 

Bateson (1990), in a study of several science teachers from all age-levels in 

Canada, found that first, they depend heavily on their own objective-type tests on 

which to base pupil evaluations. Second, attendance and classroom behaviour 

become more important and oral tests become less important as the age-level 

increases. 

In subject areas like Mathematics and Science, teachers give more emphasis to 

their own objective tests. By and large, teachers are the only raters of their pupils' 

performance, and they rely a lot on mental record-keeping to store and retrieve 

information on Pupils' performance. As pupils progress through the school, so 

does the tendency to write down the criteria and inform the pupils of them, plan 

scoring procedures and define levels of performance (Stiggins & Bridgeford. 

89 



1985). 

Pollard et al (1994) suggest that very few infant school teachers use standardised 

tests. Marking of written work is universally practiced with the emphasis on 

doing it collaboratively, with the pupil, to give personal reinforcement and 

encouragement. In this way, they attempted to initiate pupils into a kind of self- 

assessment. Observation of individuals and small groups stood out as the major 

domain of innovation in assessment practice and teachers were found to be 

making this more formalised than before. Although it was found that assessment 

was implemented in a more structured, disciplined and accountable way, nearly a] I 

the teachers noticed its undesirable effects; it was time-consuming and was 

regarded as amounting to a bureaucratic paper-pushing operation. 

Overall, they found a much greater emphasis on assessment and record-keeping, 

some considerable resentment at the time demands and the perceived unnecessary 

formalisation of much of it; fears about the potential impact of such pervasive 

assessment and recording on the teaching-leaming process, relationships with 

parents and the pupils themselves. 

Osborn and Broadfoot (1994) report that the English infant teachers they studied 

remain individualistic in their Outlook, basing much of what they do and believe 

on personal experience rather than on generalised knowledge and practice. Nias 

(1989) has referred to such teachers as being atheoretical and school bounded. 

According to Broadfoot et al. (1991), the critical role of validity If the assessment 
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is to be at all useful and meaningful should be recognised. They went on to 

comment that teachers are being required to face up to the critically important role 

of assessment in monitoring systematically the progress and leaming needs of 

each pupil. 

Each assessment technique has its particular strengths and weaknesses. It is vital 

for teachers to choose an assessment approach that is best fitted for providing the 

kind of information required. According to Rowntree (1991), the decision 

sometimes will be taken in advance. What questions to ask, whether or not to set 

a test or a task. Sometimes it will be an "on-the-spot" decision, whether or not to 

pay heed to a particular event as a source of assessment data. Either way, whether 

planning assessment events or admitting those that have "just happened", what 

criteria do we apply? First and foremost, we must apply criteria of educational 

relevance. For instance, does a particular assessment method seem to "go with" 

the content and style of the teaching and learning expected by our pupils? 

Satterly (1989) notes that it is difficult to choose which of several apparently 

conflicting modes of assessment best reflect the educational intentions of teachers 

and schools or which combination best serves the evaluation of the attainment of 

educational objectives. 

Frith & MacIntosh (1984) propose that teachers selecting the appropriate 

assessment technique must bear in mind: the purpose for which the assessment is 

to be undertaken; availability of time and resources; age and ability of pupils. 

They suggest a balance for the combination of information obtained from the use 
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of several techniques. 

Overall, the practices teachers use most often everyday in the classroom, 

correspond to the practical needs they face and the routine tasks they must carry 

out. Further, in all these activities and making choices antecedent to them, 

teachers become themselves practical reasoners and decision makers in their 

everyday profession (Dorr-Bremme, 1983). 

In general, the above evidence shows that many teachers rely upon and trust their 

personal interactive experience with children in the classroom. They tend not to 

trust the results of one test or one assessment approach, without reference to 

everyday teaching evidence. As McLean (1985) points out, evaluation is more 

craft than a profession; teachers measure and evaluate more through a 'folk 

knowledge' than from a theoretical and practical base. Several researchers 

(Anderson, 1989; Brown, 199 1) suggest building on good current practice. 

Broadfoot (1979) examines the way assessments are implemented by shifting the 

focus from the actual assessment practices to the predominance of concern about 

techniques at the literature which is confirmed by disputes about the accuracy of 

formal examinations, the advantages and disadvantages of objective tests, the 

potential of item-banking, the relative merits of various moderation and scaling 

techniques, the sophisticated statistical procedures being developed for fixing 

discrimination and facility values and the debate over the desirability of 

continuous versus point in time assessment. 
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The focus of such discussion is on examining current practice and working out 

how it may be changed to become more efficient and manifestly more fair. The 

importance of this is compounded by the effects of the use of particular 

assessment techniques (Broadfoot, 1979). An HMI report (1990) emphasises the 

role of teacher assessment in the context of ongoing classroom interaction and not 

just referring to written products, that is, good assessment practice involves a 

carefully balanced combination of observation, questioning, discussion and 

marking. For example, practical work gives the opportunity for questioning and 

discussion. Questioning helps children to learn and their responses provide 

evidence of the depth and quality of that learning. 

2.3.4 Self - Assessment 

The primary goal of the assessment practices is that pupils should be able to 

assess themselves and to pursue new goals. Shipman (1983) argues that self - 

assessment has profound implications for teaching and learning style, since a 

commitment to share with children responsibility for learning suggests the 

adoption of classroom practices which embrace the ideals, goals and principles of 

self - assessment and encourage teachers to develop skills in participant 

observation rather than didactic skills. 

This was the main idea of the Records of Achievements (RoAs) in which pupils 

take more control of their own learning, set targets for themselves, actively assess 

their own achievements and thus become more confident, responsible, adaptable 

and able to work as part of a team. RoAs have also required teachers to abandon 

some of their authority and undertake cooperative enterprises with the pupils 
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(Broadfoot et aL, 1990). 

Towler & Broadfoot (1992) explain that the process of self assessment is likely to 

lead to a positive influence upon teaching style and management in creating a 

more truly democratic partnership between teacher and pupils. According to 

them, a coherent policy of self - assessment helps children to develop powers of 

reflection and self - criticism, encourages motivation by giving responsibility to 

children for their learning and by implying that their opinions matter. 

As far as the rationale of the self-assessment is concerned, they point out that 

involving children in the assessment process is a natural extension of the child- 

centred approach towards learning characteristics. Reflection and evaluation can 

encourage understanding of what is expected, improve motivation, lead to pride in 

positive achievement and offer a realistic appraisal of weaknesses. 

2.3.5 Recording 

For most primary school teachers, day-to-day records are notes, comments and 

reminders in relation to pupils'progress and future activities. Most teachers keep 

these comments in their heads (Airasian, 1996; Pollard et al., 1994), while others 

keep a note book (Harlen, 1978; Black & Broadfoot, 1982; Gipps, 1990). Many 

teachers regard records as rather a chore to complete and therefore make little use 

of those passed on by other teachers (Murphy, 1987). This view is criticised 

(Gipps, 1990) because first, it is a waste of everyone's time to ignore prevjou., ý 

records of children: a more positive view of teacher assessment might be that 

teachers could maximise the benefits of their colleagues' insights by reading the 
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records of children who they are responsible. Second, without proper records the 

information which is passed from one teacher to the next is likely to be of a 

general nature, about the child's overall ability, rather than specific information 

related to what the child can and cannot do. 

There is considerable variation in the recording procedures adopted by primary 

schools teachers in Great Britain (Clift, Weiner & Wilson, 1981). Conner et al., 

(1991) suggest that a recording school system should not demand a lot of teacher 

time; should not be too jargonistic' or lengthy; and should not be a device to 

increase school control over the lives of children. 

2.3.6 Constraints in Implementing Classroom Assessment 

According to Airasian (1996), some of the difficulties teachers encounter in 

implementing good classroom assessment include the enormous bulk of 

interaction which takes place in the classroom, questions of subjectivity and 

reliability of these assessments, the lack of systematic recording approaches to 

keep the information, and the need to control the class while all this is being done. 

This view is also shared by others (Broadfoot et al., 199 1; Freedman, 199 1). 

Brown, M (1991) reveals many such problems investigating the trial of the pilot 

SATs of the National Curriculum in England and Wales. Such difficulties stem 

from issues like those of summative assessment, when teachers have to report on 

large numbers of attainment targets. She goes on to mention the issue of 

differentiation which engenders so many difficulties because of the wide range of 

targets and levels required to be included. She argues that the requirement of 
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summative assessment and reporting at the end of each Key Stage produces a 

whole set of problems concerned with methods of processing results such as 

combination, aggregation, moderation and reporting. 

Broadfoot et al., (1991) also point out the problems related to the successful 

realisation of the ideal. Among them are the nature and range of the assessments 

teachers are being required to make; the time, energy and the skills necessary to 

conduct them effectively; the unavoidable technical problems related to validity, 

reliability and comparability, and most important, the accomplishment of what is 

by itself a process of professional development against a political backdrop of 

power politics and competition; of 'high stakes' testing and simplistic 

assumptions about quality. 

Torrance (1991) notes similar difficulties evaluating the SATs (Pilot 1990) at Key 

Stage One of the English National Curriculum. Teachers complained about 

workload and that relationships with parents were affected; difficulties in trying to 

focus on small groups of pupils for the purpose of assessment while also 

managing the rest of the class; pupils being ignored. According to him, the 

standard of work produced in non-assessed activities deteriorates steadily. The 

children's behaviour deteriorates also because of lack of attention given by the 

teachers. 

This extent and complexity of the English National Curriculum and Assessment 

procedures have resulted in teacher overload, curriculum fragmentation and 

unmanageable assessment requirements. These problems were officially 
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recognise by the Government and became the subject of a review by Sir Ron 

Dearing (Pollard et al., 1994). 

2.3.7 Interpretation of the Collected Information 

During this important phase of the assessment process, teachers compare the 

information collected and the desirable standards. These standards are of three 

types and these are as follows: 

0 Norm-Referenced assessment: attainments are compared with the attainments 

of other pupils; 

0 Criterion-Referenced assessment: looking at pupils 9 competence in mastering 

a particular piece of knowledge or skill, irrespective of the performance of 

other pupils; 

0 Self-Referenced assessment: the teacher compares pupils' performance 

against their own previous performances. 

The above three kinds of referencing are found in every classroom. 'All of you 

must be able to master it by to-morrow. " The criterion level is set and the teacher 

concentrates on checking that the class has attained it. "Jim, you should be able to 

do as well as Karen. " Here Jim is compared with the performance of Karen. 

"You are performing much much better; Your standard was very poor last week. " 

The past performance is set up as reference. The teacher compares the new work 

with it, as the child is assessed against her own past. 

97 



There are a number of studies dealing with the three types of referencing 

(Rowntree, 1977; Glass, 1978; Black & Dockrell, 1984; Black, 1986, Satterly. 

1989; Gipps, 1990; Airasian, 1996). What follows is an examination of these 

reference standards separately. The review of these standards is related closely to 

the study's questions regarding the evidence we have of Mauritian teachers' 

current practices. 

2.3.8 Norm-Referenced Assessment 

Most classroom assessments are referenced against the norms of performance of 

the class as a whole (Rowntree, 1977; Shipman, 1983; Satterly, 1989; Airasian, 

1996). In this kind of assessment, teachers compare the performance of one pupil 

against that of other pupils. Children may be ranked for comparison or given 

grades or percentages after consideration of how well they have done against their 

peers. Any one pupil's grade is determined by reference to how well the rest have 

done. 

The difference between Norm - and Criterion - Referenced assessment is 

important since grades, marks and comments mean nothing until the reference is 

known. Most classroom assessments tend to be referenced against norms of 

performance of the class as a whole (Rowntree, 1977; Shipman, 1983; Satterly, 

1989-, Airasian, 1996). 

Teachers are often required to make judgments about the quality of pupils' 

performances. The process of judging the quality of pupils' performance is called 
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4grading'. It is the process by which scores and descriptive information are turned 

into marks or letters, into grades that depict how well each pupil has learned 

(Airasian, 1996). To grade, a teacher must compare a pupil's performance to 

some group or standard. 

Norm-Referenced tests tend to focus on differences between individuals and 

groups, making use of some norm to enable comparisons to be made (Jasman. 

1987). According to Harlen (1978), such a test is one which was given to a large 

number of children in controlled conditions and from the results 'norms' have 

been established for different groups of children, usually age groups. The result 

of giving a test to any child can therefore be compared with the average for a 

particular group. These tests were most often used as a means of selection and as 

a basis of prediction of future performance in the 11+ examinations, i. e. for 

ranking or as means of monitoring standards in schools (Jasman, 1987). 

Michaels (1977) investigated the Norm-Referenced standards and designated the 

reward structure associated with this practice as individual competition, in which 

grades are assigned to pupils based on their performances relative to those of their 

classmates. He differentiated it from individual reward contingencies, in which 

grades are assigned to pupils on the basis of how much material each pupil 

apparently masters. 

According to Satterly (1989) and Airasian (1996), teachers look for a grading 

curve which is fair to the pupils and which represents academic standards that the 

teacher feels are appropriate. The comparison which is used to ass, gn grades to 
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pupils can influence the effort and attitude of the pupils (Rowntree, 1977, Child, 

1986). Several studies have shown that Norm-Referenced standards are likely to 

undermine the effort of pupils who regularly score near the bottom of the class, 

because of them continually receiving poor grades (Ebel & Frisbie, 1986; Crooks, 

1988; Airasian, 1996). Competitive grading approaches such as Norm- 

Referenced grading which make a pupil's success or failure dependent largely on 

the performance of peers, can also reduce cooperation and interdependence in 

study (Crooks, 1988). According to Satterly (1989), many teachers believe that 

drawing comparisons between individuals and providing scores which describe 

the child's standing in a group serve chiefly to foster a spirit of competition which 

is inimical to the maintenance of a climate for learning in which children are able 

to develop at their own pace (Satterly, 1989). 

Many studies are very critical of the Norm-Referenced approach (Mc Intyre, 1970-, 

Kriewall, 1972; Popham, 1973; Carver, 1975; Drever, 1978; Brown, 1991). This 

approach is criticised because of the ways the tests are constructed and 

administered and also the ways in which the results are made use of. According 

to them, pupils become more anxious and, as a result, they think less well of 

themselves and of their work. They have less favourable attitudes towards their 

classmates and less friendly relations with them. 

2.3.9 C riterion- Referenced Assessment 

Assessment approaches that compare a pupil's performance to a predefined 

performance standard are called Criterion-Referenced. Instead of grading by 

comparing a Pupil's performance to that of other pupils, the teacher compares the 
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pupil's performance to pre-established performance standards. Because the 

content is determined by consideration of objectives, the assessment is objective- 

based. The reference is criteria to mastery of some specific standards. These 

standards define the level of mastery a pupil must attain to receive a particular 

grade. When a pupil is assessed in a competence in a particular level of leaming, 

it shows whether he/she is ready to go on to the next leaming unit because of 

his/her mastery of the prerequisites (Satterly, 1989; Airasian, 1996). 

Pupils are assessed on the basis of their own work, irrespective of the work or 

performance of other pupils. Criterion-Referenced assessment is the most 

commonly used assessment system (Hills, 198 1; Ebel & Frisbie, 1986). 

In Criterion-Referenced assessments, there are two kinds of performance 

standards. In the first kind, what the pupils must achieve in order to get a 

particular grade is specified in detail. The second, which is most commonly used, 

has to do with paper and pencil achievement tests. In this standard, cut off scores 

based on the percentage of items answered correctly are used to award grades 

(Airasian, 1996). 

A number of studies have stressed that the performance standards that are used in 

Cri teri on -Referenced assessments should be reasonable given the ability of the 

class and the nature of the subject matter (Hills, 198 1; Broadfoot & Osborn, 1987, 

Crooks, 1988). 

According to Airasian (1996), performance standards should be defined before 
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assessment is carried out. He goes on to suggest that lowering of standards to 

ensure high grades leads to less effort in the pupils'approach to the subject matter. 

According to him, fairness means teaching pupils the things on which they are 

assessed, using assessment procedures that are clear and suited to the pupils'level 

and classroom experiences, and establishing performance standards or a grading 

curve that is realistic in terms of what pupils can attain if they work hard. 

Despite Criterion-Referenced assessment being the most commonly used 

assessment system (Hills, 1981; Ebel & Frisbie, 1986), it is asserted that it is 

unlikely to improve leaming (Simpson, 1990). She argues that a single form of 

assessment cannot serve the separate purposes of monitoring pupils' attainment 

and certification and also of improving the teaching and learning processes. She 

goes on to add that this kind of formal assessment does little more than providing 

data to permit national monitoring of educational standards and that it has no 

direct educational merit since it is limited to the determination of how much 

pupils remember of what they have been taught. 

The use of vague criteria in Criterion-Referenced assessment was given a strong 

warning by Popham (1974) who noted serious shortcomings of many Criterion- 

Referenced tests. He went on to suggest isolating a small number of very 

important behaviours to be measured since a few broad objectives for assessment 

are sufficient. Such difficulties are also noted in the development of grade criteria 

for GCSE and for Standard Grade in Scotland (Gipps, 1986; Murphy, 1986). 

Gipps (1992) commenting on the development of the assessment of the English 
C', 
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National Curriculum, points out that the more specific and detailed the criteria, 

the more accurate is the assessment. She notes that the more detailed and specific 

the criteria, the more cumbersome the assessment becomes, and the more 

fragmented the curriculum is likely to be. The more general the criteria, the fewer 

there will be and the assessment task is then more manageable but less accurate. 

One of the major problems with this type of assessment is the problem of trying to 

combine clarity of criteria with utility. She suggests experimenting with the level 

of generability/specificity of the criteria required for them to work, particularly in 

relation to teachers being able to interpret them and make their own criteria if 

necessary. 

Torrance (1991) suggests that we pursue a Criterion-Referenced system which 

works very well. Gipps (1992) suggests involving practical, school-based 

investigation and development, focussing on the problems and possibilities of 

making learning goals and processes more explicit and accessible, involving 

pupils in the selection of evidence which demonstrates attainment, designing 

more flexible pathways to accommodate formative feedback. 

Harlen & Qualter (1991) examined several issues that were related to the 

development of SATs. As far as the issue of the relationship between teaching 

and learning is concemed, they noted that SATs allowed greater comparability 

between children and a means of detecting any systematic variations in teachers' 

assessment. They were basically for summative assessment rather than to assist 

learning, which is the purpose of formative assessment, although it is 

acknowledged that learning took place as a result of the activities. 
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2.3.10 Self-Referenced Assessment 

The most typical approach to giving assessment meaning in the primary classroorn 

is to refer to previous performance. According to Bloom (1976) and Child 

(1981), time taken to learn to a given standard is the most important and 

educationally relevant dimension on which children differ. Where teaching and 

assessment coincide, self - referencing is the most popular in the classroom 

(Shipman, 1983). 

Harlen (1978) called the self-assessment, 'pupil referenced assessment' and 

pointed out that it was seen as less invidious than comparisons with norms and 

criterion levels since it valued the individual and judgments were made in the 

context of that individual alone. Though norm - and criterion - referenced tests 

could be used for this purpose, the essential difference between these modes of 

assessment and pupil - referenced assessment lay in the method of interpreting the 

data obtained from using such methods (Jasman, 1987). 

Despite its popularity in the classroom, there are difficulties in such a system 

which arrives at a grade by examining the improvement a pupil has shown over 

time (Hills, 198 1; Ebel & Frisbie, 1986; Airasian, 1996). In this system, a pupil's 

performance early in a term is compared to the pupil's performance later in a term. 

Those pupils who show the most progress get the highest grades. The weakness 

of this system, however, is that children who do well early in the term have little 

chance to improve, and thus have little or no chance of receiving good grades. 

while those scoring low at the beginning of the term have the best chance for 
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improvement, and thus obtaining higher grades (Airasian, 1996). 

2.3.11 Impact of Norm, Criterion and Self-Referenced Assessment 

Brown (1991) reviewed the development of the criterion - and norm - referenced 

approaches during the sixties and seventies and remarked that the central concern 

of the criterion -referenced approach was to provide information about the specific 

knowledge and abilities of pupils through their performance on various kinds of 

tasks that are interpretable in terms of what the pupils know or can do, without 

reference to the performance of others. 

Wergin (1988) points out that if the purpose of assessment is to distribute pupils 

on a scale of ability or knowledge from most to least, a Norm-Referenced test is 

needed. When the purpose is to judge whether pupils have completed the course 

objectives satisfactorily, this would imply the use of Cri teri on -Referenced tests. 

Norm-Referenced assessments are based on the assumption that the best test is 

one that depends on the purpose the teacher aims and produces a normal (bell- 

shaped) distribution of responses and maximises the distance among examinees. 

Williams et al., (1975) found no significant differences between the achievement 

and self-reported attitudes or school-related behaviour of pupils exposed to Norm- 

Referenced and Criterion -Referenced standards. 

Norm-Referenced standards have been compared to Self-Referenced standards for 

their impacts on pupil attainments. Slavin (1980) found that pupils assessed 
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against their previous attainments in experimental classes achieved more on a 

final standardised test than pupils in control classes assessed by Norm-Referenced 

methods. Rheinberg (1983) found that pupils working under Self-Referenced 

standards devised more realistic strategies of goal setting, more often attributed 

their success to their effort and performed better than pupils working under Norm- 

Referenced standards. 

Bolocofsky & Mescher (1984) found that Self-Referenced standards worked best 

with pupils with low self-esteem and internal locus of control. Criterion- 

Referenced standards worked best with pupils with low self-esteem and external 

locus of control. Norm-Referenced standards worked best with pupils with high 

self-esteem regardless of locus of control. 

Hanna & Cashin (1987) suggest that if the instructional goals are general, 

complete mastery of the educational domain is unrealistic, and if the ultimate 

purpose is to select the best and the brightest, teachers have to consider the use of 

a Norm-Referenced approach; if the goals are quite specific or if the ultimate 

purpose is to ensure that pupils have mastered certain competencies, they have to 

consider the Criterion-Referenced approach. 

2.3.12 Overview 

This section so far examined the issue of classroom assessment in practice and 

showed several interesting points that are surnmarised here. Teachers apply a 

great variety of practices, dependent mainly on the subject and the age-level. 

Observation seems to be the modal approach followed by paper and pencil ones. 
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In primary classrooms, the evidence collection is mostly informal, subjectiVe, 

intuitive, idiosyncratic and unsystematic. Formal testing seems to constitute only 

a small fraction of assessment approaches. Teachers, by and large, trust the 

instruments they themselves develop and their own observation instead of 

external instruments, tests, SATs, etc. One can say that this reflects a history of 

teachers' ownership and autonomy. 

There is a trend to involve the pupil on his/her assessment (cooperative 

approaches, self-assessment, Records of Achievement). Another interesting point 

is that teachers do not rely on a single source of information but they bear in mind 

the everyday performance of the pupils. Attendance and classroom behaviour 

become more important and oral tests become less important as the age-level 

increases. 

Teachers typically tend to apply practices to which they have immediate access 

and accomplish their practical needs. The decision about which specific 

technique to use is a practical matter not a scientific one. The necessity for a 

sampling process to select the evidence needed is pointed out. For the selection of 

the proper approach. teachers have to bear in mind the purposes they pursue, the 

age-level, the time and the resources available. Research suggests that by and 

large primary teachers keep mental records of their daily assessments. Among the 

problems teachers face are the time restrictions, the undesirable influence on 

teacher - pupil relationships, the lack of assessment training, the workload and the 

lack of confidence. However, there is evidence that teachers in England and 

Wales, for instance, have started to become professional assessors, having 
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gradually obtained the knowledge, skills and confidence to carry out the 

operation. Eventually, there are suggestions for improvements by disseminating 

and using cases of good practice and providing the necessary training. 

The dispute of classroom assessment criticises the unsystematic evidence 

collection and recording, the lack of 'hard' data, the lack of validity and reliability 

of the information based on such phenomenological data. 

This section also reviewed the standards to which teachers refer in order to 

interpret the assessment evidence. The reference can be norm, criterion or pupils' 

previous performances. The advantages and disadvantages of each approach are 

explained. Norm - and Criterion - Referenced tests mainly provide results for 

external consumption, serving the purposes of prediction, selection, curriculum 

evaluation and monitoring standards. These purposes however, do not help in 

evaluating pupils' levels of development, evaluating teaching practices or 

providing feedback to pupils on achievement of specific objectives. The main 

point which emerges from all this is that the key aspect for consideration in the 

selection of assessment practices is the way in which the collected evidence is to 

be interpreted and for what purpose. 

Having examined research evidence on the main advantages and limitations of 

each reference standards and for which purposes they are suitable, it is interesting 

to investigate the empirical part of the study, which reference standards, if any, are 

suggested by the Mauritian education authorities In the primary schools. 
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From the previous evidence, a need for consideration of the content of the 

assessment criteria becomes obvious. The following section, therefore. refers to 

educational objectives and examines what teachers look for when they are 

assessing. 

2.4 What is Assessed in the Classrooms 

2.4.1 Introduction 

A significant aspect of the classroom assessment enterprise refers to the content of 

the assessment goals. Some questions emerge: what qualities do teachers look for 

in their pupils? Whether they have learned a given concept, piece of knowledge; 

whether they comply with the classroom rules or if they are interested in the 

lesson? What sort of goals are considered as most appropriate? Are pupils and 

teachers clearly aware of the objectives that are pursued during a given teaching 

session? 

In this section, a consideration of the literature on these issues will help the 

interpretation of the study's data; it might explain why teachers assess particular 

pupils' features, show the necessity for teachers and pupils to be aware of the 

learning objectives. 

This section deals with cognitive and non-cognitive qualities and the weight 

teachers place on each category and looks deeper at the cognitive ones. It also 

examines which children's qualities teachers intend to assess in the classroom and 

if eventually they assess only these qualities. Very frequently assessments are 

global. The PuPil is good, fair or poor but it is not made clear in what. Definition 
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in advance means distinguishing between assessment of attainment. effort or 

ability, improvement or deterioration. The definition of what is being assessed 

adds meaning to the exercise (Rowntree, 1977; Shipman, 1983; Satterly, 1989). 

2.4.2 Assessment of Cognitive and Non-Cognitive Qualities 

The importance of defining what is being assessed in advance adds meaning to the 

exercise and distinguishes between assessment of attainment, or effort, or ability, 

or improvement or deterioration, or potential, or behaviour (Rowntree, 1977; 

Shipman, 1983; Satterly, 1989). 

There is evidence that teachers assess both cognitive and non-cognitive 

characteristics - attitudes, and behaviours (Black & Broadfoot, 1982; Airasian, 

1996). Teachers use information about pupils' participation and involvement in 

the lesson to judge how well their lesson is going, and they value information on 

their pupils' affective characteristics (Clark & Peterson, 1986). Woods & 

Napthall (1975), for instance, found that the teachers in their study preferred, 

when they took a new class, to have information mainly about the following six 

affective attributes: interest, class participation, quietness, confidence, tidiness 

and behaviour as well as mathematical ability. These were classified as cognitive, 

affective and recreational. 

Management routines play a very large part in teachers' classroom behaviour. 

Doyle (1986) found that beginning teachers are concerned more with their own 

teaching ability and performance, whereas experienced teachers expressed more 

concern for the pupils' learning. 
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Although cognitive assessment is a dominant interest, teachers observe, evaluate 

and act upon hints of on-going social behaviour and upon their perceptions of the 

more or less prevailing personal traits of pupils. All this is done informally. 

Teachers' informal assessments inform them about the affective features of their 

pupils, such as who is trying hard, who cares about the lesson, who is a good 

classroom citizen (Airasian, 1996). 

Cameron-Jones & Morrison (1973) report that comprehensive school teachers 

concentrated on the cognitive aspects, i. e. knowledge and comprehension, to the 

lower levels of Bloom's taxonomy (1956). 

Rowntree (1991) points out that teachers are not always aware of what children's 

characteristics they are assessing. Teachers may say, for instance: "I'm trying to 

assess the children's recall of the homework assignment", when it is clear to 

observers (from the way teachers selectively encourage and discourage, condemn 

and ignore children during the assessment episode) that they are also assessing 

compliance with their classroom rules, about shouting out answers, handraising, 

listening to others, keeping quiet when the teacher speaks, avoiding local dialect, 

and so on. This means that there are explicit and implicit assessment constructs. 

Morrison (1974) and Brown & McIntyre (1977) found that the teachers insisted 

that they assessed only cognitive characteristics. They rarely mentioned other 

traits when evaluating their pupils. 



Teachers in general, want their pupils to express respect to others and the rules of 

the classroom society and to try hard to learn what is taught. Teachers also hope 

their pupils will develop an interest in the teaching unit and enjoy learning about 

it. However, such objectives are rarely stated explicitly by the teacher or assessed 

with formal assessment procedures. This happens because first, affective 

objectives like interest and attitude are thought to be private behaviours (Airasian. 

1996) and second, affective outcomes are difficult to assess (Broadfoot, 1979). 

Overall, the above evidence indicates the importance teachers placed first on the 

basics and second, on children's acceptable attitudes which reveals the underlying 

trend of teachers to control their pupils. 

2.4.3 Assessment of Process or Product 

It is important to distinguish between assessing the products of work and 

assessing the process through which they are achieved. The concern may be in 

giving a grade for the finished activity after considering the finished outcome; but 

the concern may be more with the way it was produced, the way the children set 

out gathering, categorising and interpreting information (Satterly, 1989). In the 

first example, attention is paid to the ideas presented, the quality and quantity of 

work, its relevance to the subject set and to evidence of originality. In the second, 

the concern is on how the work was carried out, planned, executed and 

demonstrated (Shipman, 1983; Airasian, 1996). In one, there is final assessment; 

in the other, it is the on-going procedures. 

Process and product are intimately related - there would be no product without 
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process. However, a product may fail to reveal all about the processes which 

produced it (Frith & Maclntosh, 1984). 

Most primary school teachers focus mainly on outcomes in assessment because 

they are measurable (Satterly, 1989; Airasian 1996). The project, the essay, the 

sums are specific products of methods employed. They may indicate that the 

methods have been mastered but the teacher may have to guess at this (Satterly, 

1989). 

In England and Wales, the development of the primary curriculum was 

characterised. by a tension between two approaches to education that began from 

an interest in the end result and those which focused on the child and processes of 

learning. This was reflected in the debate on the nature of aims and objectives, 

pre-specified objectives being seen as restrictive and favouring 'products' through 

a content - based, basic skills curriculum. On the other hand, relational aims, 

problem solving objectives and expressive outcomes have been seen as enabling a 

process - orientated, child-centred curriculum to develop. There has been a 

number of illustrations of the conflict between processes and products in the 

development of methods used to evaluate the curriculum (Hamilton, 1976; 

Tawney, 1976; Jasman, 1987). According to Jasman (1987), schools need to be 

very clear about their goals, how these are expressed and how it may be checked 

whether they are being achieved. 

2.4.4 What are Educational Objectives 

Educational objectives are used to express the particular goals of a given lesson 

113 



that the pupils have to attain. Rowntree (1991) defines the concept of objectiý, es 

to mean the skills, abilities, knowledge and understanding on which the teacher 

intends that pupils should improve as a result of his/her interventions. The use of 

objectives is grounded in an assumption that the purpose of education is to help 

people change. They are to become different from what they were, developing 

their existing qualities and abilities, and acquiring new ones. They are to change 

the way they think, act and feel. They are to become knowledgeable, more 

skillful, more confident, more rational, more sympathetic, more insightful, more 

autonomous, and so on. 

According to Rowntree (1991), the description of the three well known categories 

of objectives are cognitive aims and objectives - to do with thinking and 

intellectual processes; affective - to do with attitudes and feelings; and 

psychornotor - to do with muscular activity". 

According to Airasian (1996) educational objectives are statements which 

describe the behaviours children can show after teaching. These are determined 

by considering children's needs and available teaching resources. Often teachers 

do not include on a lesson plan the objectives. Of course teaching can go on 

without the objectives but it is likely to focus on moment-to-moment activities 

rather than on the more important and long range issue of what pupils ought to 

learn from instruction. This lack of focus on pupils' outcomes creates problems 

when a teacher tries to assess the progress of teaching and, when it is completed, 

what pupils have learned. According to Airasian (1996), educational objectives 

serve a number of important functions in the instructional process. They identify 
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intended pupils' outcomes; they provide direction for the teacher in selecting 

instructional activities and material; they provIde the basis for assessment; they 

are useful reminders to the teacher of what the goals of instruction are-, they help 

communicate to parents, pupils, administrators, and other teachers what is 

expected from the pupils. 

The specification of objectives was central to the development of national 

curriculum models. Firstly, these objectives were pre-specified and described in 

behavioural terms (Tyler, 1949; Bloom, 1956; Mager, 1975). This facilitates the 

assessment of the effectiveness of a new curricular programme to be made in 

relation to the degree of success in achieving these objectives, as measured by 

surnmative processes at the end of teaching. 

However, planning by the pre-specification of objectives simply in behavioural 

terms has been seen by some to be 'most seriously disturbing' (Blenkin & Kelly, 

1981) since a more goal-orientated, content curriculum was emphasised rather 

than the process curriculum which was being advocated in the late 1960s and 

early 1970s (Jasman, 1987). 

Dearden (1976) argued that in the progressive primary school teachers should 

avoid making aims that are prescriptive of content or pupil behaviour by 

concerning themselves with 'relational' aims; that is, aims that focused on the 

child's developments of a positive attitude to learning, intrinsic interests and self- 

expression. Eisner (1979) also disputed the use of behavioural objectives alone in 

curriculum planning because cyoals are not always clear. Purposes are not alwaNý, 
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precise. Many of the most productive activities take the form of exploration and 

play. In such activities, the task is not one of arriving at a reperformed objective 

but rather to act, often with a sense of abandon, wonder and curiosity out of such 

activities rules may be formed and objectives may be created. Such activities 

could only be described using terms such as understanding, insight and interest 

which could not be observed in behavioural terms but only inferred from the 

child's actions. These alternative ways of looking at educational objectives were 

described as 'problem-solving objectives' and were seen as important adjuncts to 

behavioural objectives in curriculum planning and evaluation (Jasman, 1987). 

Overall, the above evidence raises the very important question of who finally has 

the power to determine the criteria of assessment. 

2.4.5 Teachers' Awareness of Objectives 

Another significant issue refers to teachers' perceptions about objectives and 

hence of whether and how clear they make them to their pupils. Morrison & 

McIntyre (1973) argue that much of the difficulty teachers face in assessment 

arises from teachers failing to be clear in their own minds about their educational 

objectives and therefore not being in the position to determine a really appropriate 

means of assessment. 

Research suggests that teachers have to be as analytic as possible in the 

identification of what it is they want children to be able to do as a result of 

teaching. This will then constitute the teaching objectives. Teachers need to 

think about what they are looking for in pupils in general and inclivicluallý, before 
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they teach. However, although, some assessment goals can be spec1fied in 

advance, more or less precisely, others emerge during teaching (Satterly, 1989, 

Rowntree, 199 1). 

Sometimes teachers do not assess what they assert they assess. In an essay for 

instance, they may want to assess pupils' creativity and use of rich vocabulary but 

what they assess is spelling, syntax and tidiness of the pupils' work. 

2.4.6 Overview 

In this section, the content of assessments are examined. Overall, teachers believe 

that pupils' achievement should be evaluated in a number of different domains, 

namely behaviour, attitudes, knowledge and skills. They informally assess non- 

academic qualities, though it is very difficult even to define them. The weight 

they place on different qualities depends on the subject matter and the age-level of 

the pupils. Regarding learning objectives, there are two trends: relational and 

specific. Typically, teachers place more emphasis on products than on the 

processes of pupils' efforts. In the primary schools, teachers mostly assess the 

lower level of the cognitive domain. There is evidence that often teachers are not 

clearly aware of the lesson's objectives. This shows the necessity for teachers to 

be conscious of what goals they are pursuing in a given teaching unit so as to 

enhance their teaching effectiveness. 

The next section explores teachers' responses to the positive and negative efforts 

of children and their consequences. 
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2.5 Teachers' Response to Pupils' Efforts 

2.5.1 Introduction 

This section examines the nature and forms of teacher response to pupils' efforts. 

performance or behaviour which could be verbal or non-verbal, positive or 

negative, specific or general. It is also interested in the impacts of the various 

kinds of responses on children's learning. 

In the light of this interest, the nature and the implications of feedback 

information which is based on the interpretation phase is examined. This is also 

related to the study's questions regarding the importance of assessment, teachers' 

awareness of its potential and provides evidence of current practice. Moreover, it 

deals with the classroom assessment's intended and unintended purposes; 

teachers' comments: forms and utilities, and the use of assessment results. 

Feedback is an inseparable part of the assessment and leaming process. A deeper 

understanding of its significance and function will help the interpretation of the 

study's data. Hence, it is important to consider the nature of feedback; the forms 

it takes; its effects on pupils and how it can be used more effectively to assist 

learning. 

2.5.2 Nature of Teachers' Response 

Clement and Frandsen (1976) have pointed out that, despite the apparent 

simplicity of the concept, the literature suggests various interpretations of the 

term. It is therefore necessary to distinguish which one is appropriate for the 

teacher and to differentiate between feedback, criticism and teacher praise. 
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According to Rarnaprasad (1983), feedback is information about the gap beox-een 

the actual level and the reference level of a system parameter which is used to 

alter the gap in some way. 

In daily classroom life, teachers inform their pupils how far away they are from 

the desirable outcomes. Often this information has positive or negative meaning 

encouraging a desirable outcome or discouraging an undesirable one. Praise and 

criticism reflect those two approaches. 

In the classroom, feedback is provided either immediately at the end of an 

assessment period, or after a longer period. Simultaneous feedback has been 

systematically studied in two major formats. One used non-verbal messages and 

the other verbal messages to provide instantaneous feedback during teaching. 

Most studies suggest that pupils need to get feedback soon after their 

performance. When the time between the actual performance and the provided 

feedback is increased, its utility is decreased (Crooks, 1988). 

2.5.3 Forms of Feedback 

Rowntree (1977) points out the various forms and degrees of usefulness of 

feedback, and notes that in its least useful form it comes as a mark or grade. A 

45% or aC may give the pupils some hint as to whether or not their teacher thinks 

they are making progress, and they can compare their grade or mark with those of 

their previous tests. But it tells them neither what they have done to merit such a 

mark nor what they could do to get a better one. He believes that feedback is onIN 

useful when it includes verbal comments. 
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According to Zahorik (1968), feedback is provided in verbal/non verbal or written 
forms. The type of feedback used appears to be a function of the pupils'age level, 

the purpose of the part of the lesson in which it occurs, and many other factors in 

addition to the response. 

When the feedback is really intended to contribute to the pupils' progress, it must 

tell them either that they have already achieved what they were trying to achieve 

or else must enable them to take further action towards achieving it (Birney, 

1964). 

2.5.4 Verbal Feedback 

According to Zahorik (1968), teacher-verbal feedback is a very complex, 

persistent and pervasive behaviour during the teaching - learning process. It is 

related to several variables, only one of which is the value of the pupil response. 

This behaviour refers to those oral remarks of teachers which reflect on the 

correctness of the children's 'initiated statements in relation to subject matter 

development. It includes statements such as 'Fine' and 'O. K'. He also found that 

his sampled teachers used a wide variety of different types of feedback but only a 

small number of these were used with regularity. The most frequently used type 

of feedback was repeating the pupils' answer approvingly. The second most 

frequently used type was calling on a pupil to enlarge his/her response. 

2.5.5 Teachers' Praise 

Page (1958) found that simple positive comments are very beneficial and negative 
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criticism is predictably counterproductive 

praise are the younger ones. 

Those who benefit the most from 

In general, criticism is more potent than praise for bringing about change. This 

was the finding of a study which examined the consequences of teacher praise and 

criticism (Worrall, C. et al., 1983). Negative shift due to criticism was clearly 

greater than the positive shift due to praise. 

The place of rewards in school: praise, grades, recognition of progress is crucial, 

and clearly they are used as incentives to encourage learning (Child, 198 1). 

Sometimes the inherent interest in some aspects of school work is sufficient to 

arouse the children to cognitive activity but often it will be necessary to apply 

external stimuli. 

Development in the area of extrinsic motivation owes much to findings in 

reinforcement theory, which has been one of the most researched areas of 

psychology (Child, 1981; Satterly, 1989). In its simplest form, the theory follows 

from Thorndike's Law of Effect' which tells us that if our efforts are rewarded 

with something we like to receive (positive reinforcement), we are more likely to 

repeat our efforts, and thus habits are born. This is in accordance with Skinner's 

(1969) basic principle that behaviour followed by positive reinforcement is likely 

to recur while that which is not is less likely to recur. 

The use of tangible reinforcers such as 'stars', prizes, money or gifts is not new in 

primary schools. Consequently, several programmes have been devised v, 'hich 
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start with external rewards of one kind or another and become transferred to cheap 

reinforcers (Child, 1981). 

Although most educational psychologists stress the value of reinforcement of 

good behaviour or successful performance, and point to teacher praise as a 

valuable and desirable form of such reinforcement, Brophy (1981) drew results 

from his study sharply at variance with these common views. His main 

conclusion was that the meaning and function of teacher praise would depend not 

only on the verbal content, but on non-verbal accompanying behaviour which 

could either reinforce or contradict it, and on situation and context factors which 

condition pupil expectations about and perceptions of teacher behaviour. 

There is evidence that teacher praise is a weak reinforcer at least after the first few 

years in school (Kohlberg, 1969). Moreover, children who are low in ability, who 

come from low socioeconomic backgrounds were more likely to be responsive to 

praise and encouragement from the teachers. With pupils who happen to be high 

achievers, praise may be not only ineffective but actually counter-productive 

(Eden, 1975). Teachers have not to be indiscriminately positive in their 

evaluative comments towards pupils but instead to pick their spots and choose 

their words carefully (Brophy, 198 1). 

Forness (1973) argues that effective praise can provide encouragement and 

support when made contingent on effort, can be informative as well as reinforcing 

when it directs the pupils' attention to genuine progress or accomplishment. and 

can help teachers establish friendly personal relationships with pupils. Although 
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it is generally weak as a reinforcer, it is effective with many pupils and, for them, 

has several advantages over material rewards (Schultz & Sherman, 1976). 

2.5.6 Written Feedback 

The extent of the written feedback (general and short; marks or grades or specific 

comments) and how it affects learning are also of interest for this study. 

Page (1958) found that pupils who are given individualized verbal comments on 

their work, incorporating suggestions for improvement, do tend to improve 

significantly more than pupils who are given standard comments. When the 

average teacher takes the time and trouble to write comments like "encouraging" 

on pupils' papers, these apparently have a measurable and potent effect upon 

pupils' effort, attention or attitude. 

There are several research studies supporting Page's (1958) theory that teachers' 

comments are a worthwhile instructional practice (Tyler, 1958; Campbell & 

Stanley, 1963; Pickup & Antony, 1968). But there are others who have failed to 

find consistent support for teachers' comments (Lindgren, 1967; Glock, 197 1; 

Gage & Berliner, 1975; Graig et al., 1975). 

Stewart & White (1976) presented the results of their own study and reviewed 

those of twelve others trying to replicate Page's (1958) study of the effects of 

grades alone versus the effects of teacher comments and grades as forms of 

feedback. Their conclusion was that the positive effect obtained by Page may 

depend on the particular learning conditions and the nature of the teacher 
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comments. They suggested that there is no strong evidence to point out that any 

type of comment retains its effectiveness over an extended period of time and, 

where comments were effective, they were encouraging and personalised in nature 

rather than simple standard statements. 

Written praise has a positive effect but it is considerably more effective when 

accompanied by specific comments on errors (Cardelle & Como, 1985). This 

finding confirms the usefulness of teachers' comments on pupils' work. Krampen 

(1987) suggests that written comments should be content specific and take into 

account a pupil's concept of his or her own competence, otherwise the findings 

show that the teacher comments produce outcomes which may not be all positive. 

2.5.7 Non-verbal Feedback 

There is a lot of this sort of feedback in primary schools. Teachers' smiles or 

scowls have a great influence on the pupils' behaviour. Gesture is the commonest 

form of non-verbal contact. It includes facial and body movements (Bimey 1964; 

Argyle, 1978). 

Jackson & Belford (1965) concluded that teachers continually assess and, as a 

consequence, change teaching styles and curriculum after close attention to the 

faces of the children. The joy of teaching came through the light in the eyes of the 

pupils. That light provided the feedback required for instantaneous re-p anning. 

According to Shipman (1983), much of classroom assessment is instantaneous 

and spontaneous. Teachers assess through their ability to detect understanding 
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and bewilderment, enthusiasm and boredom, minority and majority 

understanding. Sometimes it is assessment based on answers given, but it can be 

through the light in the eyes of the children, the waxing and waning of 

enthusiasm. As the teacher interprets signs from the children, there is an 

immediate curriculum development, changes in teaching style, emphasis, speed or 

topic. 

Reward and punishment sound very grand terms in the primary school situation, 

for mostly they are small things like a smile or the raising of an eyebrow. 

Nevertheless, their function is important, namely, to enable the teacher to control 

the behaviour of the children (Roberts, 1983; Child, 1986). 

2.5.8 Feedback for Learning 

Feedback is a key element in classroom assessment (Sadler, 1989). After 

studying the assessment results, pupils are provided with feedback information in 

terms of where, what and how they need to improve or practice. This is a very 

important issue because it acts as a motivation for further learning as well (Sutton, 

1985; Jones & Bray, 1986; Lee, 1989; Gipps, 1990; Thomas, 1990; Airasian, 

1996). 

According to Rowntree (1991), the value of feedback , or 'knowledge of results'is 

the life-blood of learning. Having said or done something of significance - 

whether a physical action, a comment in conversation, or an essay in an 

examination - the pupil wants to know how it is received. He wishes to know 

whether he communicated what he intended to communicate, whether what he 
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said seemed right or wrong, appropriate or inappropriate, useful or irrelevant to 

his audience. And he may need a response fairly rapidly if it is to confirm or 

modify his present understanding or approach. Effective feedback enables the 

pupil to identify his strengths and weaknesses and shows him how to improve 

where weak or build upon what he does best. 

Research on feedback on learning from classroom teaching has shown that 

feedback generally increases what pupils learned from reading assignments that 

included questions or tests for them to answer (Page, 1958; Karraker, 1967-, 

Beeson, 1973; Strang & Rust, 1973; Ingenkamp, 1986). 

Zahorik (1968) argues that teacher-verbal feedback is significant instructional 

behaviour which has a considerable effect on pupils' learning. The verbal 

feedback that teachers give, following a pupil's behavioural output, provides 

information for the child relative to the effectiveness of the behavioural output. 

Using this information, pupils can adjust and change their future output in terms 

of their goal. 

One potentially useful way of enhancing motivation and learning may be the 

placement of comments on pupils' test papers (Leauby & Atkinson, 1989). They 

noted that comments had a more powerful effect for the pupils at the upper and 

lower positions of the class. As for the pupils of middle range, comments had an 

uninhibiting effect. 

Radecki & Swales (1988) found that most of their English as a Second Language 

pupils reported positive or at least neutral reactions upon receiving a heavily 
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marked paper, whatever the nature of the markings. They declared that they 

would read the comments and even expressed satisfaction that their teacher had 

marked their papers. Most of the pupils also reported that they looked first at the 

grade on their returned paper rather than the comments, implying that initially the 

grade is of more concern to them. Furthermore, nearly all pupils revealed that 

they reviewed their corrected work only once or twice, immediately upon 

receiving it or before an examination. 

One of the major benefits from feedback is the identification of errors of 

knowledge and understanding and assistance with correcting those errors 

(Kulhavy, 1977). In most studies, feedback improved subsequent performance on 

similar tasks (Crooks, 1988). According to Sadler (1989), pupils use feedback to 

monitor the strengths and shortcomings of their performance, so that aspects 

linked with success of high quality can be recognised and strengthened, and 

wrong aspects reduced or corrected. 

The most effective form of feedback will depend on the correctness of the answer, 

the pupil's degree of confidence in the answer, and the nature of the task (Block & 

Anderson, 1975; Phye, 1979; Fredericksen, 1984). It is the comment in 

conjunction with a letter grade which would be more likely to improve pupil 

performance (Hammer, 1972; Stewart & White, 1976). However, in the light of 

the twelve replications of the Page study that Stewart & White (1976) reviewed, 

they wonder if writing comments on papers would be a worthwhile use of 

teaching time. 
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2.5.9 Feedback on Teaching 

Classroom assessment provides feedback to the teachers as to whether the 

learning objectives have been reached (Jones & Bray, 1986). Teachers who get 

feedback about how well they have taught, plan their teaching and remedial 

activities on the basis of that feedback (Black & Broadfoot, 1982; Sutton, 1985; 

Sadler, 1989; Wilson, 1989; Gipps, 1990; Airasian, 1996). 

According to Rowntree (1991), as the assessment data reveal strengths and 

weaknesses in the pupil's leaming, the teacher is able to identify where he has 

failed to explain a new concept, confused an issue or given an insufficient 

practice. Knowing where and how his pupils have had difficulty may enable him 

how to teach so as to remedy the situation. 

Results of individual children can provide feedback to the teacher about both the 

child's progress and teacher's success (Black & Broadfoot, 1982; Satterly, 1989-, 

Gipps, 1990). Frequent information about pupil performance is used as a basis 

for the design of teaching materials (Glaser, 197 1; Lee, 1989; Thomas, 1990). 

2.5.10 Significance of Feedback 

There are many reasons which are identified for assessment. On the one hand, 

assessment is for gathering information about a wide range of pupil characteristics 

as feedback for making decisions while, on the other hand, it is to provide 

information from which teachers can obtain insights into their effectiveness 

(Harlen, 1978). 
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Rowntree (1991) found that frequent grading and comprehensive assessment of 

pupils' work provide feedback information to the pupils as to how well they are 

doing in relation to others and in comparison to their own past performance. 

Sadler (1989) indicates that feedback helps pupils to develop self-assessment 

skills, if the teacher provides detailed remedial advice and the pupil follows it 

through. This, however, maintains the leamer's dependence on the teacher. The 

alternative approach is for pupils to develop skills in evaluating the quality of 

their work, especially during the process of production. The transition from 

teacher-supplied feedback to learner self-monitoring is not something that comes 

out automatically. 

Bennet et a] (1984) emphasise the importance of feedback that highlights what a 

pupil can do to remedy unsatisfactory results. However, this is a skill which many 

teachers find difficult because of the large numbers of children they teach, their 

own unfamiliarity with formative assessment approaches and the restrictions of 

time and resources. 

Crooks (1988) stresses that feedback in the form of global grades has little effect 

on subsequent performance. Instead of the vague criteria that teachers frequently 

use, pupils need clear and explicit performance criteria which explain what they 

are expected to do. He also points out the significance of feedback in improving 

learning through the affective domain. 

Educators who work on developing a better use of feedback suggest that to Let the 
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best results of the situation the learner has to possess a concept of the standard 

being aimed for, compare the actual level of performance with the standard and 

engage in appropriate action which leads to some closure of the gap (Sadler. 

1989). 

Schunk (1984) suggests that with performance feedback the emphasis should be 

on informing pupils about their progress in mastery rather than on social 

comparisons. This is crucial for the less able pupils who might otherwise receive 

little positive feedback. Teachers need to be knowledgeable about the effects of 

various types of feedback and should consciously provide appropriate criticism. 

Black et al., (1989) suggested that teachers have always to provide maximum 

feedback to children about their assessments, by relating subsequent teaching to 

those assessments or by making clear which qualities have been discerned and 

achieved and where effort is still needed. 

2.5.11 Grading 

Grading is the process of judging the quality of a pupil's work or performance. It 

is the process by which scores and descriptive evidence are converted into marks 

or letters, i. e. grades, which indicate how well each child has learned (Airasian, 

1996). Grades are a traditional and nearly universal means of documenting pupil 

achievement. Although pupils and parents place a substantial significance on 

grades (Rowntree, 1977), few teachers have had formal traInIng for 't (Hills, 

198 1). Grades are formal and important elements of a pupil's record. GradIn 
Ig is 

a difficult task for teachers because they wish to be objective and fair to all pupll,,. 
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Since a primary teachers know each child very well and the real problems they 

might face, this makes the objectivity of the grading difficult (Airasian, 1996). 

As far as grading forms are concerned, teachers find it very difficult to find the 

best way to communicate children's progress in an effective and meaningful 

manner to the interested parties. Because parents and pupils are aware of the 

grading scales (I - 10), (11-20), letter scales (A, B, C); descriptive scales, (excellent, 

very good, satisfactory, adequate); or (pass-fail), most of the education systems 

use such scales to communicate children's progress (Gronlund, 1976-, Hills, 198 1; 

Airasian, 1996). 

According to Airasian (1996), grading serves three wider purposes: 

administrative, informational and motivational. Schools use grades 

administratively to determine pupils' rank in class, credits for graduation, and 

suitability for promotion to the next level. Informational ly, grades are used to 

inform parents, pupils, and others about a pupil's performance. Grades summarize 

how well the children mastered the material taught during a term or a session 

(Rowntree, 1977) and are also used to motivate pupils to study (Airasian, 1996). 

Except for serving as a measure of achievement, grades are an important medium 

for communicating with parents and within the schools. Such information can be 

used by parents to cooperate with the teacher and also to support and encourage 

their children (Wright & Wiese, 1988; Airasian, 1996). 

Grades are the overt criterion for the evaluation of the curricula at national, local. 
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school, or class levels (Gipps, 1990). They are used as the basic information to 

guide and consult pupils for future studies and career selection (Fragos. 1984). 

There are, however, certain criticisms which can be levelled at the grading system. 

Information is lost, because grades do not tell all that is known about the pupils' 

performance or abilities (Rowntree, 1991). Ebel (1982) argues that there are 

problems like the lack of a commonly accepted definition of what represents a 

mark, that often marks are used as a means of reward, or sanctions, so that 

sometimes marking becomes a vehicle of injustice instead of fairness. 

Thorndike (1969) points out that grades often lack reliability, which makes 

meaningful comparisons across classes or schools difficult. He also notes that 

teachers use grades ineffectively and that grades are an inadequate means of 

communication. Such difficulties appear mostly at the elementary schools where 

grading systems use peer performance as a frame for reference and result in letter 

or number categories. The normative performance of previous pupils is the most 

meaningful standard in generating grades; however, this standard usually consists 

of an imprecise standard developed through teacher experience (Hopkins & 

Stanley, 198 1; Wright & Wiese, 1988). 

Opponents of grading criticise the abuse of grades as a punishment because pupils 

have not studied or because they do not obey the classroom or school's rules. 

giving grades for Moreover, they dispute grading because it acts as rewarding by 
g 

rote learning and fostering the children's competitive and grade-hunting attitudes. 

There is also the subjective dimension in giving grades (Avdali. 1989). 
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Although motivation may be enhanced when performance is high, it may also be 

diminished when a grade is lower than the pupil expected. Frequent failures 

inhibit the joy that is related to learning; they limit the demands one puts for 

him/herself; pupils have doubts for their abilities and they are not confident 

(Airasian, 1996). 

Grades make pupils winners and losers. The former are approved of and 

encouraged while the latter are disapproved of and discouraged. As a result. the 

good become better and the poor become worse. Grades create an atmosphere of 

competition instead of co-operation (Crooks, 1988). 

Broadfoot (1994) reports that, in France, apart from the lack of genuinely 

formative assessment and guidance, a consideration of teacher assessment reveals 

the predominance of numerical marks despite widespread recognition that they are 

unconstructive and difficult to interpret because of the lack of objectives and 

criteria (Bottin, 199 1 ). 

2.5.12 Better Practices for Grading 

The previous debate constitutes strong evidence that marking and grading never 

can be totally fair since these approaches can only deal with limited and specific 

areas of school work and of the pupils by the teacher (Alexander, 1984). Hence 

the need for better practices for evaluating children's performance and work. 

Dowling & Dauncey (1984) suggest talking about the matters with the pupl 
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immediately or encouraging the pupils themselves to write in evaluative 

comments or notes for future reference. 

Some schools in the USA prefer parent-teacher conferences or the use of 

descriptive, criterion-referenced evaluation instead of the traditional report 

(Lemlech, 1984). In the U. K., many schools are moving towards more 

informative and open-ended ways of assessing pupils' progress which emphasise 

pupils' achievements rather than deficiencies and avoid rank orderings 

(Broadfoot, 1987; Reid et al., 1988; Pollard et al., 1994). 

2.5.13 Overview 

This section explored the concepts of feedback and grading. Feedback is defined 

as information indicating the gap between the desirable goal and the current level 

of a pupil. It is useful for both the teacher and the pupil. It appears in verbal, 

non-verbal and written forms. It may be immediate or delayed. Specific 

comments are more useful than general descriptors, grades or marks. Praise 

seems to be favourable for younger pupils and low achievers. Feedback is of 

most value when it refers to an individual's own progress. Pupils need to get 

specific comments and help to identify their errors and guidance on how to correct 

them. 

Despite the limitations inherent in grades, it is important to understand that grades 

are potent symbols in our society, symbols that count for pupils, parents and the 

general public. That is why they are used in most countries. 
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Having reviewed the relevant literature, the chapter which follows deals with the 

research methodology of the study. It discusses the uses and definition of a case 

study as a research strategy, its strengths and limitations and also how the data 

were collected, recorded and analysed. 
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Chapter Three: Research Methodology 

3.1 Introduction 

This chapter describes the methodology which was used to carry out the empirical 

part of this study. The first section examines the case study as a research strategy 

for this study, its strengths and limitations. The remaining sections describe the 

pilot study, sampling procedures and administrative arrangements used for the 

collection and recording of data, as well as the approaches to analysing and 

presenting the data. 

3.2 The Case Study as a Research Strategy for this Study 

There are several basic research designs to choose from, each of which reveals 

something different about the phenomenon under study. The question of when to 

use a case study for research versus some other research designs essentially 

depends upon what the researcher wants to know, the definitions of the problem 

and the questions it raised. Bromley (1986) writes that case studies, by definition, 

get as close to the subject of interest as they possibly can, partly by means of 

direct observation in natural settings, partly by their access to subjective factors, 

whereas experiments and surveys often use convenient derivative data, e. g. test 

results, official records. Also, case studies tend to spread the net for evidence 

widely, whereas experiments and surveys usually have a narrow focus. 

There are several "preconditions" which helped the researcher decide on the 

appropriateness of using a case study (Kenny & Grotelueschen, 1980). First, 

because the desired or projected objectives focus on humanistic outcomes as 

opposed to behavioural outcomes or individual differences. Second, because the 
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information from classroom teachers is not subject to truth or falsity but is subject 

to scrutiny on the grounds of credibility. In fact, the aim of a case study is not to 

find the 'correct' or 'true' interpretation of the facts, but rather to eliminate 

erroneous conclusions so that one is left with the best possible, the most 

compelling, interpretation (Bromley, 1986). Third, because of the uniqueness of 

the situation. At the time of this study, no such research programme could be 

located in Mauritius. 

There are several other reasons for choosing a case study design when doing this 

particular piece of research. This is so because the objectives of this evaluation 

is to develop a better understanding of the dynamics of classroom assessment. 

When it is important to be responsive, to convey a holistic and dynamically rich 

account of that particular topic. Finally, because of the use of common language, 

as opposed to scientific or educational jargon, to enable the results of this study to 

be communicated more easily to anyone who is interested in educational 

assessment or similar areas. 

These preconditions are congruent with the four characteristics of case study, 

namely: particularistic, descriptive, holistic, and inductive. 

One of the major reasons for using a case study research design was the fact that it 

is also concerned with understanding and describing process more than 

behavioural outcomes (Foreman, 1948). A case study, Foreman argues, Is 

particularly useful when the problem involves developing a new line of inquiry. 

needs further conceptual ization of factors or functions, demands emphasis on the 
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pattern of interpretation given by subjects and involves determining the particular 

pattern of factors significant in a given case. 

Process as a focus for case study research can be viewed in two ways. The first 

meaning of process is monitoring: describing the context and population of the 

study, discovering the extent to which the programme has been implemented, 

providing immediate feedback of a formative type, and the like. The second 

meaning of process is causal explanation: discovering or confirming the process 

by which the programme had the effect that it did (Reichardt & Cook, 1979). 

Therefore, the importance of a process rather than an outcome was also another 

justification for selecting a descriptive case study for this particular research to 

help understand and shed light on classroom assessment processes in Mauritian 

primary schools (Sanders, 198 1). 

For this study, a case study of the descriptive type is chosen because most of the 

research questions have to do with 'how' and 'why' which are appropriate for 

case study strategy. Also, the researcher did not have control over the research 

situation and intended the end product to be a holistic, intensive description and 

interpretation of a contemporary phenomenon such as the classroom assessment 

process in Mauritian primary schools. 

Another deciding factor is the fact that the case is an instance of some concern 

especially in the Mauritian education system and it is itself intrinsically interesting 

to be studied to achieve as full an understanding of the phenomenon as possible. 
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It would be, in Adelman et aL, (1983) words, it an instance drawn from a class '' 

Unlike experimental, survey or historical research, case study does not claim any 

particular method for data collection or data analysis. Any and all methods for 

gathering data from testing to interviewing can be used, although certain 

techniques are used more than others (Yin, 1994). Since case study as a research 

strategy that is qualitative in nature, was used in this study, data gathering and 

analysis techniques characteristic of qualitative research are emphasized. The 

decision to focus on qualitative case studies stems from the fact that this design is 

chosen precisely because the interest is in insight, discovery and interpretation 

rather than hypothesis testing. 

The case study has in fact been differentiated from other research designs by what 

Cronbach (1975) calls "interpretation in context. " By concentrating on a single 

phenomenon or entity ("the classrooms"), this approach aims to uncover the 

interaction of significant factors characteristic of the phenomenon. As Yin ( 1984) 

observes, case study is a design particularly suited to situations where it is 

impossible to separate the phenomenon's variables from their context. 

3.3 Definitions of a Case Study 

The most frequently encountered definitions of case studies have merely repeated 

the types of topics to which case studies have been applied (Yin, 1994). 

According to Schramm (1971), the essence of a case study, the central tendency 

among all types of case study, is that it tries to illuminate a decision or set of 
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decisions; why they are taken, how they are implemented and with what results. 

A qualitative case study is an intensive, holistic description and analysis of a 

single instance, phenomenon or social unit. Case studies are particularistic in that 

they focus on a specific situation or phenomenon; they are descriptive and they 

are heuristic - that is, they offer insights into the phenomenon under study 

(Merriam, 1984). 

Several writers have advanced definitions of the case study in a similar way. 

Wilson (1979) conceptualizes the case study as a process which tries to describe 

and analyse some entity in qualitative, complex and comprehensive terms not 

infrequently as it unfolds over a period of time. 

MacDonald & Walker's (1977) definition of a case study as the examination of an 

instance in action is similar to Guba & Lincoln's (1981) statement that the 

purpose is to reveal the properties of the class to which the instance being studied 

belongs. Becker (1968) defines the purposes of a case study as twofold: to arrive 

at a comprehensive understanding of the groups under study and to develop 

general theoretical statements about regularities in social structure and process. 

The case study can be further defined by its special features. Table 8 lists several 

case study characteristics from five separate sources. While the number of 

characteristics and the terminology may differ from source to source, a review of 

these suggests that the following four characteristics are essential properties of a 

qualitative case study: particularistic, descriptive, heuristic and inductive. 
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Particularistic means that case studies focus on a particular situation, event, 

programme, or phenomenon. The case itself is important for what it reveals about 

the phenomenon and for what it might represent. This specificity of focus makes 

it an especially good design for practical problems - for questions, situations, or 

puzzling occurrences arising from everyday practice. Case studies concentrate 

attention on the way particular groups of people confront specific problems, 

taking a holistic view of the situation. They are problem - centered, small scale, 

entrepreneurial endeavours (Shaw, 1978). 

Descriptive means that the end product of a case study is a rich, "thick" 

description of the phenomenon under study. "Thick description" is a term from 

anthropology and means the complete, literal description of the incident or entity 

being investigated. It also means interpreting the meaning of demographic and 

descriptive data in terms of cultural norms and mores, community values, deep- 

seated attitudes and notions, and the like (Guba & Lincoln, 198 1). Case studies 

include as many variables as possible and portray their interaction, often over a 

period of time. Case studies can thus be longitudinal. They have also been 

labelled "holistic, " "lifelike, " "grounded, " and "exploratory. " The description 

is usually qualitative - that is, instead of reporting findings in numerical data, 

case studies use prose and literary techniques to describe, elicit images, and 

analyse situations. 
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Table 8: Characteristics of Qualitative Case Studies 

Helmstadter (1970) Can be used to remedy or improve 

practices. Results are hypotheses. 

Design is flexible and can be applied to 

troubled situations 
Wilson (1979) Particularistic, holistic, longitudinal and 

qualitative 

Guba & Lincoln (198 1) "thick" description 

Grounded, holistic and lifelike 

Conversation style format 

Illuminates meaning 

Builds on tacit knowledge 

Stake (198 1) Inductive, descriptive, specific and 
heuristic. 

Multiplicity of data 

Hoaglin et al (1982) Specificity 

Description of parties and motives 

Description of key issues 

Can suggest solutions 

They present documentation of events, quotes, samples and artifacts (Wilson, 

1979). 

'Heuristic' means that case studies illuminate the reader's understanding of the 

phenomenon under study. They can bring about the discovery of ne-w meaning. 

extend the reader's experience, or confirm what is known. Previously unknown 
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relationships and variables can be expected to emerge from case studies leading to 

a rethinking of the phenomenon being studied. fnsights into how things get to be 

the way they are can be expected to result from case studies (Stake, 198 1). 

'Inductive' means that, for the most part, case studies rely on inductive reasoning. 

Generalizations, concepts, or hypotheses emerge from an examination of data - 

data grounded in the context itself. Occasionally one may have tentative working 

hypotheses at the outset of a case study, but these expectations are subject to 

reformulation as the study proceeds. Discovery of new relationships, concepts, 

and understanding rather than verification of predetermined hypotheses, 

characterize qualitative case studies (Merriam, 1984). 

There are several characteristics which have been developed to reflect the 

properties of the case study (Olson, 1982). It can: 

0 suggest to the reader what to do or what not to do in a similar situation. 

0 examine a specific instance but illuminate a general problem. 

0 illustrate the complexities of a situation - the fact that not one but many 

factors contributed to it. 

0 include vivid material - quotations, interviews, newspaper articles, and so on. 

0 obtain information from a wide variety of sources. 

0 spell out differences of opinion on the issue and suggest how these 

differences have influenced the result. 

0 present information in a wide variety of ways... and from the view points of 

different groups. 

143 



0 explain the reasons for a problem, the background of a situation. what 

happened, and why. 

Attempts to define case study often centre on delineating what is unique about the 

research design. The uniqueness of a case study lies not so much in the methods 

employed as in the questions asked and their relationship to the end product. 

Stake (198 1) takes this notion one step further and claims that knowledge learned 

from case study is different from other research knowledge in four important 

ways. Case study knowledge is more concrete - case study knowledge resonates 

with our own experience because it is more vivid, concrete, and sensory than 

abstract. It is more contextual - our experiences are rooted in context, as is 

knowledge in case studies. This knowledge is distinguishable from the abstract 

and formal knowledge derived from other research designs. It is more developed 

by reader interpretation - readers bring to a case study their own experience and 

understanding, which lead to generalizations to be part of the knowledge 

produced by case studies. Finally, it is based more on reference populations 

determined by the reader. In generalizing, readers have some population in mind. 

Thus, unlike traditional research, the reader participates in extending 

generalization to reference populations (Stake, 198 1). 

3.4 Strengths and Limitations of Case Studies 

All research designs can be discussed in terms of their relative strengths and 

limitations. The merits of a particular design are inherently related to the rationale 

for selecting it as the most appropriate plan for addressing the research problem. 

One strength of an experimental design, for example, is the predictive nature of 
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the research findings. Because of the tightly controlled conditions, random 

sampling and the use of statistical probabilities, it is theoretically possible to 

predict behaviour in similar settings without actually observing that behaviour 

(Coolican, 1990). Likewise, if one needs information about the characteristics of 

a given population or area of interest, a descriptive study is in order. Results, 

however, would be limited to describing the phenomenon rather than predicting 

future behaviour. 

One selects a case study design because of the nature of the research problem and 

the questions being asked. It is the best plan for answering one's questions. Its 

strengths outweigh its limitations (Yin, 1994). The case study offers a means of 

investigating complex social units consisting of multiple variables of potential 

importance in understanding the phenomenon. Anchored in real-life situations, 

the case study results in a rich and holistic account of a phenomenon. It offers 

insights and illuminates meanings that expand its readers' experiences. These 

insights can be construed as tentative hypotheses that help structure future 

research; hence, case study plays an important role in advancing a field's 

knowledge base. Because of its strengths, case study is a particularly appealing 

design for applied fields of study such as education (Denzin, N. K. & Lincoln, Y. 

S., 1994; Yin, 1994). Educational and assessment processes, problems and 

programmes can be examined to bring about understanding that in turn can affect 

and perhaps even improve practice. Case study has proved particularly useful for 

studying educational innovations, for evaluating programmes and for informing L- 

policy. 
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Field research better captures situations and settings which are more amenable to 

policy and programme intervention than are accumulated individual attributes. 

Second, field studies reveal not static attributes but understanding of humans as 

they engage in action and interaction within the contexts of situations and settings. 

Thus inference concerning human behaviour is less abstract than in many 

quantitative studies and one can better understand how an intervention may affect 

behaviour in a situation. Field studies are better able to assess social change than 

more positivistic designs, and change is often what policy is addressing (Collins 

& Noblit, 1978). 

The special features of case study research that provide the rationale for its 

selection also present certain limitations in its usage. Although rich, thick 

description and analysis of a phenomenon may be desired, one may not have the 

time or money to devote to such an undertaking (Merriam, 1984). And assuming 

that one does take the time to produce a worthy case study, the product may be 

deemed too lengthy, too detailed or too involved for busy policy makers and 

educators to read and use. Some suggestions for dealing with reporting and 

disseminating case studies can be found in the literature, but the amount of 

description, analysis or summary material, is basically up to the investigator. 

Guba & Lincoln ( 198 1) note an additional limitation of case study narratives: case 

studies can oversimplify or exaggerate a situation, leading the reader to erroneous 

conclusions about the actual state of affairs. Furthermore, they warn, readers can 

be seduced into thinking case studies are accounts of the whole: that is, they tend 

to masquerade as a whole when in fact they are but a part -a slice of life. 
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Qualitative case studies are limited, too, by the sensitivity and integrity of the 

investigator (Riley, 1963). 

collection and analysis. 

3.5 Selection of Schools 

The researcher is the primary instrument of data 

In all, four schools were selected for this case study. The first stage of the 

selection process was to group all the primary schools in Mauritius into urban and 

rural regions. In the second stage of the process, the schools within the urban and 

rural regions were further classified as 'high' or 'low' performing schools 

according to their performance rates in the CPE examinations over the last three 

years. Schools with an average/percentage pass of over 60% in the CPE 

examinations were classified as 'high' performing whereas those with a 

percentage pass of 59% or less were classified as 'low' performing schools. The 

third stage of the process was the random selection of the schools, that is, two 

schools (one 'high' performing and one 'low' performing) from the urban region 

and another two (one 'high' and one 'low' performing) from the rural region. 

A total of thirty - five teachers were selected from the four primary schools. All 

the primary schools in Mauritius have standards I- VI classes. Standards I being 

the class attended by pupils of five year olds and standards VI for eleven year 

olds. The selected teachers were those who were teaching in standards IV-VI. 

This is because the scheme of Continuous Assessment was only implemented in 

those standards. 

The number of teachers in the three standards in each of the four selected schools 
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is shown in Table 9. 

Table 9: Number of teachers in standards (IV-VI) in each school 

Standard St George 

Schools 

Elizabeth St Anne Manor 

IV 3 3 2 2 

v 3 3 3 2 

vi 4 3 3 4 

There were thirty - five classes (standards IV - VI) in the four selected schools 

and one teacher was responsible for one class. For this piece of research, all the 

standards (IV - VI) teachers in the four selected schools were chosen. 

It is worth pointing out that teachers of primary schools are all civil servants and 

they have to follow strict instructions or directives. Failure to do so can lead to 

disciplinary action and ultimately, dismissal from the service. These teachers are 

holders of at least 5 '0' levels or equivalent qualifications. Some of them have 

two or three 'A' levels. The teachers follow a two - year Diploma course in 

teaching. After succesful completion of the course, they start teaching in primary 

schools. 

To ensure confidentiality, the names of schools and the assessment co-ordinators 

have been changed to St George School, Elizabeth School, St Anne School and 

Manor School. 
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By including, therefore, teachers from urban and rural regions, an adequate degree 

of representational ity was achieved, since the teachers had many features common 

to the whole population; i. e. common initial training and National Curriculum, the 

same textbook for each subject and common directives. 

3.6 Administrative Arrangements 

Permission was sought from the Ministry of Education, Science and Technology 

to have access to the schools before the start of the interview. This was followed 

by a number of visits to the selected schools for informal discussion with 

participants to discover those who should be interviewed in depth and to make 

arrangements for the interviewing time and place. 

At the outset, the researcher's motives and intentions and the inquiry's purpose 

was addressed. The protection of respondents through the use of pseudonyms was 

also discussed. Prior to the interviews, the researcher spent some time observing 

the four selected schools and the teachers. In particular, the observation centred 

on: (i) the setting - what kinds of behaviour does the setting permit, the 

headteacher's office and the physical attributes of the various classrooms, (ii) the 

participants - who is in the scene, how many people and their roles, (iii) activities 

and interactions - what is going on and how people interact with the activities, (iv) 

frequency and duration of assessments and (v) other factors - informal and 

unplanned activities and nonverbal communication such as dress and physical 

space. 

The interviews were conducted schoolwise, that is in each school, all the teachers 
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were interviewed together. The interviews took a number of weeks for each 

school. For each class, there were either two or three teachers. Only on one 

occasion, there was four teachers. This was because school A had four standard 

VI classes. Recording of the interview data was done by the use of a tape- 

recorder. The researcher made a lot of notes in the course of the interviews. The 

teachers also provided answers to questions in written form. This practice 

ensured that everything said was preserved for analysis. 

3.7 Pilot Study 

Prior to the data collection, several research strategies were examined and carried 

out in a pilot classroom. The purpose of the pilot was twofold. First, it provided 

a method of training in a wide range of case study research instruments including 

observational note-taking, audio-taping discourse and transcription, follow-up 

interviewing techniques and piloting of interview schedules. This was done to 

improve the quality of the data collected in the case study schools. It also helped 

to clarify and develop the case study methodology in important ways. 

The importance of the pilot study cannot be overstated. In terms of research 

training it was fundamental. Principally, note-taking techniques, use of the tape 

recorder, developing a researcher's role in the classrooms and interviewing 

abilities improved dramatically over the next few months. The pilot also 

precipitated a major change in research strategy which is described next. 

Two major changes occurred because of the pilot study. First, it was determined 

that the role of the researcher should be more of an observer, rather than a 
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participant. Secondly, it was decided that the note-taking should focus on the core 

subject areas of Mathematics, Environmental Science and Language. This would 

enable the researcher to see how assessment information gathered by the teacher 

might feed forward into planning and feedback to the pupils. Thus, to provide a 

way of seeing the whole planning, teaching and assessment cycle, the data 

collection took place every day. Observing in the classroom every day also 

allowed the researcher to collect data on teaching strategies until practices were 

observed to be repeating and the data was yielding no new or clear variations of 

categories. 

Interviewing the teachers about a plan they had prepared before a lesson, coupled 

with a post-lesson discussion about what they had perceived as the next step or 

which pupils had understood or learned the new concept, and then observing that 

feedback used in the teaching of the next lesson was necessary to see the entire 

assessment process. Again, for this reason, data collection took place every day. 

Data collection at each school took place over a number of weeks. These 

included periods of observation in the classroom and follow-up interviews with 

the teachers and the assessment co-ordinators to gather data continuously over the 

course of a topic in each of the four core subject areas. To accomplish this, it was 

decided to repeat the observation/interview sequences as follows: 

Observe the teacher interact with the pupils usIng audio-tape and descriptive 

notes. 

0 Interview the teacher briefly at the end of the lesson or the daý- as to what 

happened in the encounter and what she learned from it, thereby confirming 
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and developing some consensus between the teacher and the researcher as to 

the content of the collected data, and at the same time investigating the 

teachers' thinking. 

0 Collect information as to the ways in which the teacher used or did not use 

the assessment information to plan and carry out the next academic 

experience for the pupils. In other words, was there any adaptation made to 

the next lesson as a result of the teacher's understanding and use of the 

pupils' demonstrated achievement? 

After each day in the classroom, the researcher completed his notes and made 

tentative lists of ideas relating to assessment practices. These ideas were collected 

and divided into comments relating to: purposes of assessment, types of 

assessment tools, what was being assessed, recording techniques, teachers' 

responses and problems encountered during assessment exercises and the ways to 

overcome the problems 

Daily memos and summary sheets were used to write up observation notes. In 

this way, patterns and new questions could be followed up the next day. Analysis 

of data occurred during the collection period and after. 

Interviews took place so that the researcher could gather "descriptive data in the 

subject's own words so that the researcher can gather insights on how subjects 

interpret some piece of the world. " (Bogdan & Biklen, 1982). A semi-structured 

interview schedule which contained factual, opinion and open-ended questiom, 

was used to ensure that the interview captured all the data necessary. but also 
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reduced the effects of bias. Adhering to the interview schedule as much as 

possible reduced the bias associated with the rephrasing of attitude questions, 

altering of factual questions and careless prompting and biased probes. It also 

prevented asking questions out of sequence or omitting them. 

It is interesting to see what research says first, about the advantages and 

limitations of observations and interviews (the main approaches used in this study 

for data collection); and second, about the ways of analysing and presenting the 

findings. In the light of this reading, the researcher adapted his approaches for 

data collection and analysis. 

3.8 Approaches used for Data Collection 

Evidence of the methodologies applied in classroom studies elsewhere, the 

questions of the present study, the restrictions of time, resources and staffing, led 

the researcher to decide that classroom observations and interviews were the most 

feasible approaches. Classroom observations were conducted in order to collect 

evidence about teachers' assessment practices, and children's reactions to them. 

This was supplemented by informal interviews and discussions with teachers and 

pupils. 

The researcher felt that this combination would be the most effective for 

answering the study's questions. In particular, for revealing the pervasiveness and 

importance of assessment in the classrooms; for yielding evidence about the 

current assessment knowledge and practice of the sampled teachers and also any 

I t: ý ir consequent issues, such as the constraints teachers face when assessing and thei 
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suggestions for improvement. In general, the approaches used aimed to 

supplement one with the other, to counteract bias and to generate more reliable 

data. 

3.8.1 Observations and Interviews: Strengths and Limitations 

Many researchers think that only by direct observation in the natural milieu can 

basic patterns of human behaviour be obtained (Galton et al., 1980; Woods, 1986; 

Hammersley, 1990). A direct observer can observe behaviour at the time of its 

occurrence which may be missed by using a questionnaire (Turney & Robb, 

1971). 

Observation is the most basic and direct approach for obtaining behavioural 

information and other instruments have their origins in observations made in the 

past (Burroughs, 1975; Wiersma, 1986). 

Observational studies attempt to increase understanding of the reasons for 

differences between theory and reality, educational policy and classroom practice 

(Bogdan & Biklen, 1982; Wiersma, 1986; Woods, 1986). They focus upon events 

more than words and look first hand at interactions and behaviours. 

However, the technique of observation has certain disadvantages. First, an 

observer may make faulty inferences from observations (Kerlinger, 1986). 

Different observers may view events in different ways, since perceptions are 

subject to distortions (Child, 1981). Second, the observer's presence might alter 

the subjects' behaviour (Turney & Robb, 1971; Engelhart, 1972-, Harlen & 
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Qualter, 1991). Third, observation is time consuming and the researcher may 

gather data without obtaining anything really significant during the period of 

observation (Nisbet & Entwistle, 1970). Besides, every observational approach is 

subject to the bias, prejudice and value-judgements of the observer. As has been 

frequently said, the observer may select the events to observe and ignore others 

just as important (Harlen & Qualter, 1991). Some of the items might depend on 

the subjective judgement of the observer to allocate them in various categories. 

Even when several observers are used, it is not guaranteed that an objective 

judgement can be made. Thus, any account of a teacher's activities based on such 

items and neglecting contextual information would be misleading (Broadfoot & 

Osborn., 1987). There is an obvious need for supportive interview notes to 

supplement such observations. 

The technique of interviews, like that of observation, has its strengths and 

weaknesses. The two major strengths of interviews are that the source of 

evidence is (a) Targeted - focuses directly on case study topic and (b) Insightful - 

provides perceived causal inferences. Some of the weaknesses of interviews are 

that they are time consuming, selective, inaccurate due to poor recall and reflexive 

- the interviewee gives what the interviewer wants to hear. 

3.8.2 Conduct of Interviews and Types of Questions 

In this case study, data were collected through interviews and observation. The 

Most common form of interview is the person-to person encounter In which one 

person elicits information from another (Merriam, 1984). 
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In qualitative case study research, the main purpose of the interview is to obtain a 

special kind of information. The researcher wants to find out what is in and on 

the teachers' mind (Merriam, 1984). According to Patton (1980) we interview 

people to find out from them those things we cannot directly observe like feelings, 

thoughts and intentions. We cannot observe behaviours that took place at some 

previous point in time. We cannot observe situations that preclude the presence 

of an observer. We cannot observe how people have organized the world and the 

meanings they attach to what goes on in the world - we have to ask people 

questions about those things. The purpose of interviewing, then, is to allow us to 

enter into the other person's perspective. 

Once it was decided what data collection methods would be used, decisions as to 

what information was needed to address the problem and how best to obtain that 

information were considered. 

The key to collecting good data from interviewing was to ask good questions. In 

this study, the researcher felt more confident where most of the questions were 

written out ahead of time in the form of an interview schedule. Working from the 

interview schedule allowed the researcher to gain the required experience and 

confidence. 

There were many questions which were put to the respondents to gain an insight 

into classroom assessment in Mauritian primary schools. To discover teachers' 

more fundamental views regarding why they assess and their opinions on the roles 

of assessment in aiding teaching and learning, they were asked how assessment 
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helps teaching and learning. What are the purposes of teacher comments and how 

assessment results are used. 

In an attempt to draw a picture of how teachers said they applied assessment in 

their day to day classroom practice, they were asked about the sort of assessment 

practices they applied, in what written forms they responded to pupils' work. hovv 

often they gave their own tests and for what purposes, and how often they made 

clear to their pupils the standards involved in a 'good' piece of work. 

To get some insights into what teachers look for when they assess their pupils, the 

teachers were asked about the spectrum of pupils' characteristics which they 

mainly assess. Finally, they were asked to indicate the problems they faced in 

implementing the assessments. 

3.9 Data Analysis 

Data analysis is the process of systematically searching and arranging the 

fieldnotes and other materials that researchers accumulate to increase their 

understanding of them and to enable them to present what they discovered to 

others. Analysis involves working with data, organising it, breaking it into 

manageable units, synthesizing it, searching for patterns, discovering what is 

important and what is to be learned, and deciding what will be told others 

(Bogdan & Biklen, 1982). 

During analysis, the researcher looks to see whether any interesting patterns can 

be identified, whether anything stands out as surprising or puzzling. They go on 
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to ask how the data relate to what one might have expected on the basis of 

common-sense knowledge, official accounts, or previous theory, and whether 

there are any apparent inconsistencies or contradictions among the views of 

different groups or individuals, or between people's expressed beliefs or attitudes 

and what they do (Harnmersley & Atkinson, 1983). 

In this study, qualitative analysis was carried out in order to make the data 

comprehensible. The aim here was to present a general picture of classroom 

assessment in a typical Mauritian primary classroom within the context of the 

school. 

The analysis concentrated mainly on identifying the meanings of the situations 

and the structure of events. Moreover, it attempted to explain individual actions 

in the light of the teachers' definitions and interpretations of the events (Wiersma, 

1986). Hitchcock & Hughes (1989) see qualitative analysis as the attempt to 

organize, account for and provide explanations of data so that some kind of sense 

may be made of these. The researcher moves from description of what is the case 

to an explanation of why that is the case. 

The basic idea of qualitative analysis was not so much to test a predetermined 

theory or hypotheses, but rather to generate ideas from the data. It involved the 

organization, sorting and coding of the data, together with the creation of some 

kind of system for the reproduction of information on specific themes from the 

mass of data (Bogdan & Bilken, 1982-, Woods, 1986). 
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The term 'idiographic ethnographic analysis' that is descriptive of particular 

situations, here classroom assessments, was introduced by Woods (1986). This 

approach emphasizes the holistic nature of ethnography and the distinctive quality 

of information discovered which, in turn, is not covered by the hypotheses of 

statistical assessment. It does not in itself therefore, permit generalization thou2h 

it might serve as a basis. There are no 'truths' to be discovered, or 'proofs' to be 

made (Woods, 1986); rather the goal here is a deeper understanding of 

interactions related to, in this case, classroom assessment in Mauritian primary 

schools. 

Data analysis consisted of examining, categorizing or otherwise recombing the 

evidence to address the initial propositions of the study. It is, in fact, one of the 

least developed and most difficult aspects of doing case studies (Yin, 1994). 

Unlike statistical analysis, there are few fixed formulas which guided the present 

researcher. Instead, much depended on the investigator's style of vigorous 

thinking, along with the sufficient presentation of evidence and careful 

consideration of alternative interpretations. 

Such an observation has led some to suggest that one approach to successful 

analysis is to make case study conducive to statistical analysis - by coding events 

into numerical form. Such "qualitative" case studies are possible when one has an 

embedded unit of analysis within a case study (Pelz, 1981) but this approach still 

tails to address the needs of doing analYsis at the level of the whole case (Yin, 

1994). Another suggested approach has been to use various analytic techniques 

such as putting information into different arrays, making a matrix of categories 
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and placing the evidence within such categories, creating data displays - for 

examining the data, tabulating the frequency of different events and putting 

information in chronological order (Miles & Huberman, 1984). 

Yin (1994) proposes having a general analytic strategy, the ultimate goal of which 

would be to treat the evidence fairly, to produce compelling analytic conclusions, 

and to rule out altemative interpretations. His suggestion for two such types of 

strategies are: (a) development of a case description and (b) relying on theoretical 

propositions. The latter strategy is the most preferred one, where the original 

objectives and design of the case study are based on such proposition which, in 

turn, reflect a set of research questions, reviews of the literature and new insights. 

And it is these propositions that may shape the data collection plan. 

This section described the approaches used for data collection. The next section 

concentrates on how the data were analysed. There is a deliberate attempt not to 

devote a separate section to data analysis since collection of data and analysis are 

a simultaneous process in qualitative research (Goetz & LeCompte, 1984). 

For this study, analysis was a two - stage activity: analysis during data collection 

and analysis after data collection. 

3.9.1 Analysis during Data Collection 

At the outset of the qualitative case study, the problem was known and the case 

that was going to be studied in order to address the problem was defined. But 

there was no knowledge as to what would be discovered, what or whom to 
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concentrate on or what the final analysis would be like. The final product of a 

case study was shaped by the data that were collected and the analysis that 

accompanied the entire process. Without ongoing analysis, the researcher ran the 

risk of ending up with data that were unfocussed, repetitious and overwhelming in 

the sheer volume of material that needed to be processed. Data that have been 

analysed while being collected are both parsimonious and illuminating (Bogdan & 

Biklen, 1982). 

In this study, several strategies were used to analyse the data during data 

collection and these are as follows: (i) making decisions to narrow the study. 

Discipline oneself not to pursue everything or else run the risk of ending up with 

data too diffuse and inappropriate. The more data one had, the easier it was to 

think deeply about it and the more productive it was likely to be when final 

analysis was attempted; (ii) making clear in one's mind to do a full description of 

a setting; (iii) bringing general questions to the study. These were important 

because they gave focus to data collection and helped organize it as one 

proceeded. Also to assess which of the questions were relevant and which ones 

had to be reformulated to direct one's work; (iv) planning of data collection 

sessions according to the findings from the previous observations; (v) wr, ting 

many comments as one went. The idea was to stimulate critical thinking about 

what one saw and to become more than a recording machine; (vi) writing memos 

to oneself about what one was learning. These memos provided a time to reflect 

on issues raised in the setting and how they related to larger theoretical, 

methodological and substantive issues; (vii) trying out ideas and themes on 

subjects. While not everyone was asked, and while not all one heard was helpful. 
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key informants, under the appropriate circumstances, helped advance analysis. 

especially to fill in the holes of description; (viii) going through the substantive 

literature in the field of classroom assessment to enhance analysis during the data 

collection phase. 

Data collection and analysis is indeed an ongoing process that can extend 

indefinitely. There was almost always another person/teacher who could be 

interviewed, or another observation that could be conducted. When should the 

researcher stop this phase of the investigation and begin intensive data analysis') 

The answer depended on time and running out of mental energy (Lincoln & Guba, 

1985). The four guidelines which were used to end the data collection phase of 

the study were: exhaustion of source, saturation of categories, emergence of 

regularities and over-extension. 

3.9.2 Analysis after Data Collection 

Once a decision was reached to end simultaneous data collection and analysis, the 

information was organized so that intensive analysis could begin. Yin (1984) 

calls this organization the case study data base, which he differentiates from the 

case study report. In a similar fashion, Patton (1980) differentiates the case record 

from the final case study. The case record is pulled together and the voluminous 

case data is organized into a comprehensive primary resource package. The case 

record which has to be complete but manageable includes all te major 

information that is going to be used in doing the case analysis and case study. w 

Information is edited, parts are fitted together and the case record is organized for 

ready access either chronologically or topically. 
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Analysis of the data was by reading through the field notes and materials, 

determining what issues and features consistently emerged and what themes 

appeared more often than others. During this long process, specific patterns, 

topics and categories (Hitchcock & Hughes, 1989) of activities and events were 

revealed. 

The data conveyed some of the richness and variety of what went on in observed 

Mauritian primary classrooms in terms of assessment. They also assisted the 

search for patterns deriving from these assessments, helping to explain why 

certain teachers did one thing while others did something else. 

The overall goal of the analysis was first, to describe classroom assessment 

practices, why assessment was conducted and what was assessed. Second, to find 

out what problems are encountered during assessment and how these are resolved 

and third to identify any patterns of assessment. 

Because these teachers may not be representative of the general Mauritian primary 

teacher population and because the practices described reflect what teachers said 

they did - not necessarily what they actually did - inferences about the assessment 

practices of Mauritian primary teachers in general are not justified. And anyway, 

this is not the idea behind the use of a case study strategy. Nevertheless, t ere is a 

value in setting out teachers' views, since their characteristics and also their 

schools are prima facie typical at least. Moreover, they were expected to 

implement the same educational policy. 

163 



Obviously, no legitimate attempt can be made from these data to make 

generalizations. However, overall the findings of this study may be suggestive of 

trends and approaches that could lend themselves to a more precise definition of 

variables in the future. It is in that explanatory vein that the following report of 

the findings and their interpretations was made. 

In Part H of this report, the findings are presented. Before presenting the findings, 

however, a brief description of the four selected primary schools for this case 

study is given, in order to facilitate the understanding of the various processes of 

assessment in Mauritian classrooms. 
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Part 11: Research Findings 

11.1 Introduction 

Assessment in the classroom is an integral part of the teaching and leaming 

process and teachers are constantly assessing every aspect of pupils' performance 

and attitudes, with various implications for their progress (Broadfoot, 1979: 

Shipman, 1983; Stiggins, 1985; Satterly, 1989; Rowntree, 1991; Airasian, 1996; 

Pollard et al., 1994). 

Observational data which were collected as part of this study are designed to 

supplement the interview data and provide first - hand evidence of the assessment 

implications on pupils expressed in their views. 

Observational findings are directly related to the study's questions of exploring 

the classroom assessment phenomenon, in terms of collecting evidence of 

teachers' current practice. These also show that it is important for teachers to be 

aware of the potentials of classroom assessment to assist teaching and leaming. 

Classroom interactions and assessment activities are phenomena which are too 

complex (Airasian, 1996). This is why this part of the report is presented n three 

Chapters and in one Appendix (because of thesis length), each presenting the 

findings of the four schools exploring the concept of classroom assessment: the 

purposes of assessing pupils, how this activity is undertaken and what is assessed. 

Descriptions are accompanied with illustrative quotations from teachers deriving b 

trom the interviews and also supported with reference to the relevant literature 

evidence discussed in the previous chapters. This sort of presentation aims at 
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enabling the reader to gain a clearer understanding of the situation in the 

classrooms, when bearing in mind the interactions and activities that take place 

and the factors revealed from the discussion of the data. 

The findings presented in this part of the report are based on the information 

gathered during the three terms in 1998 from the teachers of the four selected 

schools. 

Four case studies are presented, one for each school. Case studies of St George, 

Elizabeth and St Anne are found in Chapters Four, Five and Six while a case 

study of Manor school is found in Appendix B. 

Presentation of the results of the interview and observational data are similar for 

Chapters four to six and Appendix B. For each case study, the results of the 

findings are presented in two parts. The first part gives the results of the 

interview data, while the second part presents results of observations of the 

assessment co-ordinator in action. The idea here is to find out if what teachers say 

is what they actually do. 

The observation of classroom assessment has followed the framework of 

assessment cycle initiated by Natriello (1987) which parallel three phases of 

teaching: planning (setting learning goals), teaching (setting of tasks through 

instruction and teaching) and assessing (appraising and feedback). Accordingly, 

the analysis of the observation data are presented in the following order: planning. 

teaching and assessing. 
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A summary of the main findings and the conclusion of the study is found in 

Chapter Seven of this report. 

For reasons of anonymity, the names of the teachers and those of the pupils 

appearing in the report have not been mentioned. The idea here is not to present 

what teachers of a particular class, sex or age do in the classroom but to explore 

and give a general picture of the classroom assessment processes in the four 

selected primary schools. 

But before presenting the findings, a brief description of the four selected primary 

schools for this case study is given in order to facilitate the understanding of the 

various processes of assessment in Mauritius. 

11.2 The Four Selected Schools 

The four schools selected for this case study are St Anne and Elizabeth schools 

from the urban regions and St George and Manor schools from the rural regions. 

St George and Manor schools were the two high performing schools. 

Most of these schools are either one - or two - story buildings catering for around 

300-600 pupils of ages between five and eleven years. These schools are staffed 

by teachers who have followed a two-year course of teacher training at the 

Mauritius Institute of Education leading to a Teachers' Diploma or Certificate. 

Apart from the teachers, there is also a clerk who looks after administrative 

matters and a number of non-teaching staff whose responsibilities are the 

maintenance and upkeep of the premises and grounds. 
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All the schools observed are surrounded by gardens which are well looked after 

by the non-teaching staff and the pupils. Apart from the garden, there are also a 

playground for pupils to take part in various sports activities and a canteen from 

where refreshments and sandwiches can be bought. 

In a wider space at the main entrance are several school notice-boards on which 

are displayed information about the school's timetable, the names of the teachers 

and the classes they have responsibility to teach, the times of visiting the schools 

by parents, information of forthcoming events and what to do in case of 

emergency. Next to that wide space is found the headteacher and the deputy 

headteachers' office. The clerk has a desk in the headteacher's office. 

All the schools have a 'library', which is basically some bookcases with 

children's books which the pupils can borrow for the weekends. Physical 

education and assemblies are held weekly normally on Mondays in the playground 

if the weather is fine. 

The headteacher is responsible for the administration of the school. In his/her 

absence, the deputy headteacher takes that role, while the inspector who visits the 

school very regularly has more pedagogical responsibilities. The teachers are 

responsible for the classes and teach the core subjects, that is English, 

Environmental Studies, French and Mathematics. Pupils moving from standard 

IV and upwards have the same teachers, normally. 

The average class size is around thirty-five pupils. The teaching session i, fIfty_ 

168 



five minutes, with a ten minute break in between. The schools operate five days a 

week from 8.45arn to 3.1 Opm. 

In the classrooms, pupils' desk are in rows facing the teacher's desk. This allows 

him/her to observe all his/her pupils and maintain some element of control. In 

general, most of the classes are plain and well decorated with pupils' work or the 

map of Mauritius. At the front of the class, beside the teacher, is fixed a 

blackboard which is the basic teaching tool in Mauritian primary classrooms. On 

both sides of the classroom, there is a notice board on which examples of pupils' 

drawings, creative writing and the marks they have attained in various subjects are 

neatly displayed. During the teaching sessions, pupils are not allowed to walk in 

the classroom or speak unless permission is granted. 

The classroom environment of the observed schools can typically be characterised 

as a setting which communicates to pupils their status as passive learners of 

important socially valued knowledge (Starida, 1990). That is, they are obliged to 

learn externally imposed knowledge, which they do not choose and assessment 

procedures gauge how far they digest it. Obviously, this indicates an absolute 

control on pupils' learning and a traditional pedagogy. 

The blackboard is the centre of the pupils' attention for five hours daily and the 

decoration of the walls stresses the scholastic content of classroom life. The 

teacher's role is predominant in this context and symbolises the source of skills 

and knowledge. 

169 



The pupils' task, on the other hand, is continuous individual work in order to 

master knowledge and skills, which are the subject of classroom assessment that 

this study explores. The fact that all pupils face similar classroom environments 

is another feature of the equality the system claims is provided to all pupils. 

Another profound feature of classrooms observed is that their environment is 

scholastically oriented and it ignores the social and cultural life outside the school. 

Planning of the lessons is done individually and not discussed with other 

colleagues. Since classes are considered as homogeneous groups, teachers 

prepare the same tasks for all the pupils irrespective of whether they are in low or 

high ability groups. Pupils are expected to be silent in class, speaking after 

teacher's permission (another indication of teacher's control). 

The typical teacher will stand in front of the class to teach or give some kind of 

explanation. Most of the time, the blackboard is used as the main visual aid. An 

interesting point is that such a didactic style extends to all subjects. The typical 

teaching style can be characterised as teacher-centred pedagogy. Even in areas 

where the pupils have to develop their creativity and imagination, such as art, 

craft or poetry, they have to imitate either the teacher-made models or to recite 

famous poetries. 

II. In the Schools 

Sitting to the side at the rear of the classrooms, where it is possible to see and hear 

all that goes on, the researcher tried to grasp as more, and as fully as possible. the tý 

assessment events taking place. Entering into classroom activities was avoided 
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and there was no interaction with the teachers and pupils. Although, as it was 

planned, the focus was on tests, textbooks tasks, teachers' verbal comments. 

written comments, grading, marking and recording approaches that teachers use, 

from the first sessions it was felt that many other activities of the assessment types 

were taking place in the classrooms at a very fast speed. The researcher was faced 

with numerous evaluative interactions such as those concerning the management 

of the class for keeping smooth the flow of instruction and from formal 

assessments such as written tests or embodied in textbooks tasks, to the many 

informal ones, such as the continuous questioning, observations of performance, 

listening to pupils' reading and many others. Moreover, covert assessment 

interactions conceived such as the different tone of teachers' voice when asking a 

question or responding to a pupil's initiative and the assessments teachers make 

by scanning their pupils' eyes to see if they have understood the materials taught. 

All these raised serious questions in the researcher's mind about what are 

eventually more important to record and how this might be undertaken? Should it 

be teachers' questions, praise, criticism or non-verbal assessments'? Who is 

assessing whom? Are the teachers assessing the pupils or the pupils assessing the 

teachers? What about the class reactions? Were they to do with the effectiveness 

of the teachers' teaching or for pupils' learning efforts and ability or both? 

Teachers decided, sometimes immediately, sometimes after a short or longer 

delay. Often assessments concerned behavioural grounds and sometimes the 

affective domain of pupils' personality. Soon it became difficult for the 

researcher to keep track of all those assessment interchanges. This complexity 
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and plethora of information which accompanied classroom assessment resulted in 

the gradual accumulation of a vast bulk of notes. As Woods (1986) notes, "a 

classroom is a miniature of the real life full of ambiguities, inconsistencies, 

general messiness and illogicalities". 

Gradually, meanwhile, a progressive focusing on specific episodes started and 

regularities of assessment events appeared. This in turn came to act as the prime 

agency of selection in what to observe and what to record. Common assessment 

episodes occurred in every classroom, differing slightly among them. From these 

events, typical patterns of action emerged which constructed the framework of the 

assessment events categorisation. 

The chapter that follows describes the results of the interview and observation 

data in case study, St George school. 
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Chapter Four: Case Study - St George School 

4.1 Introduction 

St George school is a high performing school located in the rural area of the 

North. The two - storey building has several separate classrooms, gym, library 

and a hall. There were 636 pupils on the school roll and they came from various 

socio-economic and ethnic backgrounds. The majority of the pupils were of 

Indian background. Most of the pupils spoke two languages according to the 

assessment co-ordinator who also indicated that a lot of importance was laid on 

academic achievement. He said "we try our best so that our pupils are ranked 

high in the CPE examinations". The school staff included one headteacher, three 

deputy headleachers (one for the Oriental Languages) and twenty - five teachers 

who were all employed on a full-time basis by the Ministry of Education and 

Science. 

The school did not have a written assessment policy as such. However, the 

teachers at this school had attended a one - day course in assessment at the 

Mauritius Institute of Education. The school staff had devoted several meetings 

to the topic of assessment, including a moderation meeting to discuss and assess 

samples of work. The notes of minutes provide a good source of evidence as to 

the teachers' feelings about developing new assessment skills. 

First meeting: 

9 Assessing sample of pupils' work on an individual basis. 

0 Working in groups to agree on levels of achievement for each sample. 

9 Discussion of groups' assessments. 
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Outcome of the First Meeting and their Conclusions: 

9 Difficulty in assessing samples of work without knowing what went before. 

instructions given by the teacher or the context for the sample of the work. 

9 Working together in groups helped teachers to share ideas and focus on the 

important parts of the work. 

Need for more evidence/samples of work to be able to form accurate 

assessments. 

At another meeting, the headteacher outlined his views on assessment where 

many aspects of assessment were criticised but gave no concrete suggestions that 

could be used in class. The minutes talked about the establishment of assessment 

as a constant feature of classroom procedures in relation to: teacher assessment 

and attainment targets. Teachers discussed what exactly is evidence, as well as 

formative and surnmative assessment and records of achievement. They also 

discussed planning: how it could be streamlined and or put together in 

assessment. 

The above observation implied that the teachers at this school were at the initial 

stage of developing ideas on classroom assessment skills at the classroom and 

school level. 

The headteacher who had also attended the one-day course at the Mauritius 

Institute of Education, felt that the school had been working hard on planning but 

it did not feed into assessment at all. What he wanted to learn was how to 

conduct better teacher assessment while coping with thirty-five pupils in the class. 
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He had heard about observation strategies but felt that the pupils at his school 

were so disadvantaged, they needed constant supervision and that such strategies 

were not possible. He felt checklists or a scheme of assessment that could be 

carried on while correcting and teaching was what this school wanted. 

The headteacher, who had been a teacher for twenty years, had been involved in 

the development of school effectiveness. He said he had been appointed to his 

previous school to bring the school to a good standard. To achieve this, he was 

sent on a training course in teacher development. He was responsible for the 

writing of school policies on assessment and curriculum and also helped in the 

implementation of the changes. He was placed at St George school to do the 

same kind of staff development. He explained that to effect change one has to be 

very careful and teachers have to be on your side. He believed that teachers 

should formalise what they do and be more accountable so that there is a base for 

teachers to work from. He was of the opinion that the major weakness of the 

curriculum was the fact that it was too prescriptive and there was too much to 

cover. It was also more knowledge-based rather than skilled-based. He noted that 

his teachers felt great pressure from the curriculum with not enough time to plan. 

He reported that his role was to help in the planning and facilitating of the 

changes. He believed that the appraisal of the teachers should form part of this 

implementation. His comment might explain why the relationship between the 

teachers and the head appeared under strain at this school. In the other case study 

schools, the headteachers reported that part of their work during the 

implementation of the curriculum and the change necessitated by it. was to protect 

their teachers from too much change too fast, whereas this headteacher was 
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concerned with appraising and evaluating teacher performance while they were in 

the process of making the changes. The teachers felt judged rather than protected 

by their headteacher. Though he had studied the change process, he had not been. 

thus far, very successful in helping his teachers see the need for change. As a 

result, they were wary of any new policies. They interpreted the heaciteacher's 

requirements of one staff meeting a week and the policy of handing in weekly 

plans as a means of checking up on them. One teacher remarked that they saw the 

presence of a researcher studying assessment as yet another example of the 

headteacher's intent to watch and control them. The headteacher himself assessed 

the reading of each pupil in the school. He kept his own notes of the assessment 

and used the information to see how the school was doing, in other words, for 

surnmative purposes. He said he did share the information with teachers if there 

was a problem. 

The assessment co-ordinator said that "assessment at class level is our policy". 

There were ten teachers in standards IV, V and VI at this school. There were 

three teachers each in standards IV and V, while standard VI had four teachers. 

One teacher from the ten teachers acted as the assessment co-ordinator. At 

interview, the teachers were asked a series of questions on why they were doing 

assessment, how they were doing assessment, what they were assessing and 

whether they faced any problems during this exercise, and if so, how did they 

resolve them. There were further questions on the use of the Leaming 

Competency document for planning daily lessons, deciding on pupils' 

achievements, diagnosing pupils' strengths and weaknesses and whether their 

teaching methods had been influenced by the use of the Leaming Competencies 
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document. 

Overall results are surnmarised in tables of frequencies. Percentage totals exceed 

one hundred in tables since multiple responses were possible. 

After the interview, the assessment co-ordinator was observed. This was done to 

explain what he believed to be his classroom assessment practices and the 

influences which have shaped his thinking and work. The observational data was 

used to confirm or question his self - report. 

4.2 Results from the Interviews 

The literature review showed that assessment in the classroom is an integral part 

of the teaching and learning process. Teachers constantly assess every aspect of 

pupils' performance for various reasons (Broadfoot, 1979; Shipman, 1983-, 

Stiggins, 1985; Satterly, 1989; Rowntree, 199 1; Airasian, 1994; Pollard et al., 

1994). 

Data were collected by observing the assessment co-ordinator as part of the study 

to supplement the semi-structured interviews data and also to provide first - hand 

evidence of the classroom assessment practices. Such evidence was not available 

from the interviews. These observational data might verify or dispute what 

teachers assert they do when they were interviewed. In other words, these data 

will indicate whether what they said they did was what they actually did during 

the assessment phases. 
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Since classroom interactions and assessment activities are too complex 

phenomena, chapter 4 attempts to present those observed in a rather summarised 

and organised manner. There will be several excerpts (short/long) from the 

observations to indicate why teachers were assessing, how they conducted 

assessment and what they assessed. 

It is hoped that this kind of presentation will enable the reader to have a clear 

understanding of the practices involved in these situations. But before presenting 

the observational data, results of the semi-structured data are presented in tables 

10 to 14 to get the views of all the teachers of St George school. 

Table 10: Purposes of Classroom Assessment 

Purposes of classroom assessment Responses (N=10) 

Teachers 
Std W Std V Std VI 

All Teachers 

To provide feedback to the pupils I* 2 4 7 (70.0) 

To diagnose pupils' difficulties 1* 0 2 3 (30.0) 

To evaluate the lessons 2* 2 0 4 (40.0) 

To monitor the progress of pupils 2 2 4 8 (80.0) 

To stress the main concepts 0 2 0 2 (20.0) 

To communicate information to 
the parents 

I 1 0 2 (20.0) 

To provide feedback to the 
teacher 

1 2 4 7 (70.0) 

To motivate the pupils 1 1 3 6 (60.0) 

To provide remediation 2 2 4 8 (80.0) 

includes the response of the assessment co-ordinator 
** Total percentages exceed one hundred since teachers could provide more than 
one response. 
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Teachers were asked why they assess their pupils and the roles of assessment in 

aiding teaching and learning. Table 10 gives the responses of teachers of case 

study, St George school for the research question: "why do you do classroom 

assessment? " Table 10 shows the importance teachers place on assessment and 

their awareness to assist leaming which are indicated by the wide range of 

assessment purposes mentioned by the teachers. They said they assessed for 

various reasons: Feedback to the pupils and teachers, monitoring of pupils' 

progress, providing remediation, motivating pupils, diagnosing pupils' 

difficulties, stressing the main concepts and communicating information to the 

parents. 

Around seventy to eighty per cent of those interviewed said they did assessment to 

provide feedback to themselves and to the pupils, monitor progress of the pupils 

and provide remediation to the pupils. Sixty per cent of the teachers said they did 

it to motivate the pupils. Twenty per cent of those interviewed mentioned 

communicating information to parents and stressing the main concepts while 

thirty per cent of them mentioned that the purpose was to diagnose pupils' 

difficulties. 

Four out of the ten teachers also said that they do assessment to evaluate the 

lessons. Diagnosis of pupils' difficulties was mentioned by two standard VI 

teachers while stressing the main concepts were mentioned by two teachers of 

standard V. Two teachers (from standards 17V and V) said communicating 

information to the parents was one of the purposes. 
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There were four main reasons for the assessment co-ordinator to assess his pupils: 

to provide feedback to the pupils, to diagnose pupils' difficulties, to evaluate the 

lessons and to communicate information to the parents. 

These are some of the comments made by teachers for doing classroom 

assessment. 

"I am constantly on the lookoutfor pupils who are having learning, emotional or 

social problems. " 

"I try to identify pupils' problems by observing their performance and 

behaviour. " 

"Doing this help me to identify each pupil's difficulties and help them to learn the 

things not mastered before the next lessons are due and also help me to assess my 

own performance and the effectiveness of my teaching methods so as to find 

improved ways of teaching. " 

"Classroom assessment motivates my pupils. This results in them trying harder. - 

"The pupils want to know how their teachers respond to their contribution to the 

classroom discussion, participation and their attitudes during the lessons. " 

"One of the purposes of assessing my pupils is to make judgments about their 

academic performance. I like to know whether the pupils have mastered what 

was taught to them. " 

"When I noted very few hands raised for the seven-times table, this was a 

diagnostic feedback for me that something had gone wrong with iny teaching. 

Hence, my decision to repeat the seven-times table. " 

In an attempt to find out how the teachers conducted classroom assessment, they 
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were asked what sort of assessment practices they applied and also whether they 

gave homework and teacher made tests. 

An open-ended type of question was put to the teachers to give them an 

opportunity to describe as many assessment practices as they apply in the 

classroom setting. Table II gives the teachers' responses to the second question. 

The results of the table suggest that a wide variety of assessments related practices 

were applied by the teachers. 

Table 11: Conduct of Classroom Assessment 

Classroom assessment practices Responses (N=10) 

Teachers 
Std IV Std V Std VI 

All Teachers 

Close observation of a pupil working 2* 2 4 8 (80.0) 

Questioning at the end of a lesson to 
evaluate the instruction 

0 2 2 4 (40.0) 

Questioning during instruction to 
check if pupils have understood 

3* 2 2 7 (70.0) 

Homework 0 0 4 4 (40.0) 

Workbooks 0 0 4 4 (40.0) 
Comments 0 0 3 3 (30.0) 
Tests 1 2 4 7 (70.0) 

Correction of work 2 2 4 8 (80.0) 

*includes the response of the assessment co-ordinator 
** Total percentages exceed one hundred since teachers could provide more than 
one answer. 

Questioning during instruction to check if pupils have understood, close 

observation of a pupil working, correction of work and tests were the four most 

important ways to conduct classroom assessment. All the standard VI teachers 
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said they made use of workbooks and gave homework. Four of the ten teachers 

(two from standard V and two from standard VI) interviewed, said questioning at 

the end of a lesson to evaluate the instruction. 

The assessment co-ordinator said he conducted classroom assessment by close 

observation of a pupil working and questioning during instruction to check if 

pupils have understood the lessons. 

Table 12: What was Assessed 

What was assessed Responses (N=10) 

Teachers 
Std IV Std V Std VI 

All Teachers 
(% * *) 

Process 3* 3 4 10 (100.0) 
Product 3* 3 4 10 (100.0) 
Mastery of the Basics 3* 3 4 10 (100.0) 
Affective Domain 2 3 4 10 (100.0) 

Social Domain 2 0 0 3 (30.0) 
All round development 0 0 0 0 (00.0) 

includes the response of the assessment co-ordinator 
** Total percentages exceed one hundred since teachers could provide more than 
one answer. 

An attempt was made to get an insight into what teachers look for when they 

assess their pupils. All the ten teachers in this school said they assessed process, 

product and mastery of basics and the affective domain. Two out of the ten 

teachers said they also assessed social domains. The assessment co-ordinator said 

he assessed process, product, and mastery of basics. 

Teachers were asked to indicate the problems they faced in implementing 

classroom assessments to find out any rationales on which theý, base assessment - 
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related views. Table 13 surnmarises the results. Out of the ten teachers, nine said 

the problem faced by them during assessment are difficulty in assessing several 

pupils simultaneously. To deal with this problem, teachers said they grouped their 

pupils in four or five, while others stayed after school hours to complete their 

assessments of their pupils. Others suggested the reduction of time spent on the 

syllabus. Six out of the ten teachers said the Ministry was a major problem while 

forty per cent of the responses indicated personal reasons. 

Table 13: Problems Faced by Teachers during Assessment 

Problems faced by teachers 
during assessment 

Responses (N=10) 

Teachers 
Std IV Std V Std VI 

All Teachers 
(% * *) 

Lack of time to assess all the 
pupils 

2* 2 4 8 (80.0) 

Lack of formal training 10 0 1 (10.0) 
Difficulty in assessing several 
pupils simultaneously 

2* 3 4 9 (90.0) 

Disruptions 10 2 3 (30.0) 
Noises 01 1 2 (20.0) 
Personal reasons 11 2 4 (40.0) 
Ministry 12 3 6 (60.0) 

includes the response of the assessment co-ordinator 
** Total percentages exceed one hundred since teachers could provide more than 
one answer. 

Eight out of the ten teachers said lack of time to assess all the pupils. In these 

cases, they said they gave the pupils plenty of homework on the relevant topics to 

be marked the next day. Just one teacher mentioned either disruptions, noises or 

lack of formal training. In this case, they suggest postponIng the assessment and 

having relevant assessment training. 
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The assessment co-ordinator said he faced two problems doing assessment: 

difficulty in assessing several pupils simultaneously and lack of time to assess all 

the pupils. To deal with these problems, the co-ordinator said he gave them 

homework and did the marking with the pupils when time is available. 

Table 14: Use and Influence of Learning Competencies Document 

Use and Influence of English EVS French Mathematics 
Learning Competencies 
Document (N= 10) 

Teacher Teacher Teacher Teacher 
To plan my daily lessons 9* _ 9* 9* 9* 

To decide on a child's 10* 10* 10* 10* 
achievement 
To help diagnose a 7 6 7 8 
child's strengths and 
weaknesses 
My teaching methods 10* 10* 10* 10* 
have been influenced by 
the use of the document 

* includes the response of the assessment co-ordinator 

The teachers of St George school were also asked about their use and influence of 

Learning Competencies in their everyday assessment activities in the four core 

subjects. 

Nine out of ten teachers used the Learning Competencies document to plan their 

daily lessons, while all the teachers use the document to decide on a pupil's 

achievement. Between six and eight teachers said they used the document to 

diagnose a pupil's strength and weaknesses. 
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All the teachers said that their teaching methods had been influenced by the use of 

the Learning Competencies document. 

The assessment co-ordinator said he used the document to plan his daily lessons 

and to decide on a pupil's achievement. He also said that his teaching methods 

have been influenced by the use of the document. 

This section presented findings from the teachers' (including the assessment co- 

ordinator) semi-structured interviews. However, these findings have to be treated 

with caution, since they express what teachers said, not necessarily what they 

actually did in their classroom. In order to cross-check the consistency of their 

words and deeds, the next section presents findings from actual observation in the 

classroom. 

The next section presents findings based on the researcher's field notes gathered 

during the three terms of field work from direct observations. It will be 

interesting to see which classroom assessment practices the observed co-ordinator 

fulfilled when he was doing assessment. 

4.3 Assessment Co-ordinator: Background 

The assessment co-ordinator was in his thirties and had ten years of primary 

teaching experience. He came from a nearby school. There were 33 pupils in his 

class on the date of the data collection. All the pupils were present. The co- 

ordinator had a number of pupils who needed help with their studies. He said that 
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he had very little academic support, although he did have the deputy head to help 

hirn one afternoon a week. The co-ordinator believed that the school must operate 

on very strict lines to maintain enough stability and correct behaviour from the 

pupils to accomplish any teaching at all. He complained that there were constant 

interruptions to his teaching which occurred without his consent or knowledge 

and that there was a lack of information from the headteacher. 

During the first observation, when the Senior school Inspector came into the class, 

the teacher voiced his frustration that he did not get any warning about any visIts. 

The co-ordinator appeared to have a poor rapport with the headteacher. He said 

that he and the other teachers were not consulted or informed about issues that 

affected their work. Some confirmation of his comment was evident on the first 

day of the data collection period. As the assessment co-ordinator for this school, 

this teacher was chosen to be observed for this research project without his 

knowledge and was not made aware of any details or information as to when it 

would begin. He did not realise the researcher was starting that day, although the 

Ministry of Education had informed the headteacher several weeks prior to the 

start of the data collection exercise. 

During the data collection exercise, an attendant came in to put up the New Year's 

decoration, another teacher was busy rehearsing for the party while using a 

microphone. At one point before the recess, the headteacher arrived with the 

school inspector on an unannounced visit. The co-ordinator. who had been 

listening to his pupils discussing living things, went to be introduced to the visitor 

and, in turn, introduced all the other people in the room. At lunch time, he said . 
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"it's always like this. How can you work in this kind of situation ? ". 

During the second observation, the co-ordinator said he was not happy at the 

school but "there was nothing I could do ". He appeared to have a regular and 

similar routine in his classroom. The day always began in the same way with 

attendance taken on the register and a check on the understanding of the tables 

-12). The pupils had different folders or workbooks for their lessons. These 

included Mathematics workbooks, English workbooks, Environmental Studies 

workbooks and French workbooks. There was little evidence of any teacher-made 

materials in the classroom. The tables were always set up and pupils worked in 

small groups at a table on their booklets. The co-ordinator did not give any 

instructions for the seat work. It appeared that the pupils knew where to sit and 

also to start right away with their work, which involved copying a sentence from 

the blackboard and adding a line of their own with a picture. They then were to 

complete two pages of Mathematics and finish a page on the correct formation of 

a letter as drawn on the board. This routine was helpful to the co-ordinator 

because it gave him time to attend to particular pupils or to deal with problems in 

the class. The design of the classroom was such that anyone going to the next 

classrooms had to walk through this teacher's classrooms. This was found to be 

very distracting to the pupils and the teacher himself, 'especially during teaching 

and assessment activities. 

4.4 The Assessment Co-ordinator in Action 

The assessment co-ordinator used a variety of published work schemes in separate 

subject areas in order to simplify his planning and ensure coverage of basic skills. 
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He said that these were picked because they covered the curficulum requirements. 

With frequent interruptions and a very large class, he found workbooks the best 

way to track pupiW progress and keep the work continuing at a steady pace. He 

could send these workbooks home for extra work if his time in class was cut 

short. He used these workbooks as samples of work as well. His long - term 

planning therefore consisted mainly in reading the curriculum for the skills and 

knowledge requirements, selecting the available work schemes to cover these 

skills and creating simple routines that pupils could repeat daily to cover other 

content and skills. At the beginning of the class, the pupils copied the date, a 

short sentence about the weather or season, wrote their own sentence about their 

day and drew a picture. The co-ordinator's sentence often included rhyming 

words or sound patterns. The co-ordinator always had the curriculum documents 

at his desk and referred to them all the time. He used the examples in the 

curriculum as ready-made activities when he was unsure about the way to teach 

and assess the learning competencies. 

For weekly planning, the co-ordinator took the lead from the work schemes once 

again. In Mathematics, he would check the work coming up in the next few pages 

of the booklet and plan a manipulative activity to precede the pencil and paper 

task. The co-ordinator planned three stories to read per day. He and other 

teachers mentioned that the pupils do not often have stories read to them at night, 

although books are sent home twice a week. He selected books for the ir 

congruence with topic work. 

There was little evidence that the assessment co-ordinator adapted his lesson 
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plans for subsequent lessons based on information gathered from questioning, 

observing or discussion in the class. In reading, however, the teacher kept notes 

on each pupil's progress and used summaries of the stages and components of 

reading skills photocopied at the top of each pupil's anecdotal record. His notes 

indicated what the pupil was able to read and the strategies used. In interview, he 

said that he used his anecdotal notes as a record but also as a guide to selecting the 

next book for the pupil. He used various Reading Series which provided a 

progression of reading texts. In this way, the co-ordinator used these notes to feed 

forward into planning and to keep track of a pupil's current skills according to 

standard curriculum requirements. 

In Mathematics, the co-ordinator did not keep notes to help his plans. Instead, he 

corrected work daily and used the workbooks as samples of work. He said that 

his groups were generally selected on the 'ability of the pupils to work 

independently or not'. He usually sat with the group that required the most 

monitoring. The other pupils came and queued at his desk to have their work 

checked. At the end of one session at recess, he was asked by the researcher who 

was ready for the next skill and who needed more practice. He was able to 

answer quickly for nine pupils but these were the pupils who needed more work. 

The others, he said, were all doing adequately. He relied on memory for this 

judgement rather than notes, but could speak more specifically when he glanced 

through their workbooks. From these observations, the co-ordinator exhibited 

many of the attitudes and practices associated with the 'critical intuitive' model of 

teacher assessment (McCallum et al., 1993). The co-ordinator minimally adopted 

the curriculum procedures and did not appear to integrate assessment into hi,, 
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practice in any systematic way. He appeared an experienced practitioner because 

he appeared to be very confident that he was covering the curriculum and 

assessing the pupils' work in an ongoing way. However, there was little evidence 

that he planned assessment into his teaching or that he conducted particular tasks 

designed to reveal achievement or thinking. 

During the Environmental Studies class, the co-ordinator set up experiments and 

stayed in the class during most of the session with each group. He made sure the 

others were working on activities they could manage independently at these times. 

The co-ordinator had a very clear plan concerning what had to be learned through 

the activity. He referred to a planning sheet which listed the elements of the 

activities, including the questions he was going to ask. He did not write down any 

notes from these sessions. However, he did look at the pupils' notes at the end of 

the lesson. He seemed very focused on the spelling of words on the pupils' work 

rather than the content as evidence of conceptual understanding. He did not have 

any pupil do the experiment again to check their thinking. He was intent on 

everyone getting a chance to 'have a go at it'. He selected four pupils to work at 

the science table at a time. The co-ordinator stayed and asked questions of the 

pupils and demonstrated the task several times. Some of the questions the co- 

ordinator asked were drawn from the workbooks examples, he said. He asked 

generally the same questions each time, indicating that he did not change his 

teaching as a result of his reflections of the progress of previous groups or the 

particular needs of the group he was working with. 

The assessment co-ordinator did a great deal of in-class marking of workbooks 
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with the pupils beside him which he said informed him as to who was getting on 

well and who was not. He had tables grouped by ability. Several times during the 

observation period, he moved the pupils from table to table. This may have been 

in response to his assessment of their work. He said the criterion for the different 

tables was the level of independence the pupil was showing. However. everyone 

at a table was working on very similar language or Mathematics questions at the 

same time. 

The co-ordinator, while doing work on vocal sounds in the morning, would go 

through a list of sounds he had covered and ask for words starting with that sound. 

He asked several pupils to give him a word with that initial sound. He kept a list 

of sounds that no one seemed to know well. The co-ordinator modeled the sound 

but did not teach again the sound later in the day. He often reviewed it the next 

day. If the pupils knew the sounds well, he would drop them from the list. The 

verbal interactions were initiated by the co-ordinator. The pupils gave their 

responses and the co-ordinator would then give feedback. He appeared to be 

seeking a specific answer from the pupils in response to his questions. For vocal 

sounds, the question often simply required the pupils to think of examples of 

words starting with the identified sound, although if they were stuck, he would 

give them clues. 

This excerpt comes from a session in vocal sounds. The pupils have come in and 

listened to the morning notices and a story. They have been sitting for about 10 

minutes. With 33 pupils on the floor, some of them whIsperIng and answerIng at 

the same time, it was difficult to hear everything. 
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Co-ordinator: Today, we are going to practice your sounds to help you in reading. 

This one's D. Say the sound D. Deeee. 

repeat it. 

He makes the sound and the pupils 

(The co-ordinator is positioned at the front and above the pupils on a chair. He 

gives a reason for studying the letter sounds and reminds them of the vocal sound 

programme they have been studying. He then models the sound and gives 

examples). 

Co-ordinator: D for? (He looks round the group looking for examples of d words 

and he asks two pupils. Only a few have their hands up). 

Co-ordinator: D for dog? 

Pupil: Doll 

(Co-ordinator does not indicate whether the pupil is right or wrong. However, 

the pupils seemed to understand that if he moved to the next pupil or question, 

then the answer must be correct). 

Pupil: Dirty (the co-ordinator shakes his head). 

Co-ordinator: Right then M is for mother moon. M for 

Pupil: Mountain 

Co-ordinator: (Points to himself). 

Pupil: Man 

Co-ordinator: Yes S for? (points to the sky. No one answers). 

This example shows the kind of questions often used in the class. The co- 

ordinator asked many closed questions, often looking for one correct answer. The 

pupils did not respond when they were not sure of the ansývers he wanted. Th,,,, 
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might account for the few numbers of hands up when questions were asked. Here 

the co-ordinator used a clue to help the pupils give an answer he was looking for. 
t" 

The sequence is repeated and the pattern well-understood by the pupils. The co- 

ordinator knows the answer and is looking for answers that conform to his notion 

of what is correct. Furthermore, from this exchange the teacher only has 

information about the understanding of the few pupils who have answered. He 

does not have any information about what the others have understood. 

The questioning technique of the co-ordinator in Mathematics was sometimes 

directed to keeping the pupils doing an exercise. At times questions were directed 

towards processes used to get the answer to the question. The following are 

samples of his questioning of pupils at their tables while they were working on 

Mathematics. 

Co-ordinator: Read the question to me? What does it say? 

Pupil: We need the numbers up to 20 

Co-ordinator: They are written on the blackboard. (He waits while they work). 

What's the answer? (There is no answerfrom the pupils). Did you all count? 

Pupil: 15 

Co-ordinator: Yes. What's the next one? Read the sum out to me. What does it 

say? 

Pupil: (All the pupils say together) 1+2+3= (While the pupils started to make 

ciibes fit the question, the co-ordinator worked with a boy it, ho was having 

difficulties). 
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Here, he directed them to the process. The co-ordinator said he reviewed the 

instructions with the small group and then gave individual help when it was 

needed. On several occasions, the co-ordinator sat at a group table and watched 

the pupils work. He did not ask them questions and waited until they had finished 

before he corrected them. He did not make any anecdotal notes from these brief 

observation periods and his intention was often drawn away by noise in other 

parts of the room. It was not clear how he made use of this information. 

In the Science lesson on plant cells, the co-ordinator did not appear to use what he 

had found from one group and use it to improve his presentation or discussion in 

the following groups. The questions he asked did not change substantially, 

though he sometimes changed the order and the phrasing. He did not actually 

read from his list but referred to it. In one group, he had everyone watch the 

whole experiment and then everyone had a chance to do it. He felt they could not 

listen and play at the same time. He was pushed for time because of the frequent 

assemblies and interruptions. He tried to make sure that everyone had at least the 

experience and had the opportunity to discuss the basic questions about the 

concepts themselves. While the notes were often done without him, he made 

sure he asked questions about the various aspects of each cell from each group. 

As a result, though he used a task and a set of questions that could have been used 

more formatively to assess each pupil's understanding, or to improve his own 

teaching effectiveness, he did not appear to do so. He had to monitor the rest of 

the class at the same time as the Science lesson. In the event, the amount of time 

allotted to the task was limited to about 10- 15 minutes per group. 
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The co-ordinator used guided practice, modeling and questioning in some 

activities. In work on vocal sounds, for example, he would repeat the sound and 

give several examples of the sound in a word. The teacher made clear the process 

to solve problems through guided practice rather than telling the pupil the answer. 

When correcting spelling lists, he would add more words that followed the same 

rhyming pattem and point out the similarity. This also informed the co-ordinator 

that the pupil was noticing and understanding the pattern. 

Co-ordinator: Give me some more words which end like get, jet, met, pet 

Pupil: wet 

Co-ordinator: Yes that's correct. 

During the data collection period, this kind of teaching strategy re-occurred. It 

was determined that such examples might constitute a specific kind of feedback 

where the process or methods needed to solve a problem were identified. The 

pupil was essentially led through the process until an answer became clear. The 

assessment co-ordinator did not go over the process or summarise it for the pupils 

after the talk. This may have helped the pupils generalise the process and thus be 

able to transfer the thinking to other similar situations. 

During the various teaching and assessment phases, this co-ordinator seemed to 

assess his pupils for two main purposes: providing feedback and diagnosing. 

Several examples will be shown to provide evidence of the two assessment 

purposes. The first example of feedback could be regarded as implying 

punishment. For example: 
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Co-ordinator: You are very slow in doing your work. Others are on page 12 and 

you are still on page 5. I'll have to inform your parents about that. 

These comments were threatening in that the voice was very loud and everyone 

heard what the co-ordinator was saying. It was obvious to others that this pupil 

was being reprimanded. The pupil was also compared to another pupil (norm 

referenced) and the co-ordinator was threatening to call his parents 

(communicating information to parents). 

There were times when the co-ordinator smiled a great deal, especially during L- 

story time. He made many general comments that work was "lovely". Other 

approving feedback included: 

"That's my girl" and "He's a good boy. " 

He used please and thank you quite a lot, even when the pupils helped to tidy the 

rooms or return the boxes. 

The co-ordinator was nevertheless very specific concerning appropriate behaviour 

and language. He shouted at times and called certain actions "naughty". For 

example, after hearing from another teacher that two boys had been teasing 

another boy at playtime, the co-ordinator was very angry with the two boys after 

lunch. At one point he provided disapproving feedback by referring to one boy as 

If not nearly as nice as your otherfriends. 

In Mathematics, the co-ordinator gave repeated comments on the criteria 

necessary for success, generally relating to work habits. ''Slow and carejul " were 
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words he repeated often to pupils in response to noticing careless errors in their 

books. 

There were many examples of correction of errors. In all subjects the pupils 

completed work and then lined up to have it checked. 

Co-ordinator: This is not it (A number sequence was not right) What is wrong? 

Pupil: I don't know 

Co-ordinator: Look at the blackboard (The co-ordinator pointed to the number). 

Pupil: Oh yes (The co-ordinator took the next pupil's book. The first pupil 

returned to his desk and asked helpfrom hisfriend). 

In this instance, the co-ordinator showed her a way of finding out the correct 

answer but did not explain enough to the pupil for her to complete the correction 

on her own. 

In language activities, the co-ordinator made comments on spelling and neatness 

regularly. He also corrected at a desk and checked and totaled up the errors as he 

talked. Some samples of his comments are shown below: 

Co-ordinator: Now... three wrongs (The co-ordinator put circles around the 

words which are misspelled. ) 

Co-ordinator: That's not very good. Is it? Can you do it again? 

For his new workbook, a pupil asked the co-ordinator how to spell 'gold' 

Pupil: How do You spell 'gold', Sir? 

Co-ordinator: How do you spell 'bold' (He said it slowly and phoneticallY. ) 

Pupil: B-O-L-D 
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Co-ordinator: Now spell 'gold'. What's the first letter? 

Pupil: G 

Co-ordinator: Now spell it. 

Pupil: G-O-L-D 

Co-ordinator: Very good. You should use your head. Now you can try the next 

one. 

Here, the rhyming word pattern is made clear but the way the co-ordinator said, 

"You should use your head" made the feedback less positive than it might have 

been. The co-ordinator in this example made the process clear but used vague 

descriptions to articulate achievement. 

The pupils had been adding two numbers together and had just completed a page 

of adding three numbers together when the co-ordinator commented. 

Co-ordinator: This is a little bit harder. This is because you have three numbers to 

add up. Try to put the number here. (He did a demonstration). Make the numbers 

neatly. 

Pupil: What about making it with blocks and then putting them together and then 

adding up?. 

Co-ordinator: That's good if this is what you want. 

Although this example indicates that the co-ordinator is describing the process 

and criteria, the pupil's suggestion of a possible method to make the work easier 

and clearer was not taken into account by the co-ordinator. 

The next example shows why the work was very good. 

Co-ordinator: Excellent work! You have got all the answers right this time. tý 
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So far, it has been shown that this co-ordinator did classroom assessment for the 

purposes of providing feedback to pupils and communicating information to 

parents. Did he do assessment for other reasons? Observation of his activities 

suggest that he also did assessment for another purpose: diagnosis. The co- 

ordinator was noted to be constantly on the lookout for pupils who were having 

problems with leaming. This type of assessment appeared to be the most 

common in this school and also at Elizabeth and Manor schools. The co- 

ordinator tried to identify these problems by observing the pupils' performances 

and behaviour, questioning them or assigning various tasks and checking their 

work and then documenting their frequency in an attempt to measure whether they 

had learned the material and accordingly selecting remedial activities. 

One of the most common and routine assessment activities which was done at the 

end of each teaching session at this school was the 'testing' of the previous 

lessons taught either on the same day or on the previous day. 

In this way, the co-ordinator tried to use it as a foundation for the new knowledge. 

Further, a necessary precondition was to assess pupils' present level of knowledge 

as far as the previous taught material was concemed. The co-ordinator attempted 

in this way to diagnose whether his pupils had any gaps in their mastery of the 

previous material and skills needed; whether they were able to accept the new 

ones and whether they needed any additional explanations or help, to make a 

success of the new topic. In other words, the whole process was a check for 

comprehension and diagnostic assessment. The following illustration 
C is a good 
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example of the co-ordinator examining his pupils in the seven times table taught 

in the previous lesson (in italics are the researcher's reactions). 

Co-ordinator: Today we are going to revise the previous day's work, that is 

table seven. What is three times seven ?. (The majority of the pupils raise their 

hands. The co-ordinator glances at Sanita). 

Sanita: Twenty-one, sir. 

Co-ordinator: Well done Sanita! Very good. 

Co-ordinator: What's six times seven?. (Not many hands are raised. After a 

short wait, he turns to Gita) 

Gita: Thirty-five, sir. 

Co-ordinator: Wrong. Could someone else try. (He signals to Pierre to answer) 

Pierre: Thirty-eight. 

Co-ordinator: It is forty-two, actually. O. K. what's seven times twelve" (Three 

out of thirty-eight hands are raised. He nods to Raj and asksfor an answer). 

Raj: Eighty-four. 

Co-ordinator: Correct, good Raj. O. K. What's seven times six? 

Devika: Forty-nine. 

Co-ordinator: Wrong. Could someone else try. (He signals to Pierre to answer). 

Pierre: Thirty-eight. 

Co-ordinator: It is forty-two, actually. O. K. what's seven times twelve? (Three 

out of thirty-eight hands are raised. He nods to Raj and asksfor an answer). 

Co-ordinator: Since some of you have still not understood table seven, what we 

will do today is to revise together this very table so that each and everyone of you 

have mastered them very well. So, let's revise table seven again for the next hour 
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or so. 

Thus the co-ordinator diagnosed his pupils' competence in the previous teaching 

unit of the seven-times table, before he went to table eight. Further-more, he used 

the diagnostic information to decide to repeat the previous lesson instead of 

continuing, that is the diagnostic information was used to assess the effectiveness 

of his teaching. 

When, for example, the co-ordinator noted very few hands raised for the seven- 

times table, this was a diagnostic feedback for him that something had gone 

wrong with his teaching. Hence, his reaction to repeat the seven-times table. His 

diagnosis and prediction of his pupils' learning were done by examining them in 

the seventh-times table and finding that the majority of them had serious 

difficulties and predicting that if he proceeded to the eight times table, the 

problems would simply aggravate and become worse. That is why he decided to 

repeat table seven. 

Having looked at the purposes and conduct of classroom assessment, the 

remainder of this section examines what was assessed by the co-ordinator in the 

course of conducting classroom assessment. It also presents findings of any 

problems this co-ordinator faced during assessment and how he coped with these. 

When describing what was assessed, it is interesting to start with the learning 

objectives pupils had to attain. It is worth mentioning that the content of 

assessments was officially pre-specified by the Ministry of Education and the 

Mauritius Examinations Syndicate. These competencies which the pupil had to 
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demonstrate after the end of an instructional process and which had to be 

observable and in principle testable, were broken for each teaching unit that pupils 

had to achieve and are described in detail within the curricula and the teacher's 

manual (Learning Competencies for All, 1992). 

Examples of learning competencies: 

English (Essential Learning Competencies): Use capitalization, final stop and 

question mark. 

Mathematics (Essential Learning Competencies): Multiply a three digit number 

by a two digit number. 

French (Essential Learning Competencies): Anticiper la suite d'une 

histoire/d'un film. 

Environmental Studies (Essential Learning Competencies): Draw and label the 

main parts of a volcano. 

It is obvious from the above that emphasis is placed on expressing the objectives 

in terms of detailed activity which is determined by the appropriate verb and the 

content. 

What sort of objectives did the teachers assess? For assessment purposes, It was 

observed that the co-ordinator at this school was more concemed with the four 

core subjects. At no time was the co-ordinator found to be planning, teaching or 

assessing non - core subjects like extra curricular activities. These findings were 

similar to those in the other three case study schools. The interest was on the four 

core subjects. This may be because these four core subjects are compulsory at the 

Certificate in Primary Education examinations. 
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Example: 

9 Understand link between sentences/Paragraph (English) 

9 Find equivalent fractions (Mathematics) 

* Raconter une histoire en donnant son opinion (French) 

* List five sources of water (Environmental Sciences) 

The Leaming Competencies for All document (1992) contains Essential Leaming 

Competencies and Desirable Learning Competencies. Sixty per cent of the 

competencies are ELCs while the remaining forty per cent are DLCs. 

The content of the learning competencies the co-ordinator was assessing at this 

school could be generally classified as lower level objectives of Bloom's (1956) 

taxonomy. That is, the teachers were more concerned with knowledge and 

comprehension as the following examples show: 

9 Produce vocal sounds in English (Recall). 

9 Measure length in metres and centimetres (Understanding). 

9 Consulter une table des matieres (Recall). 

e Name the three physical states of water (Recall). 

Similar findings were noted at case study schools: Elizabeth and Manor. This is 

surprising when case study, St George school is a high performing school. One 

explanation could be that the majority of the pupils passed the CPE examinations 

without being ranked. 
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There may be several hypothetical reasons for assessing lower level objectives. 

., 
The first reason may be because these objectives were easy to assess. The second 

reason could be that the co-ordinator was aware of the strengths and weaknesses 

of his pupils and thirdly, because the co-ordinator believed that pupils should 

master the basics (Rowntree, 1977; Satterly, 1989; Airasian, 1994). 

Not only was this co-ordinator assessing lower level objectives but was observed 

to be looking at the actual process his pupils were following up to the point where 

they had gone wrong. Then he would praise the pupil for getting it right up to that 

point and then he would explain why they had gone wrong and finally help the 

pupils to arrive at the correct answer together. 

Because of shortage of time, it was observed that the co-ordinator worked out the 

answers with the pupil(s) concemed during the break or after school hours. If the 

majority of the pupils were unable to complete the exercise, then the co-ordinator 

would analyse the problem and explain it to all the pupils. 

This co-ordinator also assessed socio-affective behaviours. The term 'socio- 

affective behaviours' is used in this thesis to indicate processes that observed 

teachers were applying for gathering information and evaluating pupils which are 

not directly associated with pupils' academic progress. This co-ordinator was 

found to be often unaware that he constantly collected socio-affective information 

from the pupils, when deciding about them during the daily teaching routine. This 

co-ordinator's instant responses when he was asked by the researcher 'which 

204 



pupils' traits do you assess? ', referred mainly to cognitive traits, especially those 

which the curriculum declared that primary schools should help pupils to develop. 

However, when the co-ordinator was further asked to think about which other 

qualities he might take into account when assessing, he responded to the effect 

that he bore seriously in mind other information of a non-cognitive nature 

(Airasian, 1996) when he made decisions about his pupils, such as attentiveness 

and other general behaviours at school, as the following two comments indicate: 

"I am very pleased with the behaviour of Satiam. He is well mannered. " 

"Jeewan is too talkative in class. At times he is rude to his friends. Should be 

spoken to. " 

As far as control of speaking in the classroom was concerned, it was found that 

typically, the co-ordinator had to give permission to the pupils to speak or the 

pupils had to raise their hands to let the co-ordinator know they wanted to say 

something. Correcting, controlling and monitoring pupils' talk was considered by 

the co-ordinator as an essential part of his teaching goals. These are typical 

examples of the co-ordinator's interactions with the pupils which were to control 

the pupils' speech: 

"Speak one at a time " 

" Tranquilite, s'il vous plait" "Quiet Please" 

"Don't put Your hand in front of your mouth when you speak" 

This co-ordinator's attention also focussed on characteristics associated with the 

skills pupils were expected to develop during their schooling time. For instance. 
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he was observed teaching the pupils to manipulate essent'al schooling tools such 

as using a ruler to draw a straight line, forming the letters properly, holdinc--, a 

pencil properly and using a pair of scissors. 

4.5 Overview 

In the first section of the conclusions, an outline of the findings in this case study 

is given in response to the research questions on classroom assessment. In the 

second section, the findings from the observation of the co-ordinator are 

presented. 

4.5.1 Responses of the Assessment Co-ordinator 

For the first research question, "why do you do classroom assessment"", the 

assessment co-ordinator said he did it for four main reasons: to provide feedback 

to the pupils, to diagnose pupils' difficulties, to evaluate the lessons and to 

communicate information to the parents. 

How did he conduct classroom assessment? He said he did it by observing 

closely pupils working and also by questioning the pupils during instruction to 

check if they had understood the lessons. 

The third research question put to him was the content of classroom assessment. 

What did he assess? He said he assessed process, product and mastery of basics. 

When the assessment co-ordinator was conducting classroom assessment, did he 
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face any problems and if so, what measures did he take to resolve them" He faced 

two problems: difficulty in assessing several pupils simultaneously and lack of 

time to assess all the pupils. To resolve the two problems, he gave them 

homework and also did the marking with the pupils when there was available 

time. 

The co-ordinator was also asked about the use and influence of the Learning 

Competencies document. He said that his teaching methods had been influenced 

by the use of the document and that he used it for planning his daily lessons and 

for deciding on a pupil's achievement. 

The next section looks at the findings from observing the assessment co-ordinator. 

Did he do what he said he was doing? 

4.5.2 Findings from Observing the Assessment Co-ordinator 

There was some evidence of his use of the curriculum for long - term planning. 

Weekly plans were sometimes completed at the end of teaching rather than at the 

beginning. Weekly plans had to be submitted to the head. These were returned 

with comments to the teacher, but a copy was kept in the office of the head 

teacher. Assessment sections of the plans were most of the times left blank or 

with general comments such as 'satisfactory work in most areas'. There was no 

indication as to the tools or methods used to assess the teaching. 

There was little evidence that the co-ordinator planned adaptive strategies based 

on teaching and assessing. No clear evidence of this was observed other than 
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making sure that pupils had more time if they had not finished and providing 

more explanation was warranted. Similarly, the observations of his teaching and 

an examination of his planning documents gave little indication that information 

on pupil learning was used to plan subsequent lessons. 

This assessment co-ordinator did not use questioning strategies that might elicit 

more information about the process used by pupils and their thinking. However, 

he did work through examples using talk to explain processes for completing 

work very often in Mathematics and English. Questioning seemed to be the 

weakest area of the practice because the co-ordinator appeared to evaluate and 

judge what the pupils said in some way. The pupils did not offer elaborate 

descriptions of their work unless the co-ordinator was working with them on a 

one to one basis. 

The co-ordinator used modeling and guided practice in his lessons. Evidence for 

this practice was seen in English and Mathematics on a one to one basis. The co- 

ordinator did not in turn observe the results of his guided practice very often and 

therefore missed information on whether the guided practice had worked or not. 

For example, he modeled letter formation but did not watch the pupils write the 

letters. No real use of exemplars was observed other than to show pupil work at 

the end of the lesson. Showing an exemplar is not sufficient to communicate the 

criteria. Teacher questioning about how the work was accomplished, why it was 

done in a certain way and how it might improve would develop the function of the 

use of exemplars. 
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The literature has identified many types of feedback. An important function of 

feedback for learning involves providing information for improvement and 

achievement and articulating and constructing the way forward. Little of this type 

of feedback was observed in this co-ordinator's practice. The feedback given by 

this co-ordinator was largely corrective and evaluative, with more negative 

feedback than was seen in other case studies. 

Assessment often makes use of portfolios and samples. Although they were not 

compulsory at this stage, they can be included in primary classes. The co- 

ordinator used workbooks as samples of pupil achievement and as clues to the 

processes used to complete the work. 

No evidence was observed of the use of standardised assessments integrated into 

topics and teaching. Formal and informal observation was used in English and 

Mathematics but the co-ordinator was not clear as to why he was doing this up. 

There were no anecdotal notes completed other than in reading. This format for 

making notes was designed and instigated by the headteacher. The co-ordinator 

liked the format but had not adapted it in any way to another topic or subject. 

This co-ordinator did classroom assessment for diagnostic purposes. He was 

constantly on the lookout for pupils who were having problems with learning. 

One of the most common and routine assessment activities was the testing of the 

previous lessons taught. 

At this school, the co-ordinator was concerned with the four core subjects- 
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English, Environmental Sciences, French and Mathematics. He was observed to 

be assessing the lower level objectives of Bloom's (1956) taxonomy. There may 

be several hypothetical reasons for teaching and assessing lower level objectives: 

easy to assess, stress on the basics or awareness of the strengths and weaknesses 

of the pupils by the co-ordinator. 

The co-ordinator looked at the actual process his pupils were following and 

praised them for their efforts. Not only did he assess socio-affective behaviours 

but also characteristics associated with skills his pupils were expected to develop 

during their schooling time. 

Shortage of time was observed to be the only problem he encountered in the 

conduct of classroom assessment. It was noted that he continued to assess during 

the break or after school hours. If, however, the majority of the pupils were not 

able to complete their exercise, he analysed the problem and explained it to all the 

pupils. 

The school context, as described in the teacher's interview, suggests that the 

teacher assessment was not well-developed in this school despite the fact that 

assessment had been the focus of the school development plan. Information from 

the teachers indicates that the school was undergoing several school improvement 

initiatives simultaneously. The teachers' views suggest that they felt pressure 

from both the new curriculum and from the changes in the school instituted by the 

head teacher. The effects of the external and internal pressures are reflected in the 

g teachers' generally low morale at the school. The teachers felt they were being-T 
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evaluated and appraised by the head at the same time as they were coping with 

changes in curriculum and assessment requirements. It is worth stressing that no tý 

other schools in this research felt unsupported by their head. This distance and 

lack of communication between the staff and the head teacher was not observed in 

the other schools. This finding indicates a key difference from the other case 

study schools whose head teachers saw their roles as a buffer against the sheer 

magnitude of change required by the curriculum. Though assessment was a focus 

for school staff development in this school, the teachers were not impressed with 

the in-service training they received. One teacher accompanied the head to the in- 

service training sessions instead of two teachers. If two teachers had attended the 

sessions, they might have provided a mentoring relationship for each other as they 

developed new skills. 

The co-ordinator did not seem to demonstrate effective use of many strategies. At 

first, this made the analysis problematic. The ways in which strategies might be 

linked or integrated through the three phases of teacher work was not advanced in 

any substantial way from this case study. 

Questioning which results in more pupil-led dialogue with the teacher and other 

pupils seemed increasingly relevant. Observing pupils at work and the effective 

use of performance tasks are skills which required training. This assessment co- 

ordinator carried out some observation but did not use the information in any 

specific way. The teacher used his position of power to control the class. He 

seemed to have difficulty with discourse and instructional techniques that required 

a more collegial approach. This became evident when the co-ordinator attempted 
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to use a scientific activity. It seemed difficult for him to change or share power 

with the pupils in an investigative task even when he wanted to. He could not 

change the pupils" conception of power for this type of learning task. It appeared 

that this co-ordinator used the strong framing as a coping strategy given the 

context of the school, the head teacher and his perception of the behavioural needs 

of the pupils. 

The role of guided practice, containing feedback which explains and develops the 

processes needed for completing tasks, seemed important. This seemed the 

prevalent form of classroom assessment practised by this co-ordinator and it was 

integrated with his teaching practice. 
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Chapter Five: Case Study - Elizabeth School 

5.1 Introduction 

Elizabeth school is a low performing school located in an urban area. The one 

storey building has several classrooms, a swimming pool, library and a physical 

education hall. There were 532 pupils on the school roll and these pupils were 

mostly of European backgrounds. There were 20 pupils in each class. Most of 

them were bilingual, French being their main speaking Language. 

The assessment co-ordinator said that at this school there was a lot of stress on all 

- round development and less emphasis on academic achievement. The staff of 

the school included a Director of Studies, one deputy Director, a secretary and 

thirty teachers who were all employed on a full-time basis. The school was 

funded by a trust. 

Information concerning school context was collected through interviews with the 

teachers, as well as through the analysis of school documents. Before becoming 

Director of Studies at this school, the headteacher had been deputy head of 

another school and a class teacher for ten years. To the Director and the staff of 

this school, the Learning Competencies document gave an indication of a 

complete take-over by the government. The size and amount of the Leaming 

Competencies' content was off-putting for the teachers. The teachers tried to read 

it and condense it so that it could be comprehensible. They tried to put it on one 

sheet of paper to make it more and easily manageable. The Director found the 

Learning Competencies' design with outcomes very rigid and worrying. 

However, when the teachers spent more time with the document, they found that a 
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range of expectations was included. In general, he felt his teachers had a difficult 

time holding everything in their mind and it did not really fit in with the method 

of topic work or integrated study so familiar to the teachers at this school. After 

working with the document, the teachers began to find the content more realistic 

and found their own way of using it. They thought that the science material was 

problematic. According to the Director, many felt that depth had been sacrificed 

to breadth. In general, the Director interpreted his role as a filter for his teachers 

to protect them from too much change too fast. The overall feeling about the 

implementation was that resources were being wasted and still 'one had the 

feeling of coming away untrained'. More time was needed for training, support 

and implementation because everyone learnt it on the run. 

The school had an informal assessment arrangement. Assessment was termed 

"Continuous Assessment" and this included questioning, observation, recording 

and discussion with other members of staff. It was the policy of the school to 

meet twice a year "to co-ordinate the pupils' grading and also to ensure that 

these are being interpreted in a consistent way". The policy of the school was to 

have samples of pupils work in a "Records of Achievement" book which was 

given to the pupils to take home at the end of the year but retumed and passed on 

to the next teachers so that they had information of the pupils' current level of 

work. 

There were nine teachers in standards IV, V and VI at this school. Each standard 

had three teachers. One teacher from the nine teachers acted as the assessment 

co-ordinator. At interview, the teachers were asked a series of questions on why 
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they were doing assessment, on their assessment practices, what they were 

assessing and whether they faced any problems during this exercise and if so, how 

did they resolve thern. There were further questions on the use of the Learning 

Competencies document for planning daily lessons, deciding on puplis' 

achievements, diagnosing pupils' strengths and weaknesses and whether their 

teaching methods have been influenced by the use of the Learning Competencies 

document. 

Overall results are summarised in tables of frequencies. Percentage tables exceed 

one hundred in tables since multiple responses were possible. 

After the interview, the assessment co-ordinator was observed. This was done to 

explain what the teacher believed to be her classroom assessment practices and 

the influences that have shaped her thinking and work. The observational data 

was used to confirm or question her self-report. 

Teachers were asked why they assess their pupils and the roles of assessment in 

aiding teaching and learning. 

5.2 Results from the Interviews 

The literature review showed that assessment in the classroom is an integral part 

of the teaching and learning process. Teachers constantly assess every aspect of 

Pupils' performance for various reasons (Broadfoot, 1979; Shipman, 1983, 

Stiggins, 1985; Satterly, 1989; Rowntree, 1991; Airasian. 1994, Pollard et al., 

1994). 
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Data were collected by observing the assessment co-ordinator as part of the studY 

to supplement the semi-structured interviews data and also to provide first - hand 

evidence of the classroom assessment practices. Such evidence was not available 

from the interviews. These observational data might verify or dispute what 

teachers assert they do when they were interviewed. In other words, these data 

will indicate whether what they said they did was what they actually did during 

the assessment phases. 

Since classroom interactions and assessment activities are too complex 

phenomena, chapter 5 attempts to present those observed in a rather summarised 

and organised manner. There will be several excerpts (short/long) from the 

observations to indicate why teachers were assessing, how they conducted 

assessment and what they assessed. 

It is hoped that this kind of presentation will enable the reader to have a clear 

understanding of the practices involved in these situations. But before presenting 

the observational data, results of the semi-structured data are presented in Tables 

15 to 19 to get the views of all the teachers of Elizabeth school. 

To discover teachers' views regarding why they assess and their opinions on 

assessment's role in assisting teaching and learning, they were asked about the 

purposes of classroom assessment. 
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rable 15: Purposes of Classroom Assessment 

Purposes of classroom assessment Responses (N=9) 
Teachers 

Std IV Std V Std VI 
All Teachers 

(%**) 

To provide feedback to the pupil 1* 1 3 5 (55.6) 

To diagnose pupils' difficulties 0 0 0 0 (00.0) 

To evaluate the lessons 1* 0 1 2 (22.2) 

To monitor the progress of pupils 1* 1 3 5 (55.6) 

To stress the main concepts 1 0 0 1 (11.1) 

To communicate information to 
the parents 

0 0 0 0 (00.0) 

To provide feedback to the 
teacher 

1 1 3 5 (55.6) 

To motivate the pupils 1 2 3 6 (66.7) 

To provide remediation 1 0 2 3 (33.3) 

*includes the response of the assessment co-ordinator 
"Total percentages exceed one hundred since teachers could provide more than 
one answer 

The responses of the teachers are given in Table 15. At this school, monitoring of 

pupils' progress, providing feedback to the pupils and to themselves and 

motivating the pupils were the four main purposes of classroom assessment. Five 

(all the three standard VI teachers, one teacher from standard IV and one teacher 

from standard V) teachers mentioned feedback while five out of nine said they did 

assessment to monitor progress. Like case study, Manor school, the teachers did 

not mention communicating to the parents as the purpose of classroom 

assessment. 
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Two out of nine teachers said evaluation of the lessons. This was a standard %11 

teacher. 

There were three main reasons for the assessment co-ordinator to assess her 

pupils: to provide feedback to the pupils, to evaluate the lessons and to monitor 

the progress of the pupils. 

These are some of the comments made by teachers for doing classroom 

assessment. 

"I try to identify shortcomings and gaps in the pupils' mastery of skills or 

content ". 

"I diagnose the strength and weaknesses of pupils for remediation purposes". 

"Through this assessment, slow learners are provided with an opportunity to 

catch up with others. " 

"It enables me to make a comparison with the pupil himself at some other time. 

TT- 

Hence, assessment makes the teacher aware of certain difficulties a pupil is 

encountering. " 

"The pupils constantly want to see my reactions to what they say, to what they 

produce and also their behaviour and attitudes in the class. Especially when the-N, 

have completed an exercise given to them they are very keen to know the 

outcomes. " 

"I like to ascertain whether the pupils have understood or mastered the concepts 

or ideas. " 
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. able 16: Conduct of Classroom Assessment 

Classroom assessment practices Responses (N=9) 
Teachers 

Std IV Std V Std VI 
All Teachers 

(% * *) 

Close observation of a pupil working 0 0 1 1 (11.1) 

Questioning at the end of a lesson to 
evaluate the instruction 

1* 3 3 7 (77.8) 

Questioning during instruction to 
check if pupils have understood 

2* 3 3 8 (88.9) 

Homework 0 0 3 3 (33.3) 

Workbooks 0 0 3 3 (33.3) 

Comments 1 1 3 5 (55.6) 

Tests 2 2 3 7 (77.8) 

Correction of work 3* 3 2 8 (88.9) 

* includes the response of the assessment co-ordinator 
"Total percentages exceed one hundred since teachers could provide more than 
one answer 

In an attempt to find out how the teachers conduct classroom assessment, they 

were asked what sort of assessment practices they applied. Also, whether they 

gave homework and teacher - made tests. 

An open-ended type of question was put to the teachers to give them an 

opportunity to describe as many assessment practices as they applied in the 

classroom setting. Table 16 gives the teachers' responses to the second question. 

The results of the table suggest that teachers said they apply a wide variety of 

assessment - related practices. 

Teachers at this school were asked how they conducted classroom assessment. 

Eight of the nine teachers said questioning during instruction to check if pupils 
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have understood and correction of work. Seven out the nine said questioning at 

the end of a lesson to evaluate the instruction and tests. All the standard VI 

teachers said they made use of workbooks and gave homework. 

As for the assessment co-ordinator, she said she conducted classroom assessment 

using three methods: questioning during instruction to check if pupils have 

understood the lessons, questioning at the end of a lesson to evaluate the 

instruction and correcting pupils' work. 

Table 17: What was Assessed 

What was assessed Responses (N=9) 
Teachers 

Std IV Std V Std VI 
All Teachers 

(% * *) 
Process 3*3 3 9 (100.0) 

Product 3* 3 3 9 (100.0) 

Mastery of the Basics 2* 2 3 7 (77.8) 

Affective Domain 2* 2 3 7 (77.8) 

Social Domain 2* 2 3 7 (77.8) 
All round development 3* 3 2 9 (100.0) 

* includes the response of the assessment co-ordinator 
"Total percentages exceed one hundred since teachers could provide more than 
one answer 

An attempt was made to get an insight into what teachers look for when they 

assess their pupils. All the nine teachers in this school said they assessed process, 

product and all - round development. Mastery of basics, affective and social 

domains were assessed by seven teachers. 

The assessment co-ordinator said she assessed mastery of basics, affective and 
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ocial domains, process, product and all - round development. 

rable 18: Problems Faced by Teachers during Assessment 

Problems faced by teachers during 
assessment 

Responses (N=9) 

Teachers 
Std IV Std V Std VI 

All Teachers 
(%) 

Lack of time to assess all the 
pupils 

3* 3 3 9 (100.0) 

Lack of formal training 1 0 0 1 

Difficulty in assessing several 
pupils simultaneously 

2* 3 3 8 (88.9) 

Disruptions 0 0 2 2 (22.2) 

Noises 0 0 2 2 (22.2) 

Personal reasons 1 1 2 4 (44.4) 

Ministry 1 2 3 6 (66.7) 

includes the response of the assessment co-ordinator 
** Total percentages exceed one hundred since teachers could provide more than 
one answer. 

Teachers were asked to indicate the problems they faced in implementing 

classroom assessment to find out any rationales on which they based assessment - 

related views. All the nine teachers said lack of time to assess the pupils, while 

eight of them mentioned difficulty in conducting assessment with several pupils. 

Disruptions and noises were mentioned by two out of the nine teachers. Six 

teachers said they faced problems from the Ministry, while four of them said they 

faced problems in implementing classroom assessment due to personal reasons. 

At this school, if teachers did not have enough time to assess their pupils, they 

said they assessed their pupils on the next day prior to the start of the lesson. 

Sometimes they shortened the length of the lessons They also made sure that 
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pupils were given homework on the topics covered. 

The assessment co-ordinator at this school was faced with two problems: lack of 

time and difficulty in assessing several pupils simultaneously. How did she deal 

with these problems? She said she planned a series of tests on topics to assess her 

pupils. 

Table 19: Use and Influence of Learning Competencies Document 

Use and Influence of English EVS French Mathematics 
Learning Competencies 
Document (N=9) 

Teacher Teacher Teacher Teacher 
To plan my daily lessons 7* 8* 8* 8* 

To decide on a child's 6 5 6 5 
achievement 
To help diagnose a 6 8 9 9 
child's strengths and 
weaknesses 
My teaching methods 9* 9* 9* 9* 
have been influenced by 
the use of the document 

*includes the response of the assessment co-ordinator 

The teachers of Elizabeth school were also asked about their use and influence of 

the Learning Competencies document in their everyday assessment activities in 

the four core subjects. 

All the teachers interviewed said that their teaching methods had been influenced 

by the use of the Learning Competencies document. 

For the English subject, seven out of nine teachers said they used the document to 



plan their daily lessons while six out of them said they used it to decide on a 

pupil's achievement or diagnose a pupil's strengths and weaknesses. 

For the Environmental subject, eight out of the nine teachers said they used the 

document for planning their daily lessons or to diagnose their pupiis' strengths 

and weaknesses. 

For the subjects French and Mathematics, all the teachers used the document for 

diagnosing their pupils' strengths and weaknesses, while eight of the nine used it 

to plan their daily lessons. 

The assessment co-ordinator said that she used the Learning Competencies 

document to plan her daily lessons and that her teaching methods had been 

influenced by its use. 

This section presented findings from the teachers' (including the assessment co- 

ordinator) semi-structured interviews. However, these findings have to be treated 

with caution, since they express what teachers said, not necessarily what they 

actually did in their classroom. In order to cross-check the consistency of their 

words and deeds, the next section presents findings from actual observation in the 

classroom. 

The next section presents findings based on the researcher's field notes gathered 

during the three terms of field work from direct observations. It will be 

interesting to see which classroom assessment practices the observed co-ord inator 
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fulfilled when she was doing assessment. 

5.3 Assessment Co-ordinator: Background 

The assessment co-ordinator came to teaching after completing a Science degree 

in India. She was around thirty years old and lived in the North. The teacher 

asked the pupils to call her by her first name. The teacher's background made her 

especially interested in the processes and concepts around Science. The 

classroom was arranged to allow quiet seatwork and also group work. The 

classroom was organised in such a way so that centre work was at one end and the 

quiet seatwork at tables was at the end of the room. 

5.4 The Assessment Co-ordinator in Action 

To this assessment co-ordinator, topics planning were the most important level of 

decision making because it incorporated all subject areas and skills. During the 

interview, the co-ordinator said she decided on the topic with the other teachers 

after a careful read through of the learning competencies to see which 

competencies she could cover with a task or topic. She felt the Learning 

Competencies document helped her with this. 

For this co-ordinator, specific statements of attainment were more useful than 

programmes of study. She said she did not normally list the learning 

competencies on the planning sheets. However, she said she sometimes included 

more advanced concepts in her plans than the curriculum required. For example, 

during the water theme, pupils made pumps, created floods and erosion 

experiments as well as studies of insulation, cooling and heating concepts. The% 
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were preparing a dramatic presentation about the water cycle for an assembly. 

School assemblies over the term, and especially at the end of the term, involved 

classes presenting projects, plays or music on the water theme. The term's plan 

was handed in to the office. These plans were checked to see that key skills in the 

curriculum were addressed and that work was co-ordinated. In her weekly 

planning sheet, large blocks of time were given to topic project work. 

The co-ordinator had an extensive weekly plan, which included details of 

diagrams to be drawn on the board, lists of examples and lists of games which 

were described with the skills they required. A check-off sheet for the topic work 

was kept with her weekly plans. Mathematics time was not noted on the weekly 

planning sheets. Mathematics explorations were planned in relation to topic 

work. Concepts explored included Venn diagrams for float and sink experiments, 

water clocks, measuring and weighing liquids and solids and hexagon shapes in 

snowflakes. Adding and subtracting practice was done with the Mathematics 

workbooks. Some pupils used counters and other manipulatives for this work and 

others did not. The pupils were all at different levels in their Mathematics 

workbooks indicating that the pupils were allowed to progress at their own pace. 

The work booklets were corrected by the co-ordinator during the lesson. She 

moved constantly about the room monitoring and correcting the booklets. Short 

feedback exchanges occurred at these periods. 

The language programme was allotted the most time in the school day. Readinc, 
t: ) L 

was the most important skill to be attalned according to the co-ordinator, and thus 

t igured prevalently in her planning. HandwritIng and plans for work on vocal 
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sounds were written out in full. Examples for vocal sounds' rules such as the 

silent e, were listed so that she had enough examples for the whole class to try. 

This co-ordinator used whole class lessons frequently, and often used planned 

detailed notes from which to speak in front of the class. 

In Science lessons, any diagram or model to be used was drawn out in her 

planning notes. The Nuffield Science and Mathematics material were good 

'ideas' for the co-ordinator. She also used the Ministry Library Service for 

additional help and resources with topic planning. She mentioned that the 

Science curriculum was a particular help in her Science planning although, as a 

Science graduate, she felt confident about her skills in this area. 

The co-ordinator kept some checklists noting whether or not a pupil had 

experienced an activity but she did not make notes on whether or not the pupil 

understood it. The co-ordinator did not have any formal way of monitoring 

achievement or tracking it for use in future planning. However, she reported that 

she planned by the week but it was always subject to change if she saw that they 

have not understood. She used group collaboration at the work centres; an 

instructional approach which requires long periods of investigation time. In terms 

of adapting her planning, this co-ordinator made comments such as, "They need 

to do that again tomorrow " and "this needs much more time to get this right" 

The co-ordinator was responsive to difficulties as they arose in the class and it 

was observed that she re-visited a concept or extended a lesson if she saw that it 

was warranted. For example, she said she worked in vocal sounds with 
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handwriting because many pupils did not know the sounds of letters. A few did 

not know all the letters of the alphabet by sight. This may be an example of the 

co-ordinator reflecting on the needs of the class and adapting the lesson to 

accommodate those needs. She used the same method of whole class discussion 

at the end of a work session as observed in case study, St Anne school. The 

format was used to review the basic information and allow the pupils to explain 

their processes and learning to her and to the class. The co-ordinator did not add 

or change the materials at the centres from these dialogues. She did however, 

adapt her instructions and her explanations as a result of the pupils' explanations. 

After a Science lesson at the water table session, the co-ordinator was asked when 

and how she would discuss the principles behind their work. She said she would 

do so after some of the class had experienced it. That way, she could go over 

their understanding so far, repeat what happened and get them to explain it to 

others. Then, she hoped, the others could try it. She said this was not in the 

curriculum but the idea of density was important. So she was doing it. She went 

on "I don't call it that -I call it making it thinner, containing more air or pushing 

more water away. I only note a list of names in my book after they have done it if 

they are exceptionally good or bad and then I make a note of it to check on later. 

I don't have time to make notes on each pupil while they work. Too manv others 

asked me for information ". 

In the following section, examples of observational data are given to illustrate the 

co-ordinator's use of strategies in her teaching practice. 

During one of the writing sessions, the co-ordinator modeled the kind of process 
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required by writing and made use of questioning and examples. She asked her 

pupils to tell her something they had done last week while she was away. One 

pupil said they had played football. The co-ordinator said "Right, I want lots of 

detail as to what happened, and where and whether you like it or not". She said 

this twice to the pupils but did not write the instructions on the board. The pupil 

gave her details that could be incorporated into the piece of writing. She then 

asked other pupils to tell what happened, when and whether they all liked it or 

not. In this way, she used pupils' examples, but guided them through the process 

of the task. 

In handwriting, the co-ordinator used whole class teaching frequently and 

modeled the correct method or process to be learned. In this example, she talked 

as she modeled correct letter formation. 

Co-ordinator: Today, we are going to do the letter q. This is the first time that we 

are going to use our alphabet chart. Let's say the letters together. (Pupils say the 

letters at the same time. ) Q is a letter that always comes with another letter. Can 

you guess which letter it is? (There are no volunteers. ) 

Here, the teacher initiates discussion by using 'we' to indicate that she is also 

involved in the process. Reviews letters with chart as an exemplar and also for 

practice. The co-ordinator talks while she models correct formation. 

Co-ordinator: It is always with u (She draws the q and the u on the board ven, 

Slowly on a number of occasions. ) 

Co-ordinator: Who knows what sound they make together? 

Pupil: q (says the letter name not the sound. ) 
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Co-ordinator: No. Think of the sound they make together in the picture (She refers 

to the alphabet chart with the letters and pictures. (There is a picture of the 

queen. ) 

Here the co-ordinator is using a logical process in that the pupils are to appli, the 

sound to find other examples. ) 

Pupil: Several say quee. 

Co-ordinator: No no no, it's qu like the queen. Can you think of another? 

(Closed task - it's either a right or wrong answer and the pupils understand this. ) 

Pupil: (One hand is up) quiz? 

Co-ordinator: Good. Who has taken part in a quiz? Quiet - you hear this 

everyday from the teachers. (Laughter) (co-ordinator uses prai . se as a motivator. 

She also uses jokes with the pupils. ) 

Pupil: Quick. 

Co-ordinator: Yes, please be quick. You are very good at these. 

At this point the co-ordinator returned to modelling the formation of qu. The 

pupils drew these letters on the page. The co-ordinator went up and down the 

rows correcting individuals. She reviewed the sounds with two pupils again and 

after that she questioned thern. 

During two sessions on writing their joumals, the co-ordinator walked around the 

tables, checking each pupil's progress. Pupils were given specific feedback 

(Specifying attainment) and acknowledgement of their assessments. Through 

these comments, the criteria for success became evident. Almost all the 

comments praised picture drawing with detail, trying longer words, neatness and 

spelling accuracy. 
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Co-ordinator: A bit small and messy. 

Co-ordinator: What was it you were to put at the top of the page? 

Pupil: My name? 

Co-ordinator: Right. Have you got that? 

Pupil: No. 

Co-ordinator: Put it on them. 

The co-ordinator was keen that the pupils depended on each other for ideas and 

strategies during group work sessions. She would direct pupils to ask and discuss 

the work with their partners, when they came to her for help. She would also 

expect them to make notes of words or ideas so that they could get the answers 

themselves the next time the information was needed. 

Pupil: Do we do it first, Miss? 

Co-ordinator: Ask your partner. Go on. 

Co-ordinator: How do you spell food? (she underlines it in the pupil's notebook). 

Pupil: Eh f-o-o-d 

Co-ordinator: Very good. Now write it in your notebook. 

Relating to behaviour, the co-ordinator also had a method of correcting pupils 

without making them feel as though they were being corrected. She would repeat 

the criteria, rules or instructions to pupils without a negative tone. Instead, she 

would begin by saying, "It's nobody's fault. " One example of this occurred when 

two pupils were arguing over who was going to use a chair at a particular table 

during one session of group work. The co-ordinator said. "You are not to bc 
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blamed but remember, there are no reserved chairs. " This was accepted by the 

pupils and no one felt badly. 

When working on writing, the co-ordinator would walk around and make 

individual corrections and provide feedback (Specifying improvement). 

Co-ordinator: This is good. Try this part again. 

Co-ordinator: This is joined up writing. It's not printing. The first one is done 

well. Now continue. Well done. 

Co-ordinator: Do you think it will be better to use two colours? 

Co-ordinator: Right. Now, at the end of this class if anyone asks how to spell 

4queen', how many would know? 

Pupils: (They have a good laugh). 

Co-ordinator: Each and everyone. Watch and remember (the co-ordinator 

modeled and talked through the writing of this word). She wrote it twice. (A girl 

says spaces). Don't forget your spaces. Sanita has already reminded me. Thank 

you and well done, Sanita. 

Here the co-ordinator gave specific feedback on how to write the word and 

reminded them about spaces between the words that will improve their work. At 

the same time, she used a pupil's suggestion and praised her. There was evidence 

of some type of collaboration, even though the co-ordinator was always in front of 

the class and in a position of leadership. The co-ordinator said, "Watch and 

remember" repeatedly during the data collection period 

focusing their attention on her. 

This had the effect of 
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Theory on classroom assessment indicated that the use of feedback is needed by 

learners to close the gap between current achievement and improvement. The co- 

ordinator's practice provided evidence of this kind of discussion in the subject 

areas. She specifically gave instructions about what the problems might be and 

the processes needed to improve their work. 

In one of the Mathematics classes, the pupils were placed in different groups for 

different Mathematical activities. For work with manipulatives, the groups were 

of mixed ability. For workbook exercises, the groups were arranged by work 

habits. One group, the co-ordinator described as "all having attention problems - 

To this group, she said when introduced (within their hearing) "Thev are all 

working very well but needed some help to finish". The pupils referred to were 

given extra time to finish their work and the co-ordinator spent a lot of time with 

them. She also corrected their work as they finished. This had the effect of 

assisting the group with completion of the task. In this way, they were able to 

improve. With the other pupils, the co-ordinator corrected them at their desks 

after they had finished everything and were working on another activity. 

The feedback the co-ordinator provided for several pupils in handwriting was to 

directly model the process of correct letter formation by holding a pupil's hand 

and writing several examples of the letter. The co-ordinator corrected errors and 

gave information as to how to improve the work. This was done individually 

while pupils were working at their desks or in groups. In writing, the co-ordinator 

discussed achievement but also indicated ways for the pupils to check their oýýn 

work. 
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Co-ordinator: Excellent description of what you are doing! Let's check the 

spelling. Oh here (She points to a word) Let's write it out and see if it looks 

right! (The pupil looks at the word and copies it out again. )... Yes, that's right. 

The co-ordinator made no use of tests but kept samples of work in Portfolios or 

work files. She said, "When you stand back and look at where they were and 

where they are now, you can see the progress. " She said, "I have always done it 

(collecting samples) but I do them more now. " 

The co-ordinator made very little use of anecdotal notes. She made notes only on 

whether pupils had experienced an activity or whether they had finished it. In 

reading, she had the pupils write in the dates and the titles of the books they had 

read. She did not write any comments about their reading but only a checklist on 

how often she had read with them. After lunch, each pupil picked up a book and 

went to his/her own space to read. The co-ordinator read with about seven pupils. 

She explained that she listened to each pupil about twice a week. She said she 

just remembered how each pupil was doing. During individual reading times, the 

co-ordinator explained vocal sounds patterns required by new words and 

discussed picture context. 

Another practice which was observed at this school was that tasks were often 

written by the co-ordinator on the blackboard which the pupils copied in their 

copybooks. The testing commonly used multiple choice, filling blanks and true- 

talse techniques. The co-ordinator was found to regularly prepare her own tasks. 

graded in difficulty for different ability groups. She indicated that she relied on 
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her own tests, rather than those imposed from the Ministry to assess the pupils 

(Dor-Bremme, 1983). According to her, "I use my own tests because it caters the 

needs of my pupils. I know my pupils. " 

So far, it has been shown that this co-ordinator did classroom assessment for the 

purposes of providing feedback and adapting instruction based on teaching and 

assessment information. But this co-ordinator also assessed her pupils for 

diagnostic purposes. 

In this school, the co-ordinator was found typically to gather diagnostic 

infon-nation of a 'physical' nature and tried to make appropriate decisions as, for 

example, when she moved a boy who was sitting at the back row to a front seat 

when she noted that the pupil was very short-sighted and could not see the 

blackboard clearly. This, in turn, led the co-ordinator to refer the pupil's problem 

to his parents and then to an ophthalmologist who prescribed a pair of appropriate 

glasses which allowed the pupil to see the blackboard even from far. As a result 

of the co-ordinator's move, the pupil's writing skills improved. So did his other 

achievements. 

Having looked at the purposes and conduct of classroom assessment, the 

remaining part of this section examines what was assessed by the co-ordinator in 

the course of conducting classroom assessment. It also presents findings of any 

problems this co-ordinator faced during assessment and how she coped w, th 

these. When describing what was assessed, it is interesting to start with the 

learning objectives pupils had to attain. It is worth mentioning that the content of 
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assessments was officially pre-specified by the Ministry of Education and the 

Mauritius Examinations Syndicate. These competencies which the pupil had to 

demonstrate after the end of an instructional process and which had to be 

observable and in principle testable, were broken for each teaching unit that pupils 

had to achieve and are described in detail within the curricula and the teacher's 

manual (Learning Competencies for All, 1992). 

Examples of learning competencies: 

English (Essential Learning Competencies): Make appropfiate use of a 

dictionary. 

Mathematics (Essential Learning Competencies): Interpret a bar chart. 

French (Essential Learning Competencies): Trouver le contraire d'un mot. 

Environmental Studies (Essential Learning Competencies): Interpret 

isothemVisohyet/isobar maps. 

It is obvious from the above that emphasis is placed on expressing the objectives 

in terms of detailed activity which is determined by the appropriate verb and the 

content. 

What sort of objectives did the teachers assess? For assessment purposes, it was 

observed that the co-ordinator at this school was more concemed with the four 

core subjects. At no time was the co-ordinator found to be planning, teaching or 

assessing non - core subjects like extra curricular activities. These findings were 

similar to those in the other three case study schools. The interest was on the four 

core subjects. This may be because these four core subjects are compulsory at the 

Certificate in Primary Education examinations. 
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Example: 

o Understand link between sentences/paragraph (English) 

* State the number of hours in a day (Mathematics) 

9 Jouer avec les mots en les faisant rimer (French) 

o Name the main rivers of Mauritius (Environmental Sciences) 

The Learning Competencies for All document (1992) contains Essential Leaming 

Competencies and Desirable Learning Competencies. Sixty per cent of the 

competencies are ELCs while the remaining forty per cent are DLCs- The content 

of the learning competencies the co-ordinator was assessing at this school could 

be generally classified as lower level objectives of Bloom's (1956) taxonomy. 

That is, the teachers were more concerned with knowledge and comprehension as 

the following examples show: 

9 Use polite expressions (Recall). 

e Find the perimeter of a triangle (Understanding). 

* Pontuer une phrase en utilisant le point (Recall). 

e Mention three effects of water pollution (Recall). 

Similar findings were noted at case study schools: St George and St Anne. There 

may be several hypothetical reasons for assessing lower level objectives. The first 

reason may be because these objectives were easy to assess. The second reason 

could be that the co-ordinator was aware of the strengths and weaknesses of her 

pupils and thirdly, because the co-ordinator believed that pupils should master the 

basics (Rowntree, 1977; Satterly, 1989; Airasian, 1994). 
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Not only was this co-ordinator assessing lower level objectives but also socio- 

affective behaviours. The term 'socio-affective behaviours' is used in this thesis 

to indicate processes that observed teachers were applying for gathering 

information and evaluating pupils which are not directly associated with pupils' 

academic progress. 

Although this co-ordinator was not in a position to describe precisely those socio- 

affective objectives, she was found to assess them continuously on a daily basis. 

During informal discussions with the researcher, this co-ordinator often 

mentioned that she wanted to know, for instance, who needed encouraging to 

speak in class and who did not; who was interested in Language and who in 

Environmental Studies; whether a pupil made effort to leam. She indicated that 

she built up a stock of information about each pupil's preferences, motivation, 

values, work habits and personality, based mainly on her informal observations of 

the daily interactions with the pupils. It is also interesting to note that she kept all 

this information in her head. She was not observed to keep a written record of 

such pupils' qualities (Gipps, 1990; Broadfoot et al., 1991; Airasian, 1994). This 

lack of recording was apparently a disadvantage since all this information could 

have helped her make fair judgments and to provide proper support to individual 

pupils according to their needs. She seemed to attempt to develop both pupils' 

ability and interest in the subject, to judge pupils' social qualities and to control 

them at the same time. 

Leadership was another quality which this co-ordinator was interested in when 

she was assigning group work to her pupils Having identified some pupils with 
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this quality, she often utilised those pupils with leadership skills by placing them 

in groups that lacked such skills or by giving to them the main role in various 

classroom activities. 

Another non-cognitive trait which this co-ordinator appeared to take interest in 

was trustworthiness. When this co-ordinator went out of the classroom, she liked 

to trust that certain pupils would carry on working. 

"I trust Devika to continue working in my absence. I can't say the same for Tony 

who will walk round talking and being a nuisance. " 

This co-ordinator was observed constantly to attempt maximising attention and 

encouraging pupils' attention. One simple way for the co-ordinator to find out if 

her input messages had been received was to require pupils to participate. The co- 

ordinator was seen constantly prompting pupils to say something, in particular she 

attempted to encourage the participation of shy and inattentive pupils. Moreover. 

participation in classroom activities seemed to be an effective strategy the co- 

ordinator used to control pupils. Class participation, therefore, seemed to be a 

three-fold non-cognitive process. First, each pupil's participation in a group or 

class activity seemed to be a social and intellectual enterprise. Secondly, when 

the co-ordinator prompted a shy pupil to participate, she perhaps attempted to 

encourage the pupil, that is to foster an affective quality. Finally, verý' often the 

Co-ordinator used the strategy of class participation in order to keep all the pup, l.,, 

busy so that she could easily control them (Pollard, 1985; Airasian, 1994). In one 

instance, the co-ordinator called on a girl to partic I pate In the discuss I on when she 
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found her being inattentive and looking out of the window. 

For this co-ordinator, interest was also focused on pupils' qualities such as 

compliance, conformity and obedience as the following illustrations show: 

Co-ordinator: Because you did not complete your homework yesterday. you ", III 

not be having a break this morning. 

Co-ordinator: All those who were making noise while I was away, will have to do 

extra homework. 

Co-ordinator: You had a fight with Jane yesterday, her teacher told me. I will not 

let you play volley-ball this aftemoon. 

The inferences from these decisions could mean that the co-ordinator interpreted 

the pupils' behaviours as misbehaviours and also the fact that the first pupil did 

not complete the homework as not conforming to the rules of the class where it 

was customary for the pupils to complete homework. Thus the co-ordinator 

responded with withdrawal of the break and volley-ball privileges with the hope 

that pupils would learn from these experiences and avoid similar misbehaviours in 

the future (Child, 1986). The sanctions were also aimed at the other pupils. 

There was an example of the teacher's assessment reactions, aimed at controlling 

the pupils, as the following examples show: 

Co-ordinator: I don't like you two talking when I am speaking. Please pay 

attention to me. 

Co-ordinator: Can you all listen to me? This is very important. 
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Observation of the co-ordinator at this school suggested that she made initial 

assessments at a very early stage in the school year to provide her information 

about each pupil to help her mold the classroom into a viable social environment. 

It seemed that the first few days of the schools were important and busy days for 

the co-ordinator and the pupils. It was these days that set the tone and perhaps 

laid the foundation for the rest of the year. 

It was during these first few days of the school that the co-ordinator was observed 

to make every effort to learn about each pupil and the group as a whole and to 

organise them into a classroom society that was characterised by communication, 

order and leaming. According to this co-ordinator, a class is a society made up of 

people who communicate with each other, pursue common goals and follow rules 

of order: "I set up this society in the first days of school because a set of 

classroom rules and routines must be successfully established to promote a 

positive, social and learning environment Py 

This co-ordinator said that pupils learnt quickly that the fastest way to anger a 

teacher was not by doing poorly on a homework assignment or a test but by 

talking during classroom instruction or laughing at the teacher. Without rules and 

routines the classroom would be chaotic and instruction and learning would 

become very difficult, she argued. 

In order to know how to group, manage, instruct, motivate and reward a group of 

pupils, this co-ordinator was observed to make an attempt to learn her pupils' 
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individual characteristics. Thus, the accomplishment of initial assessment took 

place at the start of the school year when she wanted to learn about each pupil and 

her class as a whole. 

Collection of a broad range of information about individual pupils and the class 

was the first of the four stages of the initial assessment process at this school. At 

the first stage, the co-ordinator met each pupil who appeared different in facial 

expressions, dress, confidence and manners and tried to get to know them. This 

was what the first few days were like, as the co-ordinator tried to observe and 

learn enough about her pupils to form them into a social group who will work 

closely and in collaboration, and also that will permit classroom goals to be 

realised. 

In this school, the initial assessment process often started before the pupils entered 

in the classrooms. One might be mistaken to think that a pupil was unknown to 

the co-ordinator before they met face to face, but this was not usually the case in 

this primary school. The co-ordinator's room was more than a place where she 

ate her lunch, planned her next class activity or corrected her pupils' test papers. 

It was also a place where the 'days activities' were exchanged. 

If one was in the teachers' room, one was sure to listen to some of the teachers 

complaining about their pupils' inattentiveness in class or lamenting about their 

lack of motivation or poor learning ability. One could also hear about some of the 

pupils' demanding and interfering parents. 
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One does not have to know any of these pupils personally to begin forming 

irnpressions of them as pupils. The reputation of many pupils seemed to precede 

them into the classrooms and this co-ordinator who had never seen them already 

knew a great deal about their strengths and weaknesses. She was provided 

information about her pupils before the start of the school year in various ways. 

There were times when the co-ordinator recognised the names of pupils she had 

taught on her class list. This gave her an indication of the type of pupil she could 

expect to meet. Normally it was teacher-to-teacher interaction that provided most 

of the information about her new pupils. 

It was observed that the school's records were kept in the office and were 

available on all pupils. The co-ordinator said she looked at these before the start 

of the school year to get information about her pupils' abilities and prior school 

performance. 

It was noted that test scores and other grades were available in the headmaster's 

office. This co-ordinator looked at these before classes started to get an idea of 

the capabilities of her class pupils. 

The co-ordinator said that, before the start of the school year, she was notified if 

any pupil in her class had a learning disability and so should be receiving special 

help. 

From the above discussion, it seemed that a number of sources was available to 
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the co-ordinator to help her in her initial task. These ranged from school records, 

teacher room comments, pre-class information to performance of siblings and 

parental comments. 

What did the co-ordinator do in the second stage when she had to determine what 

types of information were useful in setting up a classroom learning society? 

She said that, in lower classes, curriculum goals were both social and academic 

since pupils in these classes were generally less mature, less socialised and less 

independent than those in the higher classes. As a result, when she was teaching 

in the lower classes, she was keen to know if her pupils had special problems and 

how well they will adapt to the classroom's social situation. She said she was 

concerned with information that will help her form several young learners into a 

unified and orderly classroom society. 

In the higher classes, where pupils were mature and had been participants in the 

system long enough to become socialised into its procedures and expectations, she 

sought information generally related to the achievement or ability level of her 

pupils and her interest in the subject matter to be taught. 

It seemed then, that this co-ordinator wanted and needed some information about 

her pupils early in the school year. The type of information required, varied 

according to the level of classes. What else did she observe in the first week or so 

of school to help her get to know her pupils well? She said she could recogni,,,, c 

who was motivated and who was not by the end of the first week of schooling, 
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She did t is y basing her judgments on whether her pupils completed her 

homework and whether they attended her class everyday. 

She said she also watched whether her pupils were courteous and whether they 

were late. She also watched how they interacted with other pupils. Furthennore, 

she watched their body languages. According to her, a lot can be learrit from the 

body language of the pupils. Although she was not interested in the ways the 

pupils dressed, it did, however, give her an indication of her pupils, styles. 

As a result of this preliminary exercise, the co-ordinator said she became 

knowledgeable about her pupils in five main areas: home backgrounds, academic 

knowledge and skills, learning difficulties and needs, behaviour problems and 

outside school activities (Calderhead, 1983) as the following illustrations show: 

"I am aware about the home backgrounds of my pupils... the occupation of the 

parents ... the schools attended by the brother or sister, the area he lives. " 

"I have information of the pupil's academic achievement ... the skills he has or has 

not. " 

know whether my prospective pupils have any learning difficulties or 

needs ... prior knowledge of the difificulties means that I can make the necessan, 

arrangements. " 

"As a teacher, the more information I have about my pupils, the better it is. It 

makes it easier to understand mV pupils "- 
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The fact that initial assessment information was readily available to this co- 

ordinator and could influence her perceptions of pupils before meeting them face 

to face, raised the question of how much she wanted to know about her pupils 

before the start of the classes. 

When this question was put to the co-ordinator, her answers were: first, she 

wanted to know about any physical or emotional problems her pupils might have. 

If a pupil was subject to seizures or required periodic medication to control 

hyperactivity, she wanted to know this before the start of the class. Second, she 

wanted to know if any pupils had been diagnosed as having special needs, 

learning problems or disabilities. It was policy at this school to inform the 

classroom teacher about such pupils before the school started to help in the 

planning. Third, she expressed a desire to know about problematic arrangements 

of pupils in her class. She said she liked to know from the first day at school who 

should, for example, or more importantly, who should not, be picking up a pupil. 

By the end of the first week of school, this co-ordinator said she was able to know 

whether each pupil was going to work, get along with other pupils and be 

cooperative. She watched how they got along with each other. She also watched 

the way the pupils entered the classroom. Also whether they were late, courteous, 

quiet and if they interacted. She also watched the pupils' body language. 

This co-ordinator said she recognised whether her pupils were motivated or not by 

basing her judgment on whether or not her pupils had completed their homework 

and whether they had attended the class every day. 
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It seems, therefore, that during those first few days, the co-ordinator was 

constantly on the lookout, searching the environment for indications of pupils, 

characteristics. Sometimes her search led her to expected places: school records. 

prior teachers' perceptions and observing the way pupils interacted with them and 

their peers, both in and out of the classrooms. The search also led her to some 

unexpected places that would, on the surface, seem to have little to do with the 

main task of the school: their body language and discussions with other pupils. 

Two characteristics of this early assessment information deserve attention. First, 

most of it came from informal observations or records. The co-ordinator did not 

rely heavily on tests or formal measurements to determine pupil characteristics. If 

she sought such information, and many did not, they often went to the school 

records where past performance was usually recorded. 

Once data on her pupils were collected, initial assessments were synthesized by 

the co-ordinator into general perceptions of her pupils, producing pupils' 

descriptions as illustrated below: 

"Pierre is a nice and polite boy who comes from a family who must be middle 

class. He is very motivated and willing to learn. Has a lot of potentials. Will do 

ven, well academically and in sports. I am expecting him to be among the best 

five in the class. " 

"Satzita is athletic and good natured. Her ability is average. Really joins in with 

atiy activity that is going on and her work has been nice. Will do it-ell. " 
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"Amina walks into the class daily with a worried and tired face. Prais'*ng her 

work will produce a smile on herface, though the impact is ven, brief. She is sliv 

but she will ask for assistance. I don't know why she lacks motivation so much. 

There must be a problem at home. " 

These rich and detailed descriptions of pupils were gathered by the co-ordinator 

through observation rather than upon test score information. From these 

descriptions, she said she went on to make predictions about how well the pupils 

would perform during the school year. "I am expecting him to do well. " "She 

probably will be this way all year. " 

This co-ordinator gave a vivid description to get a sense of the use and importance 

of initial assessment. She was asked by the head teacher to replace a teacher who 

was sick on a particular day. She entered the classroom with information about 

the subject matter that was scheduled to be covered but with little knowledge 

about classrooms" routines or pupils' personalities. After the start of the class, a 

boy at the back of the class raised his hand and asked to go to his locker to get a 

book he had forgotten. "Should I let him go? Could he be trusted to return upon 

fetching the book, or will he wander in the corridorsfor afew hours? What is the 

teacher supposed to do here? What is the classroom policy for forgotten books? " 

A few minutes later, two boys got up and started to leave the room for remedial 

help for an hour with another teacher. This was what they apparently did on 

Tuesdays. "Do they? Will they? Can I rely on the class to provide the answers? 

And will they tell the truth? How ain I supposed to know all this' I am an 

outsider, stranger to this society. " There was no question that the classroom 
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teacher will know the answers to all these questions. But a teacher replacing 

another colleague, not in possession of initial information, was likely to face 

certain difficulties in decision making just like the co-ordinator. 

Initial assessment, therefore, provided the co-ordinator with the kinds of practical, 

nitty-gritty knowledge that made a classroom function (Bullough et al., 1992: 

Solas, 1992). Caught up in the demands of immediate decision making, the 

teacher cannot solve problems or reach decisions abstractly, based upon 

theoretical principles or theories. 

"We, teachers, must deal with situations that demand specific information about 

the pupils in those situations. What I do to stop Stephen's misbehaviour mav 

differfrom what I do to stop Shanti. " 

"Ralph needs special attention and reinforcement to perform well, but Gita needs 

to be left to herself to do her best. " 

"Ahmed has a difficult home situation and requires special warmth and 

reinforcement. " 

The security of knowing the pupils also explained why this co-ordinator acted to 

maintain a consistent and stable perception of the pupils after her initial 

impressions were formed (Rist, 1970; Brophy & Good, 1974; Nisbett & Ross, 

1980; Peterson & Barger, 1984). 

If the co-ordinator believed a pupil to be of high ability and the pupil succeeded at 

a difficult task, the co-ordinator was likely to attribute the success to the pupil's 
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ability. "See, my initial assessment about this pupil is correct. " If. on the other 

hand, an unexpected outcome occurred, such as a low ability pupil doing very 

well, the co-ordinator was likely to attribute the pupil's success to a one-off 

situation due to an external factor. 

The co-ordinator was observed to communicate her initial assessment perceptions 

to pupils in many different ways (Good & Brophy, 1980). Offhand comments tell 

individuals and the class a great deal about the co-ordinator's perceptions. "Oh 

Sarah, tell the class the answer to this problem "; "Didn't Carl read this 

paragraph with a lot of expression", "Don't bother Johnny, it's too dif ficult for 

you. Let Priya have a go instead. " Sometimes perceptions were conveyed 

indirectly, as when the co-ordinator waited patiently for one pupil to think through 

a problem whilst to another pupil, she allowed just a few seconds. In another 

example, the co-ordinator expressed encouragement and assurance to one while to 

the others, she asked to take at least a guess. The tone of voice, gestures and 

seating arrangements all indicated to the pupils how they were perceived by the 

co-ordinator in the classroorn. 

Initial assessment was, therefore, done by this assessment co-ordinator very early 

in the school year to provide information that will help mold the classroom into a 

viable social environment. 

5.5 Overview 

In the first section of the conclusions, an outline of the findings in this case study 

is given in response to the research questions on classroom assessment. In the 
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second section, the findings from the observation of the co-ordinator are 

presented. 

5.5.1 Responses of the Assessment Co-ordinator 

For the first research question, "why do you do classroom assessment? ", the 

assessment co-ordinator said she did it for three main reasons: to provide 

feedback to the pupils, to monitor the progress of the pupils and to evaluate the 

lessons. 

How did she conduct classroom assessment? She said she did it by questioning 

the pupils during instruction to check if the pupils have understood the lessons 

and also by questioning at the end of a lesson to evaluate the instruction. 

The third research question put to her was the content of classroom assessment. 

What did she assess? She said she assessed mastery of basics, affective and social 

domains. 

When the assessment co-ordinator was conducting classroom assessment, did she 

face any problems, and if so, what measures did she take to resolve them? She 

faced two problems: difficulty in assessing several pupils simultaneously and lack 

of time to assess all the pupils. To resolve the two problems, she gave them 

homework and also did the marking with the pupils when there was available 

time. 

The co-ordinator was also asked about the use and influence of the Learning 
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Competency document. She said that her teaching methods had been influenced 

by the use of the document and that she used it for planning her daily lessons and 

for deciding on a pupil's achievement. 

The next section looks at the findings from observing the assessment co-ordinator. 

Did she do what she said she was doing? 

5.5.2 Findings from Observing the Assessment Co-ordinator 

At interview, the co-ordinator said she is a very systematic person and this was 

evident in her planning. She includes charts, diagrams and long lists of examples 

she might need and use in her teaching. Her long - term planning indicated 

attention to the curriculum. Her planning is based on a thorough understanding of 

curricular requirements. 

The co-ordinator adapted instruction based on teaching and assessment 

information. She used whole group lessons to allow groups to explain the 

processes and the products of their work. The co-ordinator listened and 

reformulated the explanation to clarify the process or the concept intrinsic to the 

work. The co-ordinator used questioning to lead the pupils to a better 

understanding of the concept. She tried to make connections between information 

and concepts learned. This had the effect of scaffolding learning. However, 

while she added and adapted her explanations, she did not appear to change her 

materials or the tasks very significantly. However, more time, specific instruction 

and extra practice were evident in observation. 
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The co-ordinator's assessment practices can be summarised as follows: 

0 The whole class sat quietly at tables and watched her at the front of the class. 

She drew out answers through a series of questions. She added concepts and 

theory. These sessions occurred at the beginning and also at the end of a 

lesson. 

9 Whole class lessons with a group or an individual pupil discussing their work. 

The co-ordinator used these opportunities for giving praise and feedback that 

helped scaffold further learning. 

0 Quiet, independent work at tables. Most of the Mathematics, writing and 

reading was done in this way. 

9 Group work involving investigative tasks. 

The last two methods occurred simultaneously. Pupils either worked at the tables 

or were rotated to the other side of the classroom to do investigations or project 

work. About half of all instruction was devoted to whole class teaching. She said 

she liked to teach whole class because "it was a good method". 

Although the co-ordinator felt that she perhaps spent too much time in whole 

class teaching, it was observed that this method provided a means of using several 

irnportant assessment strategies. 

* Feedback was given to the whole class but done in a collaborative way. 

Praise was integral in the feedback. The processes required by the work were 

illustrated by either the co-ordinator or the pupil or expressed mutually. 

She made use of pupils' exemplars to help pupils understand the goal or the 
I 
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process to achieve the goal. 

Whole class lessons were used to summarise what was learned and connect it 

to other work or concepts studied in class. 

She modeled the process herself or guided a pupil through the process in front 

of the other pupils. 

0 Her questioning was either open or closed-ended but she also asked a wide 

variety of pupils and got information about their understanding from their 

answers. Although the co-ordinator was at the front talking, the pupils were 

asked for examples, suggestions or ideas in a collaborative way. She asked as 

many pupils as possible. When the pupils continued to work in a whole class 

lesson, she followed up by walking around and checking each pupil's work 

and giving feedback. 

These findings coincide with conclusions made by Gipps and Tunstall (1996) 

which suggest that involving the whole class in discussion where the locus of 

responsibility was in some way shifted to the pupils, provides extensive learning 

opportunities. Analyses of the teacher's observations indicated that she did 

attempt to elicit criteria specific to learning through questioning and feedback. 

There was extensive evidence that the co-ordinator used modelling and guided 

practice in her teaching. In group tasks, for example, she would observe and note 

a problem, ask a question, offer a clue to a way forward and then let the pupils 

work collaboratively toward a solution. Pupil or expert exemplars were used 

routinely. Though it was not evident in her notes, the co-ordinator did attempt to 

feed forward her understanding of pupil learning particularly relating to the 
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progress of the whole class. She used her reflections on pupil understanding to 

modify her whole class learning. 

in assessing learning, this teacher asked questions about methods used most often 

when discussing a product already or nearly completed. She asked the pupils to 

explain their methods and understanding. 

Part of classroom assessment involves collecting and recording information on 

pupil achievement as well as communicating the information to the learner. It 

was observed that the co-ordinator set up situations where assessment could be 

collected and communicated or feedback could be effectively used. The co- 

ordinator made checklists for coverage of topics but not for achievement or 

learning. 

The co-ordinator observed the pupils at work informally but did not conduct any 

formal observation session. She did not make any anecdotal notes while she 

observed the groups at work. When asked about assessing pupils through formal 

and informal observation, she replied, "There is no possibility of writing and 

watching at the same time. " She did not make use of anecdotal notes but relied 

on memory for all her information. She only noted extreme cases of good or poor 

achievement. 

There were no tests used in the class. Investigative tasks were the principal mode 

of learning and these were not evaluated or assessed in any formal way other than 

the notes or charts the pupils produced. The co-ordinator appeared to rely on 
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discussion at the end of lessons to gather information on pupils' learning. 

This co-ordinator depended significantly on her memory for assessment 

information. She appeared to be a critical intuitive (MacCallurn et al., 1993). 

She reported that she could not assess and teach at the same time, although she 

did this very frequently in her work with groups and her whole class discussion. 

The co-ordinator felt confident about her use of the National Curriculum and 

knew what the levels were designed for. She said she goes on to the next level if 

she can stretch someone. It was true that she added more to the science activities 

than was required by the curriculum. However, she was not as systematic about 

her assessing as she was with her planning. There was some discrepancy between 

what she said she did and what she actually did in assessing pupils. 

This co-ordinator was reflective about the ways in which connections between 

concepts could be incorporated into her teaching. Her efforts to draw connections 

between lessons were evident throughout her teaching. She appeared to act on her 

assessment of the efficacy of her teaching while she was teaching rather than after 

when she added more explanation and more theory. The importance of reflective 

thinking as an underpinning to effective assessment was again made evident 

through this case study, as it was in the case of St Anne school. in summary, th is 

co-ordinator (i) exhibited a problem-solving approach to pupil leaming and to her 

own teaching, (ii) manipulated her classroom organisation to collect information 

on pupil learning, (i*i) used a variety of questions directed at articulating the 

processes behind her own thinking. She asked questions that required the pupil,,, 

to do the same and (iv) made moves to develop a collegial relationship with her 
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pupils. 

From this case study, a new category relating to feedback was added to the 

analysis. Some feedback comments by the co-ordinator connected new concepts 

and learning to other concepts the pupils had studied or discussed. Making 

connections, finding similarities between leaming tasks and relating them to real 

life examples are elements of this feedback. The co-ordinator explained the 

connections explicitly and engaged the pupils in the generation of more examples 

of connections as part of her feedback. 

Secondly, as a method of gathering data on the communication of criteria for 

achievement, interviews of pupils about their work will be added to the data 

collection schedule at the next study setting. Pupils will be asked how they know 

their work is good. New categories may be added following analysis of those 

interview transcripts. 

Apart from providing feedback, this co-ordinator was noted to conduct classroom 

assessment for diagnostic purposes to make appropriate decisions. 

At this school, the co-ordinator was concemed with the four core subjects: 

English, Environmental Sciences, French and Mathematics. She was observed to 

be assessing the lower level objectives of Bloom 9s (1956) taxonomy. There may 

be several hypothetical reasons for teaching and assessing lower level objecti\, e,,.,. * 

easy to assess, stress on the basics or awareness of the strengths and wcakne,,,, c,, 

of the pupils by the co-ordinator. 
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Socio-affective behaviours were also assessed by the co-ordinator. She wanted to 

know, for example, who needed encouragement and who did not, who had 

leadership qualities, who was trustworthy and who was participating in the 

classroom activities, and also who was interested. 

Finally, this co-ordinator made initial assessments at a very early stage in the 

school year to provide her information about each pupil to help her mold the 

classroom into a viable social environment. 

This co-ordinator did not have time to record the progress of each pupil. She kept 

all these in her head. She said that too many others asked for information. 



Chapter Six: Case Study - St Anne School 

6.1 Introduction 

St Anne school is a low performing school located in the urban areas. This three - 

storey building had 437 pupils on the school roll and they came mainly from lower 

socio-economic backgrounds. The school staff included one acting headteacher, 

three deputy headteachers (one for the Oriental Languages) and twenty - nine teachers 

who were all employed on a full-time basis by the Ministry of Education and Science. 

The percentage pass at the CPE examinations was around 35%. 

There was no clear policy on assessment, although the assessment co-ordinator said 

that several meetings were held to establish one. The co-ordinator said that 

summative assessments took place at the end of each term for the purpose of 

reporting pupils' attainment to parents, pupils and teachers. In interview, he 

suggested the Ministry's in-service training on assessment had been insufficient to 

support any change in practice by the teachers at the school. He commented that 

9 most of the training was about trying to cope with the documents and understanding 

what it meant. ' The teachers had attended some courses on the use of the curriculum 

but the school did not change other than statutory requirements. There are too many 

Learning Competencies to cover. The Learning Competencies were not introduced to 

the teachers before it was announced in the media and this caused initial resentment. 

Over the past two years, the assessment co-ordinator had read the Leaming 

Competencies carefully and found it helpful in many ways. He suspected the 

Learning Competencies writers were not primary teachers because of the emphasis on 
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subjects. The Learning Competencies are useful in describing what has to be taught 

but not really useful because pupils do not leam in a continuum. He explained that. 

in his view, some pupils make leaps and some learn by rote first. Smith & Andre"'s 

(1989) found that effective head teachers were most often engaged with their teachers 

in four kinds of strategic interactions, including those of a resource provider, 

instructional resource, communicator and as a visible presence. 

The headteacher of St Anne school did not appear to be an instructional resource 

provider on a daily basis because he was very busy teaching and doing the work of 

the head. He was, however, a very visible presence and came into the classes at least 

once every day. He took on the role of a communicator and could be seen as a 

resource provider through his work on the assessment policy and the yearly planning 

sheets. In Hall & Hord's terms (1987), this head was an initiator but one of the 

effects of the pressures of rapid curriculum change was to make him more cautious. 

Protecting the teachers seemed a part of his reaction to changes he was not certain 

would be beneficial. Fullan (1991) suggests this as an understandable response to 

changes imposed from outside the school. 

The staff of the school had conducted meetings to establish an assessment policy. 

They did not write the policy together but they attended the meetings and listened to a 

discussion of the principles of assessment relating to the new curriculum. The 

document clarifies the values and understanding of the staff relating to the surnmative 

and forinative functions of assessment. According to the staff, 'underpinning Our 
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assessment practices is an agreement that assessment is the daily bread and butter of 

the good primary school teacher. ' Working with individual pupils, assessing 

precisely their level of knowledge and understanding in order to plan the next 

experience or activity is the assessment that informs a teacher's daily practice. 

Summative assessment takes place at set times in order to record, very often for the 

purpose of reporting to parents and other teachers, a pupils' attainment at a set time. 

The document reveals a confident understanding of the summative/formative 

distinction. The emphasis on daily practice is clear. It should be noted that the 

teacher strategies for conducting assessment in the Assessment Policy are described 

as 'brief observations of individual pupils that arise out of daily curriculum activities 

andfeed into teachers' planning. ' The school had no moderation process with other 

teachers in the school but the head teacher indicated that this would begin soon. 

There were eight teachers in standards IV, V and VI at this school. There were two 

teachers each in standards W and V, while standard VI had four teachers. One 

teacher from the eight teachers acted as the assessment co-ordinator. At interview, 

the teachers were asked a series of questions on why they were doing assessment, 

their assessment practices and what they were assessing. There were further 

questions on the use of the Learning Competencies document for planning daily 

lessons, deciding on Pupils' achievements, diagnosing pupils' strengths and 

weaknesses and whether their teaching methods had been influenced by the use of the 

Learning Competencies document. 
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Overall results are summarised in tables of frequencies. Percentage totals exceed one 

hundred in tables since multiple responses were possible. 

After the interview, the assessment co-ordinator was observed. This was done to 

explain what the teacher believed to be her classroom assessment practices and the 

influences which have shaped her thinking and work. The observational data was 

used to confirm or question her self - report. 

6.2 Results from the Interviews 

The literature review showed that assessment in the classroom is an integral part of 

the teaching and learning process. Teachers constantly assess every aspect of pupils' 

performance for various reasons (Broadfoot, 1979; Shipman, 1983; Stiggins, 1985, 

Satterly, 1989; Rowntree, 199 1; Airasian, 1994; Pollard et al., 1994). 

Data were collected by observing the assessment co-ordinator as part of the study to 

supplement the semi-structured interviews data and also to provide first hand 

evidence of the classroom assessment practices. Such evidence was not available 

from the interviews. These observational data might verify or dispute what teachers 

assert they do when they were interviewed. In other words, these data will indicate 

whether what they said they did was what they actually did during the assessment 

phases. 

Since classroom interactions and assessment activities are too complex phenomena, 
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chapter 6 attempts to present those observed in a rather summarised and organised 

manner. There will be several excerpts (short/long) from the observations to indicate 

why teachers were assessing, how they conducted assessment, what they assessed, the 

problems they encountered and the methods for resolving them. 

It is hoped that this kind of presentation will enable the reader to have a clear 

understanding of the practices involved in these situations. But before presenting the 

observation data., results of the semi-structured data are presented in Tables 20 to 24 

to get the views of all the teachers of St Anne school. 

Table 20: Purposes of Classroom Assessment 

Purposes of classroom assessment Responses (N=8) 

Teachers 
Std IV Std V Std VI 

All Teachers 
(% * *) 

To provide feedback to the pupil 2* 2 4 8 (100.0) 

To diagnose pupils' difficulties 1 1 3 5 (62.5) 

To evaluate the lessons 0 1 0 1 (12.5) 

To monitor the progress of pupils 2* 2 4 8 (100.0) 

To stress the main concepts 1 2 0 3 (37.5) 

To communicate information to 
the parents 

2* 2 4 8 (100-0) 

To provide feedback to the 
teacher 

1 2 4 7 (87.5) 

To motivate the pupils I 1 3 5 (62.5) 

To provide remediation 1 
1 2 3 6 (75.0) 

*includes the response of the assessment co-ordinator 
"The percentages exceed one hundred since teachers could provide more than one 
answer. 
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Teachers were asked why they assess their pupils and the roles of assessment in 

aiding teaching and learning. Table 20 gives the responses of teachers of St Anne 

school. At this school, providing feedback to the pupils and communicating 

information to the parents were the two main purposes of classroom assessment. All 

the eight teachers mentioned these two purposes. Five out of the eight teachers also 

said that they did assessment to diagnose pupils' difficulties. Three out of eight 

teachers mentioned that they did assessment to stress the main concepts. Seven of 

the teachers interviewed said they did assessment to give them feedback, while six 

teachers did to provide remediation to the pupils. 

There were four main reasons for the assessment co-ordinator to assess her pupils: to 

provide feedback to the pupils, to diagnose the pupils' difficulties, to monitor the 

progress of pupils and to communicate information to the parents. 

These are the comments of some teachers about the purposes of classroom 

assessment. 

"When I correct pupils' work, I always have the pupil whose work I am correcting 

with me. This way I am able to explain where the pupil has gone wrong and how 

helshe could improve in future tasks I would be setting. " 

"I gain constant feedback from the pupil by observing their reactions' their botý, 

hinguage as well as what they say. I always ask the pupils as a matter of habit il'they 
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have understood. Whatever their answers, I am able to know whether or not 

pupils have followed the lessons by 'reading the eyes of the pupils. When I see blank 

eyes, I realise something has gone wrong and I react immediately. " 

"I like to communicate information to my pupils and also to the parents. The 

information given to the parents are mostly grades, marks or brief teacher comments 

that are in most cases, meaningless. This leads the parents to ask for more 

clarification about their children's progressfrom me. " 

Table 21: Conduct of Classroom Assessment 

Classroom assessment practices Responses (N=8) 

Teachers 
Std IV Std V Std VI 

All Teachers 
(% * *) 

Close observation of a pupil 
working 

2 2 4 8 (100.0) 

Questioning at the end of a lesson 
to evaluate the instruction 

1* 2 2 5 (62.5) 

Questioning during instruction to 
check if pupils have understood 

2* 1 2 5 (62.5) 

Homework 0 1 2 3 (37.5) 

Workbooks 0 1 2 3 (37.5) 

Comments 0 0 3 3 (37.5) 

Tests 1 2 4 7 (87.5) 

Correction of work 2* 2 4 8 (100-0) 

* includes the response of the assessment co-ordinator 
ide more than one "The percentages exceed one hundred since teachers could prov I 

answer. 

264 



In an attempt to draw a picture of how the respondents said they applied assessment 

in their day to day classroom practice, they were asked how they conducted their 

classroom assessment. All the teachers said they did it through close observation of a 

pupil working and correction of work. Five out of the eight teachers said they 

conducted assessment by questioning during instruction to check if pupils have 

understood and also at the end of a lesson to evaluate the instruction. Three teachers 

mentioned homework, workbooks and teachers' comments while seven of the 

teachers said their assessment practice was testing. 

As for the assessment co-ordinator, she said she conducted classroom assessment 

practices using three methods: close observation of a pupil working, questioning at 

the end of a lesson to evaluate the instruction and correcting pupils' work. 

Table 22: What was Assessed 

What was assessed Responses (N=8) 

Teachers 
Std IV Std V Std VI 

All Teachers 
(%**) 

Process 2* 24 8 (100-0) 

Product 022 4 (50.0) 

Mastery of the Basics 2* 00 2 (25.0) 

Affective Domain 100 1 (12.5) 

Social Domain 100 1 (12.5) 

All round development 0011 (12.5) 

* includes the response of the assessment co-ordinator 
"The percentages exceed one hundred since teachers could prov I more than one 
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answer. 

The teachers at this school were asked what they assessed during their assessment 

practices. All the teachers said they assessed process. Four teachers (two from 

standard V and two from standard VI) assessed process. Two teachers from standard 

W said they assessed mastery of basics, while one standard IV teacher mentioned 

either affective or social domain. 

The assessment co-ordinator said she assessed mastery of basics and process. 

Table 23: Problems Faced by Teachers during Assessment 

Problems faced by teachers during 
assessment 

Responses (N=8) 

Teachers 
Std IV Std V Std VI 

All Teachers 

Lack of time to assess all the 
pupils 

2* 2 4 8 (100.0) 

Lack of formal training 2 1 0 3 (37.5) 

Difficulty in assessing several 
pupils simultaneously 

2* 2 4 8 (100.0) 

Disruptions 2 2 3 7 (87.5) 

Noises 2 2 4 8 (100-0) 
Personal reasons 1 1 2 4 (50.0) 

Ministry 1 2 31 6 (75.0) 

* includes the response of the assessment co-ordinator 
"The percentages exceed one hundred since teachers could provide more than one 
answer. 

What are the problems faced by the teachers of this school when they were 
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conducting classroom assessment? Eight teachers mentloned three problems: lack of 

time to assess the pupils, difficulty in assessing several Pupils simultaneously and 

noises. Seven teachers mentioned disruptions, while three standard PV teachers said 

the problems they were faced with was lack of formal training in assessment. Four 

teachers mentioned personal problems, while six out of eight teachers said the 

Ministry was a problem in the implementation of the classroom assessment. 

At this school, if teachers did not have enough time to assess their pupils, they said 

they assessed their pupils on the next day prior to the start of the lesson. Sometimes 

they shortened the length of the lessons. They also made sure that pupils were given 

homework on the topics covered. 

The assessment co-ordinator at this school was faced with two problems: lack of time 

and difficulty in assessing several pupils simultaneously. How did she deal with 

these problems? She said she planned a series of tests on topics to assess her pupils. 

The teachers of St Anne school were also asked about their use and influence of the 

Learning Competencies document in their everyday assessment activities in the four 

core subjects. 

In each core subject, all the eight teachers in the three standards used the Leaming 

Competencies document to plan their daily lessons. They also said that their teaching 

methods had been influenced by the Learning Competencies document. Between two 
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and five teachers said that they used the document to decide on a pupil,, 

achievement, while between three and five teachers said they used it to diagnose a 

pupil's strengths and weaknesses. 

Table 24: Use and Influence of Learning Competencies Document 

Use and Influence of English EVS French Mathematics 
Leaming Competencies 
Document (N=8) 

Teacher Teacher Teacher Teacher 

To plan my daily lessons 8* 8* 8* 8* 

To decide on a child's 6 2 4 5 
achievement 
To help diagnose a child's 3* 5* 6* 6* 
strengths and weaknesses 
My teaching methods have 8* 8* 8* 8* 
been influenced by the use 
of the document 

* includes the response of the assessment co-ordinator 

The assessment co-ordinator said her teaching methods had been influenced by the 

use of the document and she used it for planning her daily lessons in the core 

subjects. 

This section presented findings from the teachers' (including the assessment co- 

ordinator) semi-structured interviews. However, these findings have to be treated 

with caution, since they express what teachers said they did, not necessarily what they 

actually did in their respective classrooms. In order to cross-check the consisteticý of 
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what they have said, the next section presents findings from actual observations in the 

classroom. This is to find out if what the assessment co-ordinator said she did was 

what she actually did. 

The next section presents findings based on the researcher's field notes gathered 

during the three terms of field work from direct observations. It will be interesting to 

see which classroom assessment practices the observed co-ordinator fulfilled when 

she was doing assessment. 

6.3 Assessment Co-ordinator: Background 

The assessment co-ordinator was 35 years old at the time of data collection and had 

been teaching for twelve years. She had taught at this school for five years. The co- 

ordinator said she had been trained in observation techniques and that the course was 

a very useful one. 

Her daily routine was as follows: making sure that the pupils become independent of 

the teacher. This was mentioned several times. It appeared that the pupils were 

aware of this routine. They mentioned that they had to get to work on their own. All 

classroom routines appeared to be built upon this foundation. Directions posted 

around the class read as follows: "put down your chair and read a book". Pupils 

were to begin these tasks immediately upon entering the classroom. 
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6.4 The Assessment Co-ordinator in Action 

This co-ordinator organised her planning in integrated subject topics. For example, 

the topic for the autumn was circles and spheres. From this topic, she was able to 

plan the other subjects. The co-ordinator said that for Science planning, she used her 

own methods but planned from the curriculum to the activity instead of the other way 

round as she did for other subjects. Usually she decided on a topic that will be 

exciting to the pupils and then she made sure that they covered as many of the 

learning competencies as possible. This co-ordinator had no Science training and 

thus felt less confident in Science planning. This school required plans to be handed 

in. 

This assessment co-ordinator's planning material took three written forms that were 

as follows: 

* Whole term planning sheet - legal-sized sheet with subjects along the side. 

Concepts only were listed. 

e Topic plans for her use - lists concepts, skills, attitudes and resources. 

* Her weekly plan - the weekly plan listed activities, time schedules and lists of 

materials to prepare. 

This co-ordinator's plan sheets were updated during the week. This provided 

evidence that she adapted her planning and teaching based on her assessment of the 

pupils' understanding and progress in their lessons. Use of assessment data in this 

way can be seen as an attempt to feed forward into planning. At interview, this co- 
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ordinator claimed to update her planning as the need arose or if activities took more 

time. Information about her programme and its effectiveness was gathered during 

instruction through her frequent use of discussion sessions at or at the end of a work 

period. The pupils were divided into mixed ability working groups for a work 

session of around one hour in length. At the end or sometimes at the beginning 

before another group started on a task, the pupils came together where an activity 

took place. The co-ordinator's method of self-evaluation appeared to Involve two 

steps. Firstly, she asked groups of pupils to explain to the others what they had been 

doing and what they had found out. She listened to this and asked questions about 

the process and what they understood from what happened. She then appeared to 

modify the resources at the task table or add information to her instructions to the 

next group based on what had happened in the first group's experience. The 

preceding group was kept aware of how the work was developing or reviewed the 

concepts to be learned through the task at the end of session discussions led by other 

groups. 

Secondly, she observed the pupils at work and watched for problems in both process 

and product. Again, she used the problems one group revealed to change her 

instructions or materials before the next group tried it. It should be noted that she 

tried not to tell them any particular answer or concept until they had discovered it in 

part by themselves. She tried to leave more clues. 

A number of problems were observed with this approach In the context of the busy 
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classroom. A great deal of time was needed for each group to work at a centre. Time 

was also required for pupils to finish their work or move to the centre to listen to the 

pupils talking about their work. The shift sometimes took up to ten minutes. 

Secondly, some pupils did not seem to listen attentively to these whole class sessions 

when they were sitting or standing around a centre in-groups. Many did not appear to 

benefit from the discussions except when their groups were directly involved. In 

addition, the use of centres where pupils are talking to each other heightened the 

noise level of the classroom. The co-ordinator had to monitor work constantly so that 

pupils were kept on task. When the pupils returned to the whole class session, they 

had trouble sitting still and changing their learning style from active engagement and 

talking to active listening. Some of the pupils found it very difficult and the co- 

ordinator had to shout out at the group to remain quiet. However, the instructional 

format where pupils moved to centres and then returned to whole class teaching 

provided opportunities for feedback related to improvement, revealed the emergent 

criteria and allowed the co-ordinator to collect information on current understanding I 

through the use of genuine questioning; all strategies important to classroom 

assessment. 

An example of her practice in Science involved a science exploration in making 

shadows. The following excerpts took place over three consecutive days. On the 

first day, the co-ordinator asked a group of pupils to make puppets and then try to 

rnake eyes that show up on their puppets. Her instructions were to make the faces 

show. The goal was made clear but the method was not. A screen, a light and a table 
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of materials had been set up for them to use. The pupils worked and discussed the 

problem for twenty minutes. The co-ordinator worked with other pupils but came by 

and watched them work thrice during the thirty-five minute period. She did not ask 

any questions at this first session but observed the difficulties the pupils were having. 

At the end of the lesson, the whole group sat near the table and the co-ordinator 

directed questions to the group and the class. 

Co-ordinator: What makes a shadow? Which bit is it? The dark or the light" (She 

put her hand in the light). 

Pupil: The dark. 

Co-ordinator: Which bit of the puppet makes it? 

Pupil: The light - the front bit. It's blocking the light and then the thing is a shadow. 

Co-ordinator: It's certainly got something to do with blocking it. If I put something 

in front of the light, (she picks up a ruler on the table) what's the ruler doing? 

Pupil: It's making the shadow. It's locking the light. 

Co-ordinator: Have seen shadows like these before? 

Pupil: (many hands up and lots of comments) 

Co-ordinator: Where? 

Pupil: When the sun shines you can get a shadow on the floor. 

Co-ordinator: Why is it so? 

Pupil: The sun is very light and it makes it dark. 

The questioning here is both closed and open-ended. In the beginning, the teacher is 

looking for specific content answers about creating shadows. She wanted to pin 

down exactly how shadows are created. Her 'why' question to one of the pupik near 
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the end of the exchange attempted to uncover more of the reasoning used to 

understand shadows. The assessment co-ordinator commented that it was obvious to 

her that the group did not yet understand how shadows worked. She seemed very 

frustrated at the outcome of the session in some way. The assessment co-ordinator 

used observation and questioning to find out what the pupils' current understanding 

and skill might be and to find out whether the task or class activity has developed 

their understanding. 

The next day, another group worked on the puppets with the same task. Before 

working, the assessment co-ordinator reviewed the discussion about blocking the 

light with this group and had added other materials to the resource table. On this day, 

some of the materials had holes in them. There was some computer paper, some 

letter shapes and some scissors. She added these because of the previous day's 

discussion. She said they needed more clues and perhaps the work was a bit hard. 

This group tried several pieces of material in front of the light. One pupil tried the 

computer paper and the dotted holes at the side made a clear shadow pattern. The 

assessment co-ordinator saw this and had the pupil explain what happened to the 

others in the group. They then cut out eyes in the puppets. This group presented to 

the class again at the end. What follows is an excerpt of that whole class discussion. 

Pupil: She cut it out to make a face. 

Co-ordinator: It did not have holes and she hoped that the drawing would show on 

the shadow and did it? 
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Pupil: No. 

Pupil: I could see it. The picture.... 

Co-ordinator: No. The next person cut out some holes to make a face that was but 

when she put her hand in the holder she made in the back. Did it show? 

Pupil: No. 

Co-ordinator: Why not? 

Pupil: Because the hands were squeezing the hole. 

Co-ordinator: I am not sure what that word is. You mean it is blocking the holes" 

What do you ant the holes for? 

Pupil: Make the face go up. 

Pupil: The light had to go through something to make the thing work. 

The assessment co-ordinator could see that though the group had figured out the 

method of making shadows they still did not know why it worked. The assessment 

co-ordinator had surnmarised and reinforced the process but the conceptual 

understanding was clearly not there yet. When the pupil said squeezing the hole, the 

assessment co-ordinator realised that they did not understand that the hand was inside 

the puppet blocking the light. This information pinpointed exactly what the pupils 

did not understand. The assessment co-ordinator wanted clarification of the 

understanding, so she wanted more explanation. She used the phrase, 'I am not sure 

what that word is' and then adds the term 'blocking' in exchange for 'squeezing' 

The opening phrase, 'I am not sure what the word is', admits to the pupils that the 

assessment co-ordinator does not understand what they mean, suggesting that their 
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information is genuinely useful to her and that their thinking is valued. This could be 

an indication of the teacher's attempt to share power with the pupils. although this 

was a highly structured lesson format. After the assessment co-ordinator gathered the 

information, she added another demonstration to the class to 'scaffold' the learning in 

the zone of proximal development. She went to the puppet centre and demonstrated 

the process again for the group and the whole class. 

Co-ordinator: (She turns on the light in front of the screen). OK, Nothing in front of 

the screen at the moment, is there? 

Pupil: (Several of them) No. 

Co-ordinator: You can see all of the screen is nice and bright and light. (She puts the 

puppet on her hand in front of the light). When I put my hand in that holder the holes 

are blocked. My hand is blocking them. So what do I do next? 

The assessment co-ordinator had modified her planning by adding to the materials 

and adding explanations. She noted these changes in her daily plan, indicating that 

more time would be needed in whole class explanation and small group work. Her 

questions and observations allowed her to learn from each group's experience with 

the task. The assessment co-ordinator recognised that the first group did not achieve 

the goal but that they had a go and learned the concept from the class examples and 

discussion, as well as from their own experience with the task. In many cases, she 

tgave time for extra work so that all pupils completed the task. In this case, -she 
had 

several groups work on puppets at various times. Her assessment ývas that thcy still 
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did not really understand the concept and needed to experiment and make shadows 

repeatedly and in different ways. She appeared frustrated at times with this task 

especially at the amount of theory that had to be added to the experience. She had 

hoped the concept would become evident in the process. This frustration reinforces 

the conclusion that this teacher believed in the child-centred approach where pupils 

discover concepts on their own with guidance. She seemed to be uncomfortable with 

the fact that they needed so much scaffolding of their thinking. The assessment co- 

ordinator also acknowledged the pressure of time. She was determined to continue 

teaching in the way she thought best for the pupils but this was done at the cost of not 

covering everything on the curriculum. This feeling reflects the findings of the study 

of Key Stage One, conducted by Pollard et al., in 1994. They found the feeling of 

pressure universal amongst the teachers they interviewed and a sense of loss of the 

close affective ties many teachers had developed with the pupils in their class. This 

was intensified if the assessment co-ordinator felt a strong conflict between the 

demands of the curriculum and the needs of the pupils. The assessment co-ordinator 

used this method of group trial, group explanation with teacher input, use of pupil 

exemplars and subsequent trials by other groups in other subjects dur, ng the data 

collection period. 

During teaching, the co-ordinator carried out three practices intended to collect 

information on pupil understanding: (a) initiating group discussion was a strategy 

ils' ideas. She used open-ended used frequently to provide them with insight into pup 

process questions to probe understanding She asked the pupils to explain what they 
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had encountered in a task to the whole class and she used the pupils' ideas for 

problem solving. 

For example, the pupils had been creating number lines and using unifix to count 

backwards from fifty as a whole class exercise while taking attendance. The co- 

ordinator asked how many were in class and how many were away. At the front, she 

used a big number line to count back three absentees from thirty. 

In this example, teaching was integrated with assessing understanding. The phrase A 

want you to tell me how" supports this. Comments such as these were sorted under a 

"ask how /why" category, and it was evident the co-ordinator used this phrase In all 

subject areas. A limiting factor here was that when questioning in this group setting, 

however, the co-ordinator learnt only about the pupils who responded. The 

understanding of those who were not chosen or did not volunteer remained unknown. 

The co-ordinator, however, questioned in the same way with groups of two as well. 

Another example was drawn from a situation where two pupils were working 

together. The co-ordinator watched them complete their number lines with their own 

system of recording before she asked them a question. 

Co-ordinator: How do you know 25 is wrong? 

Pupil: It's not a circle. 

Pupil: Because there's a pattern and the one before is a circle. 
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Co-ordinator: That's the way to do it ---- Good. 

The co-ordinator again was asking a question to probe understanding. The pupils 

both offered explanations which together formed an explanation of their thinking. 

In this practice, the co-ordinator collected samples or recorded ideas from 

conversations she had with pupils to use in teaching and for the end of term reporting. 

Pupil work was put in a sample folder. This was sometimes shown and discussed 

with parents when they came in with pupils in the morning. However, other than 

communicating with parents, the sample folder was used primarily for reporting. 

Observational notes were put in a separate binder under the name of each pupil and 

used for reporting as well. This information was not communicated to the pupils at 

all times. 

Over the period of a two weeks to a month, the co-ordinator tried to observe the 

pupils without interacting with them. She said she often wrote notes on how the 

pupils worked. This was to give herself feedback on her planning and about the 

pupils' work habits. According to her, this worked because she had stressed 

independence when they are working. The co-ordinator sat beside a group of four 

Pupils while they were working on a writing project. She divided a page into four 

sections and wrote their names in the sections. Then the co-ordinator sat beside the 

group table and watched them work and wrote down what she saw. She did not 
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speak with the pupils initially, although she had to tell other groups to be quiet. She 

wrote down several points about one pupil. There was another pupil who was doing 

Mathematics and she asked to get out something to write. If the co-ordinator noticed 

a pupil looking at her during observation, she looked down or wrote something or 

looked at another pupil's work. She did it, she said, to reduce the pressure on the 

observed pupil. Then, she told one pupil to put more clues in his writing. This is a 

phrase she used very often throughout the reading and writing activities. This was 

meant to include spaces between words, correct ending sound, and punctuation where 

necessary and so on. Then she asked a pupil to read aloud from his story writing. 

Although this co-ordinator said she did not usually ask questions, on this day, she did 

ask a few questions: 

Co-ordinator: What is this? A story? 

Pupil: Yes. It's a story. 

Co-ordinator: What's the ending? 

Pupil: (No reply). 

Co-ordinator: Is it a story or not? 

Pupil: Yes 

The co-ordinator said later that she wanted to know if the pupil understood what a 

story was. Also whether they knew what the beginning and the end are. For her 

class, knowing how to do this is part of what the co-ordinator called proper writing. 

She defined this to the pupil more than once and gave some detail of the criteria 

involved. 
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In language, the co-ordinator communicated the criteria relating to the process or 

strategies her pupils should apply to working. For example, whole class lessons on 

reading and writing relied upon her explanation of strategies and modeling. This 

teaching method may be called an initiation into process. During the observation 

period, the instruction included: 

9 Model the story writing process by writing together on large paper in front. 

9 Model letter formation on paper and in the air. 

* Read together looking for 'clues' i. e., sound patterns, length and shape of words 

and punctuation marks. 

* Repeat the criteria for success before, during and after the lesson. 

An example of this process was observed one day before the co-ordinator conducted 

a formal observation session. She first explained what she was looking for in their 

writing. The criteria were explicit and the pupils appeared to know it well: 

Co-ordinator: I will be looking for spaces between words. What else I should be 

looking for? 

Pupil: Our patterns ... sounds 

Co-ordinator: Very good. What else I will be looking for? 

Pupil: Proper writing 

Co-ordinator: And what is proper writing? 

Pupil: (inumblings). 
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Co-ordinator: Go on. Say the letters. What's proper writing? I am going to do some 

watching of your writing and I will tell you what I learn at the end. 

It appeared that the pupils were very familiar with the phrase "proper writing" 

Reading and writing both appeared to be part of proper writing because the process 

involved reading the work out aloud after they have written down. This criterion was 

often repeated in class and the pupils knew them but they revealed widely variable 

stages of achievement. Some pupils who could say what proper writing was had long 

streams of letters and spaces put in randomly and then told an impromptu story about 

them. Others were putting in spaces, clues and punctuation and could read their work 

aloud. In analysing the criteria inherent in academic subjects, Sadler (1983) 

described four types of criteria related to learning: regulative, logical, prescriptive 

and constitutive. Sadler referred to regulative criteria as the rules goveming 

uniformity of presentation and organisation such as spelling, structure, grammar and 

other aspects. Logical criteria referred to chains of reasoning. Prescriptive criteria 

were used in evaluating quality, while constitutive criteria defined the key concepts 

and cognitive processes that governed the subject. 

When this co-ordinator articulated what is meant by "proper writing", her explanation 

directed the pupils to regulative criteria to be sure, but perhaps also to the constitutive 

criteria. This was when the co-ordinator listed the rules or correct form required by 

writing such as spaces between words. The empirical facts of performance seen in 

the writing can be -udged. But the co-ordinator was also introducing the constitutivc 
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processes underlying writing as it was interrelated with reading. The co-ordinator. 

here, was directing the pupils to the processes of literacy as well as its formal 

structure. 

Co-ordinator: What is proper writing? 

Pupil: Reading your own writing. 

Co-ordinator: Yes, that's right. That's how I know you are reading .... or even seeing 

you saying the words, as you go along. Then I know your thinking about it and not 

just putting the letters down the spaces in between and then at the end making up the 

story. Proper writing is when you know what it says as you are going along. 

A further example of her use of constitutive criteria was observed in a Mathematics 

lesson. The co-ordinator asked for ideas on how they could record their findings. 

She then used the pupils' methods for recording the data. In each of the four groups, 

a pupil suggested a type of recording method which the co-ordinator used for that 

group. Later, she admitted that sometimes their methods were not what she would 

have suggested and were in fact rather difficult to use because they involved sharing 

resources which took time. She felt, nevertheless, that it was important for them to 

think and use their own methods of recording data. While she said she did this to 

make them independent of her, she was at the same time initiating them into the 

processes used in Mathematics. 

Co-ordinator: Has he managed to complete it' Can we make this on the number 
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line? 

pupil: We can circle the numbers that do. The ones that won't, we can fill in. 

Co-ordinator: Shall we use that system that has just been invented by him? Work on 

numbers I- 10. If you don't know, ask your friend. 

Here is another example that came from a group. The pupil was asked to explain 

how the recording method might work. The pupils were given opportunities to 

explain processes to the co-ordinator and also to the other pupils. 

Co-ordinator: I want us to find a way of marking down which numbers will make two 

towers of the same height and the numbers that won't make two towers of the same 

height. 

Pupil: Miss, we could circle the numbers and put an X on those that can't. 

Co-ordinator: How would that work? 

Pupil: You see this number line you find - you know that 10 and another number like 

10 put a circle round it. So ten has done that so you put a circle round. The numbers 

like 3 you need another colour. Where's the three (takes a black pen and puts an X 

on the three and nine). You put a cross but you need another colour for the crosses. 

Co-ordinator: Well explained. 

In the next excerpt, the co-ordinator combined modeling, use of an exemplar, the 

explanation of the process of investigation with another "ask how" question. 

CO-ordinator: What about 20? Can you guess the answer? (She modeled it with the 
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unifix again). How many will be in each tower? 

pupil : 10 

Co-ordinator: You are perfectly right. How did you know? They are rIght. Could 

we test the other ones? 

Pupil: Yes, Miss. 

Co-ordinator: Why, then? 

Pupil: eh. I don't want to do it. 

Co-ordinator: No. Can we do it? 

Pupil: Yes. 

During the various teaching and assessment phases, this co-ordinator gave a lot of 

feedback. The first example could be regarded as specifying improvement. For 

example, at the end of each Mathematics group session, the co-ordinator went around 

to correct individually. What follows are some sample comments: 

Co-ordinator: What number are you trying out? 

Pupil: 10. 

Co-ordinator: All right then, take out 10 unifix and show Sanita because you are 

working with her. (Co-ordinator observed without talking). 

Co-ordinator: You ought to try out all the numbers 

what? 

Another excerpt: 

Start with 0- no unifix. Then 

Co-ordinator: Check that number 9 again before you copy it out. Now does it work" 
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Pupil: No. 

Co-ordinator: Then change your pattern. 

Pupil: I need something to change it. 

Co-ordinator: (Co-ordinator remained with the group). Just copy it down. 

The feedback indicated whether the pupils had done the work correctly but also 

whether they had completed the task using the correct process, i. e. working with their 

partner and adding a check-up phase to their work. Again, it was apparent that using 

the correct process was of equal importance to the co-ordinator as the correct answer. 

In summing up one lesson, the co-ordinator used one pupil's number line to explain 

the process again. 

In the next example, the co-ordinator instructed through modeling the process, gave 

specific acknowledgement that the result was correct and also involved the pupil in 

the demonstration of the idea. Guided practice and praise was also given. The 

exchange took place in a small group setting of five pupils. They were working on 

the two towers task given to teach odd and even numbers. 

CO-ordinator: I would like to hear from you (pointing one particular pupil). How 

many did I want? 2- do you think it's possible? 

Pupil: It might be possible. (Co-ordinator watched while pupil tried it again). 

Pupil: No. 

Co-ordinator: O. K. You need to break them up to start again. 

Pupil: All rIght (Took them apart). 
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Co-ordinator: Just show me what two towers look like? Now what happens when 

you try to make 9 unifix into two towers? 

Pupil: One is bigger. 

Co-ordinator: So, it's not possible to make 9 into two equal towers. Let's try it with 

3. Is it possible? Can you do it? 

Pupil: You need another one. 

Co-ordinator: Well done. Show us two towers of the same height. Who would like to 

show me what would this look like when you make two towers? 

Pupil: One higher and one lower than the other. 

Co-ordinator: Good boy. 

In this example, the co-ordinator used her questions to lead the pupils through the 

task and the concept. The pupil hesitantly articulated the answer which was then 

explained again by the co-ordinator. This was the same process used by the co- 

ordinator in the other lesson. The pupil added their experience of the task and, in the 

telling, communicated their understanding and achievement to the co-ordinator. In 

this way, the co-ordinator's questions teased out pupil thinking, or even created it, 

and revealed understanding and achievement criteria to the co-ordinator and the 

learner. 

Co-ordinator: What did you notice happening on the number line? Are you looking 

at it? You are not. Are you? What do you notice? 

PuPil: There's a pattern. 
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Co-ordinator: How does the pattern work? 

Pupil: Won't work. 

Co-ordinator: But now that I have told you about odd and even, how would you call 

it? 

Pupil: eh odd, even. 

Co-ordinator: The number 12. Is it odd or even? 

Pupil: Even 

Co-ordinator: Of course. 

One type of feedback not observed was the use of a pupil's previous work as a means 

of comparing present and past achievement. This type of dialogue requires the 

learner to identify specific features where improvement is required. Portfolios, 

considered a source of material upon which to base such discussions, were not used 

during the observation period except as a place to put finished work. Some pupils 

had only one or two pieces in the portfolio. The pupils did, however, have several 

other folders for their work. The use of the portfolio was, it seemed, restricted to 

summative assessments for reporting. In relation to assessment, the teacher also 

collected and recorded information on current achievement and conceptual 

understanding. It was not always used for feedback directly to the pupils. 

Having looked at the purposes and conduct of classroom assessment, the remaining 

of this section examined what was assessed by the co-ordInator in the course of 

conducting classroom assessment. It also presented findings of any problems this co_ 
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ordinator faced during assessment and how she coped with these. When describing 

what was assessed, it is interesting to start with the leami bjecti ing o ives pupils had to 

attain. It is worth mentioning that the content of assessments was officially pre- 

specified by the Ministry of Education and the Mauritius Examinations Syndicate. 

These competencies which the pupil had to demonstrate after the end of an 

instructional process and which had to be observable and in principle testable, were 

broken for each teaching unit that pupils had to achieve and are described in detail 

within the curricula and the teacher's manual (Learning Competencies for A] 1,1992). 

Examples of learning competencies: 

English (Essential Learning Competencies): Infer the meaning of important words 

in a passage. 

Mathematics (Essential Learning Competencies): Interpret and draw line graphs. 

French (Essential Learning Competencies): Ecrire un court texte narratif. 

Environmental Studies (Essential Learning Competencies): Give reasons for 

taking a balanced diet. 

It is obvious from the above that emphasis is placed on expressing the objectives in 

terms of detailed activity which is determined by the appropriate verb and the 

content. 

What sort of objectives did the teachers assess? For assessment purposes, it was 

observed that the co-ordinator at this school was more concemed with the four core 

subjects. At no time was the co-ordinator found to be planning, teaching or assessing Z7 
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non - core subjects like extra curricular activities. These findings were similar to 

those in the other three case study schools. The interest was on the four core 

subjects. This may be because these four core subjects are compulsory at the 

Certificate in Primary Education examinations. 

Example: 

0 Write a composition with 2 or more paragraphs (English) 

0 Calculate the surface area of the cube (Mathematics) 

0 Faire une dictee de 35-50 mots (French) 

0 State how a volcano is formed (Environmental Sciences) 

The Learning Competencies for All document (1992) contains Essential Learning 

Competencies and Desirable Learning Competencies. Sixty per cent of the 

competencies are ELCs while the remaining forty per cent are DLCs. 

At this school the content of the learning competencies the co-ordinator was 

assessing could be generally classified as lower level objectives of Bloom's (1956) 

taxonomy. That is, the teachers were more concerned with knowledge and 

comprehension as the following examples show: 

0 Take part in school plays (Recall). 

0 Draw one right angle (Understanding). 

0 Ecrire un paragraphe pour raconter (Recall). 

0 State three simple functions of the skin (Recall). 
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Similar findings were noted at case study schools: St George and Elizabeth. This rs 

surprising when case study school, St George is a high performing school. One 

explanation could be that the majority of the pupils passed the CPE examinations 

without being ranked. 

There may be several hypothetical reasons for assessing lower level objectives. The 

first reason may be because these objectives were easy to assess. The second reason 

could be that the co-ordinator was aware of the strengths and weaknesses of her 

pupils and thirdly, because the co-ordinator believed that pupils should master the 

basics (Rowntree, 1977; Satterly, 1989; Airasian, 1994). 

This co-ordinator was also observed to consider the pupil's own past progress as a 

point of reference and interpreted the evidence of the new work against it. A pupil 

was reported to be better or worse according to previous performance (Shipman, 

1983; Satterly, 1989). To the co-ordinator, such procedures aimed to help individual 

pupils understand the difference between their present and past achievements, to 

check their weaknesses and to become aware of what they need to improve. 

Example: 

Co-ordinator: You have improved quite a lot since the last term. 

Co-ordinator: This week's composition is much better than last week's. 

Co-ordinator: You are getting better. Keep it up. 
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At the beginning of each assessment, this co-ordinator explained to her pupils the 

standards expected of them. 

Example: 

"A good piece of work is one that is neat". 

"There should not be repetitions" 

"No spelling mistakes". 

"Your ideas must be clear and must also follow". 

This co-ordinator was more interested in the outcome of her pupil's work. She did 

not appear to seek for the ways the work was produced, that is, how the exercise was 

planned, worked and presented. It was observed that when she was examining the 

works of her pupils, she was looking at the end product. This meant that there were 

no opportunities for remediation. She argued that shortage of time and the size of her 

class and other responsibilities prevented her from spending more time with her 

pupils in their assessment exercises. 

Not only was this co-ordinator observed to assess the product but also to devalue the 

efforts of the pupils, especially when she was marking Mathematics questions she 

had set. She checked the results of the problems and whenever she discovered them 

to be wrong, she considered everything to be wrong. According to her "What is 

important is the final results. " 

The fact that this co-ordinator was found to assess the products of the pupils' work 
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and to overlook the processes followed to achieve them is contrary to the prlnclple..,, 

of progressive pedagogy which focuses on processes rather than products (Jasman, 

1987). This finding raised the question of what the teachers had to do and what they 

were observed to be doing. This co-ordinator seemed to be doing the opposite of 

what the official directives had proposed. 

The Ministry of Education in collaboration with the Institute of Education has 

produced guidelines (Master Plan for Education, 1990; Leaming Competencies, 

1994) on the procedures for assessing pupils. The guidelines make it very clear that 

teachers have to walk around the classroom while pupils carry out their classwork 

and to observe the ways in which pupils complete their tasks. That is, to obtain 

insights into such processes so as to be able to provide immediate feedback, help and 

remedy to pupils. However, what was observed in the classrooms, was in contrast to 

the official guidelines. The co-ordinator was either sitting at her desk when pupils 

were working or standing in front of the class. When the pupils had completed their 

tasks, she just collected the exercise books at the end. 

It was also noted that there was no provision made for the bright or less able pupils. 

The co-ordinator expected all her pupils to attain the same objectives regardless of 

their differences in ability (Gipps, 1990). There were several objectives which 

appeared to be very difficult for the less able pupils, whilst some of the objectives 

appeared to be very easy and unchallenging for the very able ones. 

Example from two pupils: 

293 



"Les exercises sont difficiles pour moi et les autres enfants dans ma classe ". (The 

exercises are difficult for me and the other pupils). "I like to do something whic/i I 

can o 

"These task are too easy for me. When I have completed the tasks, I wait for the 

otherpupils. Igetbored". 

These findings are not surprising since all classes in Mauritian primary schools are 

of mixed ability groups at the same year-level and are confronted with the same body 

of material and are expected, in theory, to master the same leaming objectives. Thrs 

is what the Master Plan of Education (1990) proposed: provide equality of education 

to all pupils. However, this ignored the fact that pupils come from different 

socioeconomic backgrounds and have different individual abilities. Hence, they do 

not start their learning from the same starting point, that is, from the same level 

(Gipps, 1990). 

These findings are similar to other report studies in primary education (Sharpe, 1992; 

Broadfoot et al., 1994) which showed that bright pupils felt bored having finished 

their tasks quickly and waiting for others to finish or slower pupils were finding t 

hard to complete their task by the set time. 

How did this co-ordinator assess her teaching effectiveness? It was observed that she 

gauged success mainly by the proportion of pupils participating in activities. 

routine approach observed was the co-ordinator's constant attempt to crauge success L- 
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during her teaching by asking pupils if they were following the lessons. The 

reactions of the pupils were normally -yes" or "no" but this was checked by 

observing the pupils' reactions, such as how bored or alert the pupils were and also 

on the number of hands raised and whether they were participating in the discussions. 

Example: 

"When I see bored looks on my pupils'Jaces and get no raised hands, I realised there 

are problems. I stop the lessons and repeat the main points. Sometimes I have a 

break and start again ". 

"On other occasions, if they are not alert, I change to classwork activity ". 

This co-ordinator also assessed socio-affective behaviours. The term 'socio-affective 

behaviours' is used in this thesis to indicate processes that observed teachers were 

applying for gathering information and evaluating pupils which are not directly 

associated with pupils' academic progress. 

This co-ordinator was interested in qualities associated with social outcomes. 

Honesty, for example, was one of the aspects this co-ordinator appeared to gather 

information about and to develop in pupils. There was an instance when the co- 

ordinator congratulated in front of the class a boy who told the truth that he had not 

completed his homework because the previous afternoon he had been playing 

volleyball. On the contrary, the same co-ordinator strongly criticised another boy 

vvho said that he had forgotten his homework book. In these circumstances, the co- 

ordinator assessed these incidents against socially acceptable moral criteria, of being 
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honest and truthful. Then she brought both cases in front of the class to socialize 

others by following the good example and not telling lies. 

The co-ordinators assessments which often took place even before she observed and 

listened to what the pupils could do in the classroom, was another issue of interest. it 

was noted that she often attempted to foresee pupils' academic future using 

information regarding their background, external appearance and the way they spoke 

or walked. 

It could be argued that the way this co-ordinator used and reflected on assessment 

results often depended on her expectations for certain pupils, based on a range of 

socioeconomic background information about pupils' personal characteristics and 

previous assessments. Such information often produced a pupil stereotype such as, 

'bright', 'stupid' or 'slow', which, in turn, gradually led to the pupils adopting this 

label (Rowntree, 1977; Black & Broadfoot, 1982; Pollard, 1985-, Satterly, 1989. 

Airasian, 1994). On the other hand, if assessment results from a given test, for 

instance, did not match her expectations, she tended to reject the results as something 

which happened by chance (Broadfoot, 1979). It is interesting to hear the co- 

ordinator's comment on a 'less able' pupil's writing: 

"The neatness and accuracy of Ram's piece of homework is ven, surprising. He is 

not that bright. He must have sought helpfrom hisfriends. " 
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The comments of the same co-ordinator on a pupil who was identified as *more able' 

were very different from the above. 

"Sheila, how come you have done this. This is not typical of you. Were you not 

well.... what is the problem. I am very surprised. You are a clever girl. " 

Here is another comment from the same co-ordinator on a pupil's essay: 

"This is really a good piece of work. This is expected. He is the son a Principal 

Education Officer. His parents are very keen and interested in his studies. Thev 

always come to the school to discuss his progress. " 

In contrast, the same co-ordinator, looking at the work of another pupil commented: 

"Now look at this boy's work. See the difference. His father is unemplo-ved. He is 

not bothered about his son's education and it shows. " 

Three points emerge here. First, the co-ordinator assessed pupils' products in 

reference to previous progress. Second, she associated the pupils' progress with their 

family background and third, the parents' role in co-operating with the school. This 

co-ordinator argued that from the first minute she saw the pupils' appearance, from 

the way they behaved and from their accent, she could tell which of the pupils would 

do well at school and which would do badly. 
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In fact, this co-ordinator had many opportunities to pre-evaluate, in a sense, pupils 

before even seeing them. For instance, when consulting the documents that 

accompany pupils from the school's records, there was information about the pupIls' 

families, socioeconomic background and parental occupations. In the case of the 

pupils who came from other schools, the records were usually accompanied with 

academic grades and behavioural. profile recorded in their reports (Rowntree, 1977, 

Airasian, 1994). 

Such reports were usual in the common room when, at the end of the school year and 

before the beginning of the new school year, teachers prepared for their teaching 

activities. This co-ordinator, commenting on a new pupil said "I am confident about 

the future progress of the boy, Sandesh, because I had already taught his brother in 

earlier years and he was good" 

It is interesting that, even before the pupils have the opportunity to show their 

abilities, this co-ordinator was in a way predisposed for pupils' future progress 

(Broadfoot, 1979; Airasian, 1994). 

6.5 Overview 

In the first section of the conclusions, an outline of the findings in this case study is 

given in response to the research questions on classroom assessment. In the second 

section, the findings from the observation of the co-ordinator are presented. 
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6.5.1 Responses of the Assessment Co-ordinator 

For the first Tesearch question, "why do you do classroom assessment"". the 

assessment co-ordinator said she did it for four main reasons: to provide feedback to 

the pupils, to diagnose the pupils' difficulties, to monitor the progress of pupils and 

to communicate information to the parents. 

How did she conduct classroom assessment? She said she did it by observing closely 

pupils working and also by questioning the pupils at the end of a lesson to evaluate 

the instruction. 

The third research question put to her was the content of classroom assessment. 

What did she assess? She said she assessed process and mastery of basics. 

When the assessment co-ordinator was conducting classroom assessment, did she 

face any problems and if so, what measures did she take to resolve them? She faced 

two problems: difficulty in assessing several pupils simultaneously and lack of time 

to assess all the pupils. To resolve the two problems, she planned a series of tests to 

assess her pupils. 

The co-ordinator was also asked about the use and influence of the Learning 

Competencies document. She said that her teaching methods had been influenced hý 
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the use of the document and that she used it for planning her daily lessons in the core 

subjects. 

The next section looks at the findings from observing the assessment co-ordinator. 

Did she do what she said she was doing? 

6.5.2 Findings from Observing the Assessment Co-ordinator 

This co-ordinator used curriculum resources to plan units and topics. A whole school 

format has been implemented and long - term plans were handed in to be checked by 

the headteacher. The long-range plans were changed most often to provide more 

depth on an area rather than to cover the whole curriculum. When weekly plans were 

changed, then the changes were based on emergent criteria or what occurred in class. 

The co-ordinator's notes indicated constant changes of plan including the need for 

more time, resources and remediation. This gives an indication that the co-ordinator 

uses information about pupil learning to feed forward into planning. 

The co-ordinator used talk to demonstrate criteria specific to leaming. She 

demonstrated, explained and reinforced specific criteria for achievement. In open- 

ended tasks, pupils were involved in the development of criteria for achievement 

especially relating to learning processes. These processes included predicting, 

developing strategies, checking results and trying alternate strategies. Reflexity was 

noted in the co-ordinator's talk, whereby the co-ordinator's own thinking and 

methods for approaching a problem or task were made explicit to the learners. 
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In Art, Science and language, she used pupil or other kinds of exemplars to deliver 

feedback identifying specific achievement and to mutually negotiate the way forward. 

She would repeat a demonstration or model or a method if it was necessary. The co- 

ordinator made use of adaptive strategies based on her teaching and assessing. She 

also used whole group teaching to review information and to learn about current 

learner understanding. Use of group work sessions occurring consecutively allowed 

her to improve her explanations, instructions, and choice of materials or tasks in 

order to scaffold leaming more efficientlY. 

Assessment included the use of portfolios and pupil work samples. However, she did 

not reveal details of her tracking or observation notes to her pupils or discuss or make 

the portfolios selections with a pupil. She used these collections surnmatively for 

discussions with parents and for report writing. 

Feedback was given to the learners, especially feedback for improvement and 

achievement. She did not use tests of any kind or give written feedback. She used 

daily assessment tick lists to indicate who had completed a task or worked at a centre. 

If a number of pupils did not finish a task, she formed a new group to give pupils 

more time and more explanation. In this way, some lessons were individualised. It 

also was noted that achievement and improvement feedback in this case study took 

place often in whole class sessions at the end of the sessionsý rather than individually 

during work. A pupips work was analysed and discussed with the whole class 
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involved. Individual feedback discussions were briefer and directed to correction and 

completion of the task. 

Important or salient features of task were articulated by the co-ordinator at whole 

group discussions at the end of the work times, drawing together a number of criteria, 

strategies and evaluation processes in a way that the largest number of learners could 

benefit from them. The strategy may also reflect the time pressures felt by the co- 

ordinator who used group work daily and had three different activities happening at 

the same time. Maintaining the focus and on-task time during group sessions was 

managed by the movement of the co-ordinator. 

This co-ordinator used anecdotal notes for tracking reading development. She kept a 

binder of these notes. She also used tick lists to indicate coverage of topics. Her 

daily planning notes were outlined before the class but were added to during the 

course of the day. These anecdotal notes suggested ideas for the next lesson or 

changes she had made to the lesson. In this way, some evidence indicated that 

assessment included information about learning and about her teaching. The co- 

ordinator reflected on the efficacy of her work and made changes she thought might 

be necessary to make the concepts of the work more accessible. She called this 

4 giving more clues'. Clues were often used in her lessons. 

Questioning to scaffold learning and to gather information used to modify plannin,,,, 

and teaching emerged as an important strategy used by the co-ordinator. More 
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specifically, questions which require the learner to articulate processes and problem- 

solving strategies gave her the most useful information. The clearest evidence of 

adaptive strategies based on teaching and assessing was found in the teacher's 

instruction of Mathematics and Science. This seemed surprising given that the co- 

ordinator said her expertise was primarily in reading and language. But the 

observation data indicated that she questioned her instruction and the materials she 

had chosen most obviously when she did not know the area of learning well. In other 

words, she was most reflective about the practice when she was unsure of her own 

knowledge. 

In this case study, self-monitoring was evident throughout the teacher's practice but 

was most evident in Science. Notably, she was taking a Science course every week 

to improve her understanding and teaching skills in this area. It could be that this 

teacher had not developed tacit knowing about her Science and Mathematics practice 

and therefore noticed the learning responses acutely. Her reflections on her teaching 

made use of formative information and directed her planning and subsequent 

instruction. Although the Science curriculum was new and different, she did not 

become more reflective or more formative in her assessment. Instead she seemed to 

react to her lack of experience in Science by asking very closed content questions in a 

group session tightly controlled by the teacher. This teacher had already developed a 

shared notion of power with her pupils, which she did not change despite the fact that 

she was unsure of her teaching. She continued to use the instructional moves that 

characterised her approach. The Science lessons took longer and required more clues 
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that she had thought, resulting in her frustration and feelings of time pressure. 

However, the learning benefits to the pupils in the construction of knowledge were 

enhanced by her approach. They did find words to discuss the concept and they 

developed the knowledge mutually. 

In summary, this teacher (a) exhibited a problem-solving approach to pupils' leaming 

and to her own teaching, (b) manipulated her classroom organisation to collect 

information on pupils' learning. She used a variety of strategies necessitating a 

variety of teaching settings including whole - class lessons, small group sessions, 

individual observation periods and pupil - led feedback sessions, (c) used a variety of 

questions directed at articulating the processes behind her own thinking. She asked 

questions that required pupils to do the same. Questioning of this type occurred 

during the teaching and assessing phases of work and (d) made moves to develop a 

collegial relationship with her pupils. 

The co-ordinator was concerned with the four core subjects: English, Environmental 

Sciences, French and Mathematics. She was observed to be assessing the lower level 

objectives of Bloom's (1956) taxonomy. There may be several hypothetical reasons 

for teaching and assessing lower level objectives: easy to assess, stress on the basics 

or awareness of the strengths and weaknesses of the pupils by the co-ordinator. 

She considered the pupils' past progress as a point of reference and interpreted the 

evidence of the new work against it (ipsative assessment). She was more interested 
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in the outcome of her pupils' work and was observed to devalue the efforts of the 

pupils. She only checked the results of the problems and whenever she discovered 

them to be wrong, she considered everything to be wrong. 

She gauged her teaching success by the number of pupils participating in the 

classroom activities. She also assessed honesty. 

This co-ordinator's assessment often took place even before she observed and 

listened to what her pupils could do in the classroom. She foresaw pupils' academic 

future using information on their background, external appearance and the way they 

spoke or walked. 

As for the problem faced by her during the conduct of classroom assessment, she said 

shortage of time, the size of the class and other responsibilities prevented her from 

spending more time with her pupils in their assessment exercises. Another problem 

was that she assessed her pupils in groups. This meant that she only learrit about the 

pupils who gave answers. The understanding of those who were not chosen, or those 

who did not volunteer, remained unknown. 
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Chapter Seven: Summary and Conclusion 

7.1 Introduction 

The impetus behind this study into the processes of classroom assessment was the 

introduction of the I., earning Competencies in Maufitian schools and assessment 

arrangements. Because it is an area where rapid changes are taking place in the 

education system, its potential to assist in teaching learning process, an interest to 

explore teachers' current knowledge and practice about assessment in Mauritian 

primary schools was generated to widen my own understanding of assessment. 

This case study research project took place in 1997, within four schools in Mauritius, 

after primary teachers had worked with the Learning Competencies materials for four 

years. The research focus was narrowed to standards IV to VI teachers at the primary 

level. Semi-structured and observation data from all four schools provided 

information on the purposes of classroom assessment, how it was conducted, what 

was assessed, the problems encountered in the course of assessing and how these are 

resolved. 

In the first stage of the research, semi-structured interview questions were developed 

and tested in a pilot for the study. Four schools were selected for the study. This was 

done to describe wider practices in four school settings and to understand the links 

between strategies Iinvolved In the planning, teaching and assessment phases of 

teacher work. 
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The initial review of literature took place in 1997. Contextual data from the school 

was collected through the use of semi-structured interviews and observation. The 

responses from these two methods were used to answer the research questions. The 

case study data was analysed qualitatively including the teacher thinking required by 

those strategies to uncover the ways that assessment strategies might be linked or 

integrated into planning, teaching and assessment. 

7.2 Structure of the Chapter 

In the first section of this chapter, the findings relating to the classroom assessment 

practices across all four case study schools are surnmarised. The results respond to 

the research questions of the study. Each research question is followed by tables 

showing the cross study findings and a discussion of the results. The small number 

of respondents and a small sample precludes the interpretation of the results as 

statistically significant. However the results do indicate the understanding and 

opinions of classroom teachers working in four primary schools. In the second 

section of the chapter, results from observing the four assessment co-ordinators are 

presented. 

The responses of the semi-structured interviews provide a more detailed look at the 

classroom assessment practices of all 35 teachers in the four case study schools. 
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7.3 Overall Results from the Interviews 

For the first research question, 'why do you do classroom assessment"', eighty per 

cent of the teachers said they did it for providing feedback to their pupils, while 

77.1% said the purpose was to monitor the progress of pupils. Seventy four per cent 

of the teachers said they did classroom assessment to provide feedback to themselves. 

Over sixty five percent mentioned motivating the pupils and providing remediation. 

Nearly twenty-three per cent of the teachers mentioned evaluating the lessons and 

communicating inforrnation to the parents. Nearly forty-six per cent of the teachers 

said they assess their pupils to diagnose their difficulties. The lowest percentage 

(17.1 %) said they did it to stress the main concepts. 

Table 25: Purposes of Classroom Assessment (all four schools) 

Purposes of classroom assessment Responses (N=35) 

Number of Teachers* (17c 
To provide feedback to the pupils 28 (80.0) 

To diagnose pupils' difficulties 16 (45.7) 

To evaluate the lessons 8 (22.9) 

To monitor the progress of pupils 27 (77.1) 

To stress the main concepts 6 (17.1) 

To communicate information to the 
parents 

10 (28.6) 

To provide feedback to the teacher 26 (74.3) 

To motivate the pupils 23 (65.7) 

To provide remediation 23 (65.7) 

* includes the response of the assessment co-ordinator 
"The percentages exceed one hundred since teachers could provide more than one 
answer. 
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Table 26: Conduct of Classroom Assessment (all four schools) 

Classroom assessment practices Responses (N=35) 

Number of Teachers* 

Close observation of a pupil working 25 (71.4) 

Questioning at the end of a lesson to 
evaluate the instruction 

22 (62.9) 

Questioning during instruction to 
check if pupils have understood 

28 (80.0) 

Homework 15 (42.9) 

Workbooks 15 (42.9) 

Comments 14 (40.0) 

Tests 25 (71.4) 

Correction of work 28 (80.0) 

* includes the response of the assessment co-ordinator 
"The percentages exceed one hundred since teachers could provide more than one 

answer. 

How did they conduct classroom assessment? Eighty per cent of the teachers said 

they conduct classroom assessment by questioning the pupils during instruction to 

check if pupils have understood the lessons and to correct the work, while 71.4% said 

they closely observed their pupils at work and also did tests. Nearly sixty-three per 

cent of them mentioned questioning at the end of a lesson to evaluate the instruction. 

Homework and workbooks were mentioned by nearly forty-three per cent of the case 

study teachers. 

The third research question put to the teachers was the content of classroom 

assessment. What did they assess? Ninety-four per cent of the teachers said thcý' 
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assessed process while eighty per cent assessed product. Between fifty-four and sixt% 

per cent said they assessed mastery of basics and social domain while between thIrtV- 

one and thirty-four per cent mentioned social domain and all round development. 

Table 27: What was Assessed (all four schools) 

What was assessed Responses (N=35) 

Number of Teachers* 

Process 33 (94.3) 

Product 28 (80.0) 

Mastery of the Basics 21 (60.0) 

Affective Domain 19 (54.3) 

Social Domain 12 (34.3) 

All round development 11 (31.4) 

* includes the response of the assessment co-ordinator 
"The percentages exceed one hundred since teachers could provide more than one 
answer. 

When the teachers were conducting classroom assessment, did they face any 

problems and if so, what measures did they take to resolve them? Over ninety per 

cent of the teachers said they faced two major problems: difficulty in assessing 

several pupils simultaneously and lack of time to assess all the pupils. Nearly sixty 

nine per cent of the teachers said that the implementation of their classroom 

assessment is hindered by the Ministry. Forty per cent of them mentioned disruptions 

and noises while twenty per cent said they face problems because of lack of formal 

training in assessment. To resolve these problems, they planned a series of tests and 
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give homework to their pupils. 

Table 28: Problems Faced by Teachers during Classroom Assessment (all four 
schools) 

Problems faced by teachers during 
assessment 

Responses (N=35) 

Number of Teachers* (% 
Lack of time to assess all the pupils 32 (91.4) 
Lack of formal training 7 (20.0) 
Difficulty in assessing several 

pupils simultaneously 
33 (94.3) 

Disruptions 14 (40.0) 
Noises 14 (40.0) 
Personal reasons 16 (45.7) 

Ministry 24 (68.6) 

* includes the response of the assessment co-ordinator 
"The percentages exceed one hundred since teachers could provide more than one 
answer. 

The teachers were also asked about the use and influence of the Leaming 

Competencies document. All the teachers said that their teaching methods had been 

influenced by the use of the document. Over ninety-one per cent of the teachers said 

that they used the document for planning their daily lessons in the core subjects. 

Between sixty-nine and eighty per cent of the teachers said they use the document for 

deciding on the Pupils' achievement while between sixty-nine and eighty-three per 

cent of teachers said they use the document to help diagnose the Pupils' strengths and 

weaknesses. 
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Table 29: Use and Influence of Learning Competencies Document (all four 
schools) 

Use and Influence of English EVS French Mathematics 
Learning 
Competencies 
Document (N=35) 

Teacher Teacher Teacher Teacher 

To plan my daily 32 33 33 33 
lessons (91.4) (94.3) (94.3) (94-3) 

To decide on a child's 28 24 25 26 
achievement (80.0) (68.6) (71.4) (74.3) 

To help diagnose a 24 25 29 28 
child's strengths (68.6) (71.4) (82.9) (80.0) 
and weaknesses 

My teaching methods 35 35 35 35 
have been (100.0) (100.0) (100.0) (100.0) 
influenced by the 
use of the 
document 

"The percentages exceed one hundred since teachers could provide more than one 
answer. 

7.4 Overall Results from the Observations 

7.4.1 Planning Phase 

The Learning Competencies document was used for long - term planning for all four 

case study teachers. The assessment co-ordinator of St George school said in 

interview that she used the document for daily planning a great deal and had the 

document on her desk, although there was no evidence of the use of the document in 

her daily plans nor did she consult them during the period of data collection. The 

assessment co-ordinator of Elizabeth school also stated she used the document a lot 
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for planning, except in English where she had the most expertise. However, she and 

the assessment co-ordinator of Manor school had planned topics, which referred to 

their long-term plans as guidance for their daily plans. At St Anne school. the 

assessment co-ordinator referred to the documents for her initial planning of a topic, 

keeping in mind the goals she was aiming to achieve. This co-ordinator had leamed a 

great deal about the document from her teaching experience. While she did not 

consult the documents and said she used it only a little, she did not refer to her long 

term plans to help in her daily plans. 

The first case study co-ordinator (St George school) did not update her planning in 

any way, other than indicating that more time was needed to complete the tasks. The 

second case study co-ordinator (Elizabeth school) provided examples which when 

analysed, indicated constant refinement planning. She planned topic work from the 

document and thus her weekly plans reflected competencies' criteria. The daily plans 

revealed that she changed materials, instructions, questions, groupings and tasks in 

small ways, which appeared to respond to criteria which emerged from her 

interactions with pupils during the task and her discussions with the pupils after the 

work session. At several points, she either called changes in instructions or materials 

or giving clues. Other changes included demonstrations or modeling processes. The 

third case study co-ordinator (Manor school) also provided some evidence of 

planning adaptation, but the fourth (St Anne school) showed very little. 
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7.4.2 Teaching Stage 

The second (Elizabeth school) and third (Manor school) case study co-ordinators 

demonstrated, explained and reinforced specific criteria for achievement. In open- 

ended tasks, pupils were involved in the development of criteria for achievement, 

especially relating to learning processes. These processes included predicting, 

developing strategies, checking results and trying alternate strategies. Both used 

small group investigations, followed by class discussions, where the first group 

explained to the whole class what they had done and what they had found out. The 

co-ordinator asked questions probing the thinking and processes used in the task. In 

this way, the co-ordinator picked up the problems in the task and could modify it 

before the next group tried it. 

All of the case study co-ordinators exhibited the strategy of modeling and guided 

practice in their teaching. This may have been a function of the content and skills to 

be taught in standard IV programme, which includes work on handwriting, basIc 

reading and computational skills, use of manipulative and other concrete materials. 

Lessons in these content areas may lend themselves readily to modeling and guided 

practice. Gauging how much guided practice and modeling were needed revealed the 

level of competence or independence a pupil had acquired in a skill. Examples from 

the case studies included holding a pupil's hand when making a letter and then 

observing the pupil make some of the same letters independently. This was followed 

by corrective feedback, more guided practice and sometimes talking through the Zý - 

attempt of the pupil to do it independently Other examples included modeling the 
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use of letter sounds and patterns and putting in a finger between words during group 

story writing and with individuals at their desks. 

In Language, Science and Art, two case study co-ordinators used pupils' exemplars as 

a means to articulate criteria and deliver feedback identifying specific achie-vement. 

It was interesting to note that two of the co-ordinators said they would never use 

expert exemplars to the pupils. One reason given was that showing such an example 

might hamper the pupil's creativity in some way and that the example might make 

the pupil discontented with his or her work. Both views suggest a "discovery 

learning" approach. 

7.4.3 Assessment Phases 

7.4.3.1 Purposes of Classroom Assessment 

In general, the findings of this study indicate that teachers did classroom assessment 

in order to provide feedback, review teaching methods and for diagnostics purposes. 

That is, the use of assessment information to promote learning appeared to be the 

primary broad intention of all the teachers. It seemed to come into being in different 

ways and the nature of their assessments was, on the whole, formative. Observations 

of the classrooms revealed that teachers were constantly assessing their pupils to see 

to what extent they had mastered and accumulated the prerequisite knowledge and 

skills. 
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Feedback to the Pupils 

All the teachers were noted to provide feedback to their pupils about their results and 

on where, what and how to improve their performance. This is a fundamental 

principle of child-centred pedagogy. However, the form of the feedback was by and 

large some brief comments. Pupils seem to receive this from verbal or non-verbal 

reactions to their behaviour, performance and work from their teachers. They want to 

know how their teachers respond to their contribution to the classroom discussion, 

participation and their attitudes during the lessons. 

The types of feedback given varied from teacher to teacher. There was feedback 

where the pupils were essentially led through the process until an answer became 

clear. In this instance, the teacher did not go over the process or summarise it for the 

pupils. This may have helped the pupils generalise the process and thus be able to 

transfer the thinking to other similar situations. 

There were examples of feedback implying punishment, approval and disapproval, 

and specifying appropriate behaviour and language. There were also examples of 

feedback on spelling and neatness, on criteria necessary for success, process, letter 

formation and whether work was done correctly, and also if the correct process was 

used. 

Feedback to the Teacher 

L- Just as assessment may give the pupils feedback as to how well they are doing, so too 

316 



it may give the teacher feedback as to how well they have been teaching. Thl I is is ho", 

assessment contributes as to whether the learning objectives have been reached, about 

how well they had been taught, in order to plan their next teaching and adapt their 

lessons. 

The findings indicate that teachers gained constant feedback from the pupils by 

observing their reactions, their body language, their participation and involvement in 

the lesson and by reading "the light in their eyes" as well as by listening to what they 

said. 

In general, teachers were noted to repeat, rephrase and remediate to improve their 

teaching effectiveness. In addition, teachers used previous results to plan their 

instruction. These results provided information regarding the appropriateness of the 

teaching approach. Useful assessment information for a particular class or individual 

pupils were transmitted from the previous teachers to their successors as well. 

Diagnosis 

The important purpose of classroom assessment to diagnose both formally and 

informally pupils' learning levels, and also their emotional or social problems and 

teaching deficiencies, was mentioned by the case study teachers and also observed 

during fieldwork. 

It seems that teachers are constantly on the lookout for pupils who are having 
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learning, emotional or social problems. These types of assessments appear to be the 

most common. Teachers try to identify these problems by observing the ir 

performance and behaviour, questioning the children or assigning various tasks and 

checking their work and then documenting their frequency in an attempt to measure 

whether and up to what extent they have learned the material and accordingly I 

selecting remedial activities. In most cases, the teachers are able to diagnose the 

weaknesses and provide the necessary remedial activities needed, but there are times 

when the pupils are referred for specialized diagnosis and remediation which is done 

outside the classroom. 

One of the most common and routine assessment activities, which is done at the 

beginning of each teaching session, is the 'testing' of the previous lessons taught 

either on the same day or on the previous day. In this way, teachers try to use it as a 

foundation for the new knowledge. Further, a necessary precondition is to assess 

pupils' present level of knowledge as far as the previous taught material is concerned. 

Teachers attempt in this way to diagnose whether their pupils have any gaps in their 

mastery of the previous material and skills needed; whether they are able to accept 

the new ones and whether they need any additional explanations or help, to make a 

success of the new topic. In other words, the whole process is a check for 

comprehension and diagnostic assessment. 

Communicating Information to the Parents. 

Another purpose that was mentioned by an assessment co-ordinator for doing 
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assessment, was to communicate Information to the parents. The information given 

to the parents was mostly to do with punishment. This is in line with other research 

findings (Stewart & White, 1976; Broadfoot, 1986; Rowntree, 1991; Airasian, 1996) 

which suggest that assessment has a communicative purpose. It informs the pupils of 

their achievements and also encourages learning if information is provided with 

clarity. 

Initial Assessment 

Analysis of the data suggests that during the process of initial assessment, the teacher 

meets each pupil and tries to get to know them. This is what the first few days are 

like in the majority of the classrooms, as teachers try to observe and learn enough 

about their pupils to form them into a social group who will work closely and in 

collaboration and also that will permit classroom goals to be realised. 

In some schools, the initial assessment process often starts before the pupils enter in 

the classrooms. 

A number of sources is available to the teachers to help them in their initial task. 

These range from school records, teacher room comments, preclass information to 

performance of siblings and parental cornments. 

Some of these sources provide formal evidence, but much of the in ormation is, 

informal. In some cases, the classroom teacher does not even observe performance 
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directly but relies upon hearsay evidence from other sources. From all these sources. 

teachers glean information that helps them form some kind of impressions about their 

pupils' ability, interest and motivation, as well as about their family background. 

Classroom observations revealed that teachers, often being unaware, attempted to 

control pupils' learning, knowledge, speech and behaviour by criticising undesirable 

and praising desirable performances and attitudes. Frequently, the teachers' interest 

focussed on pupils I qualities such as compliance, conformity and the like. Teachers 

attempted to maintain a smooth flow of instruction and they were constantly 

assessing and monitoring pupils' behaviour. 

7.4.3.2 What is Assessed in the Classrooms 

Typically, observed teachers appeared to assess learning competencies, process, 

product, teaching effectiveness and socio-affective behaviours. There is evidence 

that teachers assess both cognitive and noncognitive behaviours. 

Cognitive Behaviours 

This is the most commonly assessed behaviour domain in schools. Cognitive 

behaviours include a range of intellectual activities such as memorizing, interpreting, 

applying, problem solving, reasoning, analysing and judging. Virtually all the 

exercises that pupils do in the schools are intended to measure one or more of these 

cognitive activities. Most of the instruction that is provided to pupils is focused upon 

helping them attain cognitive mastery of some content or subject area. The focus waý, 
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always on the four core subjects which are examinable. None of the assessment co- 

ordinators did any assessment on the non-examinable subjects or competencies. This 

was contrary to the guidelines given by the Ministry which stipulated that examinable 

and non-examinable subjects or areas should be assessed. 

The teachers are more concerned with knowledge, comprehension and sometimes 

application of knowledge. Very rarely, teachers are found to be assessing puplis' 

competence in analysis, synthesis and evaluation of cognitive information. Only one 

assessment co-ordinator was observed to be assessing higher level competencies. 

There may be two reasons for concentrating on the lower levels. First, because 

teachers believe that pupils have to master the basics and secondly, because it is 

easier to assess the lower level of objectives. 

The results of the findings also indicate that teachers tended to 'underestimate' the 

value of pupils' efforts before the achievements of the final result. This is more 

evident when teachers are marking Mathematics problems they have set. They check 

only the results of the problems and whenever they discover them to be wrong, they 

consider the whole pupils' effort as wrong. 

There are a few who look at the actual process the pupils follow up to the point where 

they have gone wrong. These teachers carefully consider the sequence of steps the 

pupils have followed and show the point at which the mistake is committed. This. 

however, is time consuming and the teacher usually works it out with the pupil.,, 
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during the break. If many pupils fail in the same exercise, the teacher analyses and 

explains it for the whole class using the blackboard. 

Most of the teachers ignore the guidelines on the conduct of assessment provided by 

the Ministry. Instead, they are seen sitting at their desks or standing in front of the 

class when pupils are working and just take the completed product at the end. 

It was also observed that the teachers were interested in the outcome of a pupil's 

work. Less frequently they appeared to seek for the way it is produced, i. e. how the 

work is planned, approached, executed and presented. Several studies report similar 

findings because they are concrete and measurable (Satterly, 1989; Airaslan, 1996). 

No provision was made for the able or the less able. All the pupils were treated the 

same. The expectation for all the pupils to attain the same objectives regardless of 

their differences in ability was common in all the classes. Several of the objectives 

were noted to be unrealisable for the weak pupils, whilst they were excessively 

unchallenging for the able ones. 

Because there was no provision for pupils' individual abilities and the material 

targeted the average pupil, often able pupils felt boredom having finished quickly 

their tasks and waiting for the majority of the class to finish or the slower pupil, 

striving to finish their work on time. 
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The range of cognitive qualities which were assessed was broad and extended from 

the lower order mental skills, such as the recall of factual information, to the higher 
I 

order of interpretation and synthesizing. 

Teachers seek to gauge the extent to which their pupils have mastered the material 

taught so far by observing pupils' performance and work; by addressing various tasks 

to them, either those included in the textbook, or teacher-made ones, by constantly 

asking them a great variety of questions; by correcting the tasks and by modifying the 

instruction. However, the whole process lacks smoothness because of disruptions by 

the pupils. 

The question of what is being assessed in the primary schools raises the issue of how 

effective is classroom teaching in Mauritian schools. In general, teachers argued that 

the extent of the success of this general outcome is indicated mainly by the 

proportion of pupils participating in activities or by the extent to which the pupils are 

demonstrably leaming. 

A routine approach, observed in nearly every classroom, was the teachers' constant 

attempt to gauge during their teaching whether their pupils have understood the 

lesson by asking them if they were following. Teachers very often appeared to assess 

their teaching by'observing pupils' behaviour and 'reading' thern. 
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Non-cognitive Behaviours 

Although few teachers were in a position to describe precisely the non-cognitive 

objectives, all teachers were found to assess them continuously on a daily basis. The 

qualities which they constantly assessed could be termed socio-affective behaviours. 

Affective qualities were constantly assessed informally by all teachers who needed to 

know who can be trusted to work unsupervised and who cannot, who can maintain 

self - control when the teacher had to leave the classroom and who cannot, who 

needed to be encouraged to speak in class and who needed not be. On the basis of 

their observation and interactions with the pupils, teachers described their pupils 

characteristics and predicted how well they will do in their studies and class. 

Affective qualities refer to pupils' features which teachers appeared to bear in mind 

frequently to assist pupils' learning. Assessing pupils' affective qualities was not an 

easy task. This is because this particular quality is not easy to observe and describe. 

Despite the difficulties involved in observing and describing these qualities, teachers 

constantly assessed attributes such as interest, motivation, effort and so on. 

In addition, most of the teachers were also interested in qualities associated with 

social outcomes. Honesty, for example, was one of the aspects some teachers 

appeared to gather information about and to develop in pupils. 

Z: ý Politeness, self-control, leadership and cooperation were also among the social 
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qualities pupils had to develop if they wished to be acceptable members of the 

classroom society. 

it is interesting to note that teachers built up a stock of information about each pupil's 

affective and social qualities, based mainly on their informal observations of the daily 

interactions with the pupils. Anderson & Bachor (1973) and Pollard et al., (1994) 

report similar findings. It is also worth pointing out that teachers kept all this 

information in their heads, none was found to keep a written record of such puplls' 

qualities. They seemed to try to develop both pupils' ability and interest in the 

subject, to judge their social qualities and also to control them at the same time. 

7.4.3.3 Conduct of Classroom Assessment 

Assessment was conducted using a variety of techniques in the classrooms. These 

ranged from oral questioning, informal observations, to commenting on or marking 

pupils' performance and interaction with the teacher. 

Analysis of the observational data suggests that questioning was mostly closed one. 

It involved seeking a specific answer from the pupils in response to questions. The 

questions often required the pupils to think of examples, although if the pupils were 

stuck, clues were given. These questionings also looked for a correct answer where a 

clue is given to the pupils to help them provide the answer being looked for. The 

answers looked for were those that conformed to the teachers' notion of what was 

correct. 
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Field work revealed that unstructured observation was the most widely used way for 

teachers to collect information about pupils' academic, social and behavioural 

characteristics. Continuous observation is reported as the main assessment evidence 

collection approach in primary schools. 

Textbook tasks were the same for all the class and for the same age level. There was 

no provision for pupils with different abilities. Teachers were found to be 

sympathetic towards less able pupils. 

Teachers interpreted the information they had collected with reference to three 

general standards: criterion-referenced, norm-referenced and self-referenced. 

Textbook tasks and questioning were used in classes against which pupils had to 

work, independent of the work of others. However, there was no provision of 

differentiated tasks according to pupils' individual abilities. 

Sometimes observed teachers considered the pupil's own past progress as a point of 

reference and interpreted the evidence of the new work against it. A pupil was 

reported as better or worse than before. They aimed to help pupils understand the 

difference between their present and past achievements, to see their weaknesses, to 

encourage and finally to make them become aware of what they need to do to 

improve. This approach avoids competition between pupils. 
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7.4.3.4 Constraints in the Conduct of Classroom Assessment 

Shortage of time was observed to be the main problem encountered by the school 

assessment co-ordinators. Another problem observed was to do with not having time 

to record the progress of each pupil. This resulted in the co-ordinators keeping all the 

information in their head. 

Frequent assemblies and interruptions were also other constraints in conducting 

classroom assessment. In these instances, assessment co-ordinators tried to make 

sure that everyone had at least the experience and had the opportunity to discuss the 

basic questions about the concepts themselves. 

To resolve the problem of shortage of time meant the continuation of assessment 

during the break or after school hours. If, however, the majority of the pupils did not 

complete their exercises, the problem was analysed and all the pupils were taught 

again. Other co-ordinators asked their pupils to do homework for the next day. 

The size of the class and other responsibilities prevented another assessment co- 

ordinator to spend more time with the pupils in their assessment exercises. Another 

problem was that the assessment was conducted in groups. This meant that the 

assessment co-ordinator only learnt about the pupils who gave answers. The 

understanding of those who were not chosen or those who did not volunteer, 

remained unknown. 
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Finally, although the assessment co-ordinators kept some checklists noting whether It 

or not a pupil had experienced an activity, no notes were made on whether or not the 

pupil understood it. The co-ordinator did not have any formal way of monitoring 

achievement or tracking it for use in future planning. However, the planning was 

done by the week but it was always subject to change if it was found that the pupils 

had not understood. 

In the light of these findings, an interesting question emerges. What implications do 

these restrictions have on teaching and leaming, and what can be done to improve the 

situation? Solution to the time question could include extension of teaching time, 

reducing the number of competencies to be assessed or providing the teachers with a 

bank of questions that are not time consuming to conduct. 

7.5 Further Findings of the Study 

This section deals with the remaining study's questions and explains how the data 

relate to them. 

* Potentials of Assessment 

It is shown that assessment is an integral part of the interaction between teacher, 

pupils and the learning processes. Because of this close relationship, nearly all the 

teachers were not aware that what they were doing included some elements of 

assessment. They wanted to learn something extra which was formal and noticeable. 

They had the impression that assessment was a formal activity which was vcrý 

separate from teaching. The study has indicated that assessment serveý, a number of 
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purposes, ranging from diagnosing strengths and weaknesses of puplls. providing 

feedback to the teachers and the pupils to communicating information to parents and 

pupils. 

* Importance of Assessment in the Classroom 

The study has indicated its importance by: (a) the fact that teachers used a wide 

variety of assessment practices and their indications that it serves many functions, (b) 

the frequent assessment reforms imposed by the Ministry, (c) the benefits and also 

damages it might cause to the teaching and leaming processes, (d) its impacts on the 

pupils' achievements and failures and (e) the strong interest and demand from 

teachers for the training in assessment. 

All these issues and the extensive literature that deals with them confirm the 

complexity and the importance of classroom assessment, its potential to assist 

learning and the necessity for teachers to be aware of this potential and the effective 

practices available. 

In addition, international developments in assessments, such as the growing 

dominance of criterion-referenced approaches and more democratic, participatoi-y 

assessment practices, appear to have convinced policy-makers in many countries of 

the potentially key role that assessment can play as part of the teaching-learning 

process itself. 
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9 Current Knowledge and Practice about Classroom Assessment 

From the observational data, it is shown that teachers were not typically 

experienced in assessment, in how it can be effectively used and the techniques 

available. There could be many reasons to explain this. One is the inadequacy of 

training in assessment, while another could be that teachers usually focus on teaching 

activities rather than assessment. They see assessment most clearly in its summative 

form for accountability, selection and certification. It could also be due to lack of 

explicitly formulated objectives or the teachers not being aware of the objectives. 

Another reason could be the assumption that assessment issues are the job of other..,, 

(officials from the Ministry). All these could be interesting topics for future research. 

Overall, these findings reveal the inconsistent, intuitive and subjective approaches of 

information gathering used in Mauritian primary schools, which is criticised by 

research because they yield unreliable results. 

e Familiarity in the Conduct of Classroom Assessment 

The study has shown that the Ministry introduced the Continuous Comprehensive 

Evaluation scheme and the Learning Competencies without any due regard to how 

assessment was going to be implemented. Teachers, on the other hand, were not 

aware that assessment was part of their responsibilities. in fact, they did not reallse 

what they were doing was assessment. 

The fact that they asked for training in assessment indicates that theý, were not verý, 
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familiar and confident with the assessment practices. Despite not being familiar with 

assessment and not having the relevant training, It is shown that Mauritian teachers 

were managing to conduct classroom assessment by using several practices which 

ranged from questioning, observation, tests to homework. The findings also show 

that teachers were more concerned with cognitive domain which was mainly of loýver 

order levels. 

Finally, it is shown that learning competencies in the four core subjects are being 

taught in the schools and are also being assessed by the teachers. 

7.6 Implications for Future Research 

There were several lessons to be learned from this study about carrying out research 

in a less industrialised country which is as big as London. In the context where there 

was, firstly, little tradition of research let alone, qualitative research, it was important 

that everyone concerned was fully informed as to what the purpose of research was. 

The fact that the researcher was working at one of the departments of the Ministry 

meant that communication among those in authority and those who were interviewed 

or observed was excellent as between policy-makers and practitioners. A lot of time 

was needed to explain to each person who participated, what the researcher was 

doing and what the research was for. It was also necessary to be constantly flexible 

and willing to be available at any time and in any place, if the required data was 

going to be collected. 
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Despite the issue of time and flexibility, the required data was collected, analysed and 

reported. The findings which are reported In this study are based on qualitative data 

and a sample of four schools. They are useful, therefore, as indicators which point in 

the direction for the conduct of further research. A number of questions have arisen 

based on the four case studies and questionnaire data: 

1. The role of the head teacher in the development of assessment skills was 

examined. One of the heads was viewed as a colleague and mentor as well as an 

initiator of change. How consistent is this finding? How helpful are head 

teachers in assisting teachers in the conduct of assessment? 

2. Training in assessment was rated as a very important influence on classroom 

assessment practice. Several questions arise from the findings. Is a component in 

assessment taught during teacher training? If not, why not especially when it 

forms part of the teaching and learning process and teachers have to conduct 

regular classroom assessment? Is assessment taught in pre-service training? 

What are the strengths and weaknesses of the current training? How could it be 

taught so that teachers might find it more beneficial to their daily practice? 

I The influence of colleagues and experience in the classroom were rated the most 

important influences on assessment practices. How might this understanding be 

used in school-based initiatives to develop classroom assessment skills in both 

experienced and inexperienced teachers? Also, how could in-service training bc 
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improved to be a more efficacious method of developing classroom assessment 

skills? If the influence of colleagues is as impor-tant as has been noted in the four 

case studies, could change and development of new skills be increased if two 

teachers go on courses together as mentors for each other? 

4. What is the importance of reflective teacher thinking in the development of 

classroom assessment skills? If a teacher's experience in the classroom is so 

powerful an influence on classroom assessment skills, can reflective thinking 

provide the motivation for change in practice? 

5. The Learning Competencies document and workbooks were rated as a very low 

influence on classroom assessment practice. Considering that a great deal of 

money is spent on developing such materials, how could the materials be used 

and distributed more effectively? 

6. Impact of classroom assessment practices on the pupils and the teachers. What 

are the problems encountered and their suggestions for improvements. 

7. Questioning in the conduct of classroom assessment was stressed by the 

assessment co-ordinators. Which method is most effective in questioning'? Also 

which is the best method for eliciting and providing feedback? 

8. A survey of assessment practices in Mauritian primary schools. This will give an 
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indication as to what teachers are assessing, how they are doing assessment and 

what they are assessing. 

It is noted that assessment is an integral part of the interaction between pupil, 

teacher and the learning materials. Because of this relationship, most teachers are 

not conscious that what they are doing includes assessment. They feel they need 

to add another, rather formal, task. Teachers think that assessment is a formal 

activity, separate from teaching. Considering the above, it will be of interest to 

find how teachers develop an awareness of tacit forms of assessment and enhance 

their effectiveness in the classroom activities. 

10. The findings suggest that Mauritian teachers were sometimes not very clear about 

the objectives. If this is the case, what were they assessing and how? 

11. Two of the assessment co-ordinators did not use the Learning Competencies 

document for their daily plans. It will be interesting to find out which document, 

if any, Mauritian teachers used for planning and teaching purposes. 

12. Not all the assessment co-ordinators believed in the use of expert exemplars 

because these might hamper their pupils' creativity in some way or might make 

the pupils discontented with their works. It will be worth exploring the views of 

other teachers in the use of expert exemplars from the other Mauritian school,,,. 
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13. It will also be interesting to find out how teachers make sure that the assessments 

they conduct are valid and reliable. Further research could be on how the results 

are moderated, recorded and analysed. 

7.7 Recommendations 

1. In the light of the present findings and the reviewed evidence, it seems that, first 

and foremost, teachers need training in assessment to become aware of the 

potentials of classroom assessment and to succeed in doing it effectively. 

Teachers need to be clear about why they are assessing and then to find the most 

appropriate ways to fulfil that purpose. Assessment components could be 

incorporated in the teacher-training course and also in the in-service training 

courses. 

2. Teachers tend to see classroom assessment most clearly in its summative form for 

selection and certification. It should be pointed out that the value of classroom 

assessment is not only for selection and certification but also for a lot of reasons 

such as diagnosis, monitoring and improvement in teaching and learning. 

3. In order to improve learning motivations, classroom approaches should Involve 

differentiated tasks, clearly articulated criteria, challenging but achievable self- 

referenced goals and frequent collection of information on Pupils' performance, 

and personal, encouraging and specific feedback. 
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4. Teachers need a variety of better devices in order to help their pupils to 

understand the reasons for their success or failure. There needs to be an 

improvement in the precision of assessment objectives so that pupils and teachers 

can understand and use them. In addition, research on classroom assessment 

implementation needs to articulate explicitly which of the multiple purposes can 

be realised by which combinations of practices. 

5. The variety of learning objectives and practical restrictions that occur across age- 

levels and curricula indicate the necessity for substantially different assessment 

techniques. However, first and foremost, teachers must apply criteria of 

educational relevance. 

6. In order to improve the quality of classroom assessment, teachers have to avoid 

prejudicial assessments, repeat observations, plan their assessments, bear in mind 

the learning context, think in advance about scoring criteria, assess what has been 

taught, keep written records and compare assessment evidence against other 

information. 

7. The assessment procedure should include not only formal written work but oral 

and practical work also, and in some cases, personal qualities. Accordingly, 

assessment would become diagnostic and detailed, increasingly cumulative and 

integrated with the learning process. An alternative model in this perspective is 

I 
the one referred to as 'Graded Assessment 
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8. An examination of the current practice and working out how it may be changed 

to become more efficient and manifestly more fair. 

9. Provide training for teachers to apply assessments systematically, in particular for 

diagnostic and formative purposes and to improve their skills in observation and 

curriculum planning. 

10. Teacher assessments should be trusted and their results reported so that teachers 

could teach and assess skills, knowledge and understanding in the way they 

consider relevant and appropriate for the particular pupils they are teaching. 

Account should be taken of the different situations in different schools, so that 

high achieving schools have the flexibility to make their own improvements if 

appropriate and low achieving schools are not unfairly penalised. This would 

require centralised prescriptions to be relaxed. Teachers could also use test and 

examination papers not just as performance indicators, but also as formative tools 

by looking at the qualitative nature of the pupils' performance. Teachers should 

also receive specific feedback from formal tests and examinations, which could 

help them improve teaching in particular areas. 

II- More emphasis should be placed on assessing the stage of development relevant 

for the pupil, rather than determining in advance what PUP"s in a certain grade 

should know. Pupils who are below the norm in certain subjects should not 
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receive less teacher attention. This would mean stressing automatic promotion 

where possible. 

12. Social skills should be taught and should not be secondary to formally assessed 

skills even when formal examinations are dominant. Within formally assessed 

skills, as broad a range of skills, knowledge and understanding should be 

assessed, as is possible with written tests. 

13. Teachers and pupils recognise that individual learning could be improved 

qualitatively through the teachers' formative classroom assessment. To succeed, 

teachers must be shown that they have power to make improvements. This might 

be encouraged if schools and teachers are consulted about the nature of the 

curriculum and the external assessment. It is also important that teachers receive 

systematic positive as well as negative feedback about their classroom 

assessment as well as their examinations results. 

14. Classes should be smaller so that more inclividualised and tailor-made 

assessments could be carried out, which would have more diagnostic value for 

pupils. 

15. Pupils should be allowed to be assessed in their mother tongue as well as in other 

languages. This would enable a deeper-level understanding and allow for the 

application of skills, knowledge and understanding. 
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16. Pupils and teachers should be exposed to alternative types of assessment than 

written tests which could fulfil more formative roles. This would mean a 

commitment by the government to provide the resources and incentives for 

intensive training of all teachers, especially teachers who have no initial training. 

This will enable teachers to choose appropriate classroom assessment to assist 

individual learning. 

7.8 Conclusion 

In order to interpret the findings of the present study, the reader has to recall the 

Mauritian education context (Chapter One) within which they were developed. In the 

light of the international changes in educational assessment, an attempt was made 

(during the period 1990-1992) to change the traditional Mauritian pedagogy to a 

progressive one by the introduction of two major reforms which included the 

introduction of Essential Learning Competencies and Desirable Learning 

Competencies, and also a scheme of Continuous Comprehensive Evaluation (Chapter 

One). However, these reforms were introduced without relevant teacher training and 

without any provision of practical help to the teachers (Master Plan in Education. 

2000). All these, combined with their long experience of traditional teaching, 

approaches, as well as the rather short period between the introduction of the reforms 

and the data collection of this study, could not fail to cause considerable confusion to 

the majority of the teachers. In general, the above data indicate that teachers 

is Oil 
practices are oriented more towards the traditional pedagogy in terms of emphasi 
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the lower level objectives, whole class teaching, focusing on the product as well as on 

the learning processes and objectives. Also, there is no provision made for the able 

or the less able. All the pupils are treated the same and are given the same tasks. 

Almost a decade after the introduction and implementation of the Leaming 

Competencies and the scheme for Continuous Comprehensive Evaluation, it is found 

that Mauritian primary teachers do not have the relevant training in assessment to 

fully apply the progressive reforms. 

Despite the education system being very centralised, it seems that teachers assess 

their pupils independently and without any support from the government. They make 

little use of the workbooks, despite the huge amount of money spent on producing 

these. There is no monitoring, moderating or policing of the policies. Assessment 

practices are derived from their habit and ideology rather than from the official 

directives. 

The inconsistency between belief and actual performance is a well-known 

phenomenon with teachers (Ashton, 1981; Brogden, 1983). Yet when it comes to 

implementing their own statements into practice, they fail to do so because their 

regular habits in the day-to-day teaching are stronger than their attitudes (Rogers, 

1983). 

Despite all these inconsistencies, classroom assessment is found to be very important 
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and has a lot of potential. This is indicated by the wide variety of assessment 

practices teachers are found to apply; the many functions they indicate that it serves-, 

the benefits it might bring to teaching and learning and its impact on pupils, 

developments. 

All these issues, and the extensive literature that deals with them, confirm the 

complexity and the importance of classroom assessment, its potential to assist 

learning and the necessity for teachers to be aware of this potential and the effective 

practices available. 

In the course of exploring classroom assessment, to widen the researcher's 

understanding of the processes and its potential to assist leaming, this study not only 

showed the importance and usefulness of assessments in the classrooms and teachers' 

current knowledge and practice about assessments in Mauritian primary schools hLIt 

also attempted to provide answers to three main questions, namely, why do 

assessment, how it is conducted and what is assessed? 

Since classroom assessment is a fundamental part of the teaching and leaming 

process, it is hoped that the findings of this study would make an original and 

valuable contribution to knowledge and contribute to a better understanding of the 

complexity of the classroom assessment. 

341 



References 

Adelman, C. et al., (1983). 'Rethinking Case Study: Notes from the Second 
Cambridge Conferencel. In Case Study : An Overview. Case Study Methods I 
(Series). Victoria, Australia : Deakin University Press. 

Airasian, P. W. (1996). Classroom Assessment. McGraw-Hill. 

Alexander, R. J. (1984). Primary Teaching. London: Holt, Rinehart & Winston. 

Anderson, J. 0. (1989). 'Evaluation of Student Achievement: Teacher Practices and 
Educational Measurement', The Alberta Journal of Educational Research, 35,2, 
123-133. 

Anderson, J. & Bachor, D. (1993). Assessment Practices in the Priman, Classroom: 

Perspective of Stakes Holders. Interim Report. 

Argyle, M. (1978). The Psychology of Interpersonal Behaviour. Penguin, 

Harmondsworth, (3rd edition). 

Bachor, D. G. & Anderson, J. 0. (1994). 'Elementary Teachers' Assessment 

Practices as Observed in the Province of British Columbia', Assessment in 

Education, 1,63-93. 

Bateson, D. (1990). 'Measurement and Evaluation Practices of British Columbia 

Science Teachers', The Alberta Journal of Educational Research, 35,1,45-51. 

Baurngart & O'Donoghue, (1989). Improving the Quality of Education in Primary 

and Secondary Schools: A Draft Plan to Improve the System of Assessment and 

Examinations in Mauritian Schools. 

342 



Becker, H. S. (1968). 'Social Observation and Social Case Studies'. In International 
r- 
Encyclopedia of the Social Sciences. Vol. 11. New York: Crowell. 

Beeson, R. 0. (1973). 'Immediate Knowledge of Results and Test Performance', 

Journal of Educational Research, 66,224-226. 

Bennett, N. et al., (1984). The Quality of Pupil Learning Experiences. London: 

Lawrence Erlbaurn. 

Bimey, R. C. (1964). 'The Effects of Grades on Studentsi, Journal of Higher 

Education, (February Issue), 96-98. 

Black, H. & Broadfoot, P. (1982). Keeping Track of Teaching. London: Routledge & 

Kegan Paul. 

Black, H. & Dockrell, W. B. (1980). 'Assessment in the Affective Domain : Do we, 

Can we, Should weT, British Educational Research Journal, 6,2,197-207. 

Black, H. & Dockrell, W. B. (1984). Criterion -Referenced Assessment in the 

Classroom. Edinburgh: SCRE. 

Black, H. (1986). 'Assessing for Leaming', 

Educational Achievement. Falmer, Lewes Press. 

In Nuttall, D. (Ed. ) Assessing 

Black, H. et al., (1989). Aspects of Assessment: A Primary Perspective. Edinburgh. 

SCRE. 

Black, P. & Wiliam, D. (1998). 'Assessment and Classroorn Learning', 4ssessment 

bi Education, Vol. 5, No 1,1998. 

343 



Blenkin, G. & Kelly, A. (198 1). The Primary Curriculum. London: Harper & Row. 

Block, J. & Anderson, L. (1975). Mastery Learning in Classroom Instruction. NY: 
Macmillan. 

Bloom, B. S. (Ed. ) (1956). 'A Taxonomy of Educational Objectives', Handbook I .- 
The Cognitive Domain. NY: Longman. 

Bloom, B. S. (1974). 'An Introduction to Mastery Learning Theory'. In Block (Ed. ) 
Schools, Society and Mastery Learning. NY : Holt, Rinehart & Winston. 

Bloom, B. S. (1976). Human Characteristics and School Learning. New York: 

McGraw-Hill. 

Bogdan, R. & Biklen, S. (1982). Qualitative Research for Education : An 

Introduction to Theory and Methods. Allyn & Bacon. 

Bolocofsky, D. N. & Mescher, S. (1984). Student Characteristics: Using Student 

Characteristics to Develop Effective Grading Practices. The Directive Teacher, 6, 

11-23. 

Bottin, J. (1991). Etude des Pratiques d'evaluation des Professeurs en Classes de 

Troisieme et de Seconde. In Delfau Interview, Ministry of Education, Paris. 

Broadfoot, P. (1979). Assessment, Schools and Society. London: Methuen. 

Broadfoot, p. (1979a). 'Communication in the Classroom: A Study of the Role of 

Assessment in Motivation', Educational Review, 31,1,3-10. 

344 



Broadfoot, P. (1984). Selection, Certification and Control. Falmer Press. 

Broadfoot, P. (1986). Profiles and Records of Achievements: A Review of Issues and 
Practice. London : Holt. 

Broadfoot, P. & Osborn, M. (1987). 'Teachers' Conceptions of their Professional 

Responsibility: Some International Comparisons', Comparative Education, 23.3. 

287-301. 

Broadfoot., P. (1987). Introducing Profiling: A Practical Manual. Basingstoke 

Macmillan Educational. 

Broadfoot, P. (1987a). Profiles in Context. London: DES, FEU. 

Broadfoot, P. et al., (1988). Records of Achievement: Report of the National 

Evaluation of Pilot Schemes. London, HMSO. 

Broadfoot, P. et al., (1990). 'Reading the Tea Leaves: Teachers' Reactions to 

Changes in Assessment under the National Curriculum', Working Paper 2. 

Broadfoot, P. et al., (1991). 'Implementing National Assessment: Issues for Primary 

Teachers', Cambridge Journal of Education, V. 21,2,153-168. 

Broadfoot, P. et al., (1994). 'Teachers and Educational Reforms: Teachers' Response 

to Policy Changes in England and France', Paper presented at the BERA Conference, 

Oxford. 8 -11 September, 1994. 

Bromley, D. B. (1986). The Case Study Method in Psychology and Related 

Disciplines. Chichester: Wiley. 

345 



Brophy, J. E. & Good, T-L. (1974). Teacher-Student Relationships: Causes and 
Consequences. NY: Holt, Rinehart & Winston. 

Brophy, J. E. (1981). 'Teacher Praise: A Functional Analysis', Review of 
Educational Research, 51,1,5-32. 

Brown, A (1988). 'Issues in Formulating and Organising Attainment Targets in 
Relation to their Assessment% In H. Torrance (Ed. ) National Assessment and 
Testing: A Research Response. Kendall, BERA. 

Brown, M. (1991). 'Problematic Issues in National Assessment', 

Joumal of Education, 21,215-29. 

Canzbri4ýc 

Brown, S. & McIntyre, D. (1977). 'Differences Among Pupils in Science Classes: 

The Contrast Between Teachers' Perceptions and Pupils' Performance', Paper 

presented at the SERA, St. Andrews. 

Bruner, J. (1985). Vygotsky: A Historical and Conceptual Perspective. In J. Wertsch 

(Ed. ) Culture, Communication and Cognition: Vygotskian Perspectives, Cambridge 

University Press. 

Cameron-Jones, M. & Morrison, A. (1973). 'Teachers' Assessments of their Pupils'. 

In Chanan, G. (Ed. ), Towards a Science of Teaching. Slough: NFER. 

Campbell, D. T. & Stanley, J. C. (1963). Experimental and Quasi-Experimental 

Designsfor Research. Chicago: Rand McNally. 

Cardelle, A E. & Corno, L. (1985). 'A Factorial Experiment in Teacher,, ' Written 

Feedback on Student Homework: Changing Teacher Behaviour a Little rather than a 

Lot', Journal of Educational Psychology. 77,2,162-173. 

346 



Carroll, J. B. (1963). 'A Model of School Learning', Teachers College Record, 64, 
723-733. 

Carver, R. (1975). 'The Coleman Report: Using Inappropriately Designed 
Achievement Tests', American Educational Research Journal, 12,1,77-86. 

Central Statistical Office, (1987). Official Statistics, Mauritius. 

Certificate of Primary Education Examination, (1994), 'Regulations & S-N-Ilabusesfor 

1995 and Onwards'. 

Chater, P. (1984). Marking and Assessment in English. London: Methuen. 

Child, D. (1977). Psychology and the Teacher, 2nd Edition. London: Holt, Rinehart 

Winston. 

Child, D. (1981). Psychology and the Teacher. London: Holt, Rinehart & Winston. 

Child, D. (1986). Psychology and the Teacher, 5th Edition. London: Cassell. 

Clark, C. & Peterson, P. (1986). 'Teachers' Thought Processes'. 

(Ed. ), Handbook of Research on Teaching. New York: Macmillan. 

fn M. Wittrock 

Clement, A. & Frandsen, K. (1976). On Conceptual and Empirical Treatments of 

Feedback in Human Communication. Communication Monographs, 43.11-28. 

Clift, P. et al., (1981). Record Keeping in Primary Schools. London, MacmjI Ian . 

347 



Collins, T. S. & Noblit, G. W. (1978). Stratification and Resegregation: The Case of 
Crossover High School, Memphis, Tennessee. Memphis : Memphis State University. 

Conner, C. et al., (1991). Assessment and Testing in the Primary School. The 

Falmer Press. 

Coolican, H. (1990). Research Methods and Statistics in Psychology. London: 

Hodder & Stoughton. 

Coulthard, R. & Sinclair, J. (1975). Towards an Analysis of Discourse: The English 

used by Teachers and Pupils. Oxford University Press. 

Cronbach, L. J. (1975). 'Beyond the two Disciplines of Scientific Psychology', 

American Psychologist, 30,116-126. 

Crooks, T. J. (1988). 'The Impact of Classroom Evaluation Practices on Students', 

Review of Educational Research, 58,4,438-48 1. 

Dearden, R. F. (1976). Problems in Primary Education 

Kegan Paul. 

London: Routledge and 

Denzin, N. K. & Lincoln, Y. S. (1994). Handbook of Qualitative Research. 

Thousand Oaks, CA: Sage. 

Department of Education and Science (1984). 'Records of Achievement: A Statement 

of Polic-N, ', London: HMSO. 

Department of Education and Science (1987). 

Assessment and Testing', London: HMSO. 

'Report of the Task Group on 

348 



Department of Education and Science/WO (1988). National Curriculum Task Group 

on Assessment and Testing: a Report, (London, DES/WO) 

Department of Education and Science (1988) . 'Further Education Unit'. 

Dorr-Bremme, D. W. & Herman, J. (1986). 'Assessing School Achievement 
.-A 

Profile of Classroom Practices', UCLA Graduate School of Education. 

Dowling, A& Dauncey, E. (1984). Teaching 3-9 Year Olds. London: Ward Lock 

Educational. 

Doyle, W. (1986). 'Classroom Organization and Management'. In M. C. Wittrock 

(Ed. ), Handbook of Research on Teaching, 392-43 1. NY: Macmillan. 

Drever, E. (1978). 'Assessment for Education'. In: D. McIntyre (Ed. ), A Critique of 

the Munn and Dunning Reports, Monographs No. 4, University of Stirling. 

Drummond, M. (1993). Assessing Children's Learning. David Fulton Pub Ltd. 

Ebel, R. L. (1979). Essentials of Educational Measurement (3rd Edition). Prentice 

Hall 

Ebel, R. E. & Frisbie, D. A. (1986). Essentials of Educational Measurement. 

Englewood Cliffs, NJ: Prentice -Hall. 

Eden, D. (1975). 'Intrinsic and Extrinsic Rewards and Motives: Replication and 

Extension with Kibbutz Workers' , 
Journal of Applied Social Psychology. 5, 348- 

361. 

349 



Eisner, E (1979). The Educational Imagination: On the Design and Evaluatioii ol 
School Programms. NY: Macmillan. 

Engelhart, M. D. (1972). Methods of Educational Research. Chicago: Rand 
McNally & Co. 

Fennesy, D. (1982). 'Primary Teachers' Assessment Practices. - Some Implications 

for Teacher Training'. Paper presented at the SPA for Teacher Education (6 -9 July, 

1982), Australia. 

Filer, A. (1993). 'Contexts of Assessment in a Primary Classroom', British 

Education Research Journal, 19,1,95-107. 

Flemming, M. & Chambers, B. (1983). Teacher-Made Tests: Windows on the 

Classroom. In Testing in the Schools. New Directionsfor Testing and Measurement, 

19. San Francisco : Josey-Bass. 

Foreman, P. B. (1948). 'The Theory of Case Studies', Social Forces, 26,4,408-419 

Forness, S. R. (1973). 'The Reinforcement Hierarchy', Psychology in the Schools, 

10,168-177. 

Fredericksen, N. (1984). 'Implications of Cognitive Theory for Instruction in 

Problem Solving', Review of Educational Research, 54,363-407. 

Freedman, E. (1991). 'Reporting is about People: Reporting Achievement in Primary 

Schools', Cambridge Journal of Education, V. 21,2,169. 

Frith, D. S. & Maclntosh, H. G. (1984). A Teacher's Guide to Assessment. 

Cheltenham: Stanley Thornes. 

350 



Gage, N. L. & Berliner, D. C. (1975) 

McNally. 

Educational Psychology. Chicago: Rand L- 

Galton, S. & Croll, P. (1980). Inside the Primary Classroom. London: Routledge & 
Kegan Paul. 

Giddens, A. (1974). Positivism and Sociology, London: Heinernann. 

Gipps, C. (1986). 'The GCSE : Some Background'. In C. Gipps (Ed. ), The GCSE. - 
An Uncommon Exam, Bedford Way Papers No 29. London: Hodder & Stoughton. 

Gipps, C. (1990). Assessment: A Teacher's Guide to the Issues. London: Hodder & 

Stoughton. 

Gipps, C. (1992). 'National Curriculum Assessment: A Research Agenda', Brl*tl'sh 

Educational Research Journal, 18,3,277-286. 

Gipps, C. (I 992a). Developing Assessmentfor the National Curriculum. 

London: Kogan Page. 

Glaser, R. (1971). 'Adapting the Elementary School Curriculum to Individual 

Performance'. In R. Hooper (Ed. ), The Curriculum: Context, Design and 

Development. Edinburgh, Oliver& Boyd. 

Glaser, R. (1990). 'Towards New Models for Assessment', Intemational Joumal of 

Educational Research, 14,5,475-483. 

Glass, G. V. (1978). 'Standards and Criteria', Journal of Educational Measurement, 

15,237-261. 

35 1 



Glenis, N. (1989). 

Athens. 

Glock, A (197 1). 

York: Wiley. 

Assessment of the Educational Operation and the Teacher. 

Guiding Learning: Readings in Educational Psychology. New 

Goetz, J. P. & LeCompte, M. D. (1984). Ethnography and Qualitative Design in 

Educational Research. Orlando, Fla.: Academic Press. 

Graig, R. C. et al., (1975). Contemporary Issues in Educational PsychologY. - 
Concepts, Issues and Applications. New York: Wiley. 

Gronlund, N. (1976). Measurement and Evaluation in Teaching. NY: Macmillan. 

Gronlund, N. (1978). Stating Objectives for Classroom Instruction. New York: 

Macmillan. 

Guba, E. G. (1978). Towards a Methodology of Naturalistic Inquiry in Educational 

Evaluation. Monograph Series no. 8. Center for the Study of Evaluation, University 

of Califomia. 

Guba, E. G. & Lincoln, Y. S. (1981). Effective Evaluation. San Francisco: Jossey- 

Bass. 

Gullickson, A. R. (1985). 'Student Evaluation Techniques and their Relationship to 

Grade and Curriculum', Journal of Educational Research, 79.96- 100. 

Haertel, E. (1986). 'Construct Validity and Criterion-Referenced Testing', Review (ý/ 

Educational Research, 55,23-46. 

352 



Hamilton, D. (1976). Curriculum Evaluation. London: Open Books. 

Hammer, B. (1972). 'Grade Expectations, Differential Teacher Comments and 
Student Performance', Journal of Educational Psychology, 63,454-458. 

Hammersley, M. (1990). Classroom Ethnography. Buckingham: OU Press. 

Hammersley, M. & Atkinson, P. (1983). Ethnography: Principles in Practice. 

London: Tavistock. 

Hanna, G. S. & Cashin, W. E. (1987). Matching Instructional Objectives, Subject 

Matter, Tests and Score Interpretations. IDEA Paper No. 18. Manhattan: center for 

Faculty Evaluation and Development, Kansas State University. 

Harlen, W. (1978). Evaluation and the Teacher's Role. London: Macmillan. 

Harlen, W. (1983). Guides to Assessment in Education: Science. Macmillan. 

Harlen, W. (1990). 'The Impact of APU Science Work at LEA and School Levels', 

Journal of Curriculum Studies, 16,1. 

Harlen, W. & Qualter, A. (1991). 'Issues in SAT Development and the Practice of 

Teacher Assessment', Cambridge Journal of Education, 21,2,141-153. 

Harlen, W. et al., (1992). 'Assessment and the Improvement of Education', The 

Curriculum Journal, 3,3,215-230. 

Harris, D. & Bell, C. (1986). Evaluating and Assessing for Learning. London: 

Kogan Page. 

353 



Helmstadter, G. C. (1970). Research Concepts in Human Behaviour. East Norwalk, 

Conn: Appleton -Century-Crofts. 

Hills, J. R. (198 1). Measurement and Evaluation in the Classroom. Columbus: 

Charles. E. Merrill. 

Hitchcock, G. & Hughes, D. 0 989). Research and the Teacher. Routledge. 

Hoaglin et al., (1982). Data for Decisions. Cambridge, Mass.: Abt. 

Hopkins, K. D. et al., (1981). Educational and Psychological Measurement and 
Evaluation. Englewood Cliffs: Prentice-Hall, Inc. 

Howe, A J. A. (1987). 'Using Cognitive Psychology to Help Students Learn How to 

Learn'. In J. T. E. Richardson et al., (Eds. ), Student Learning: Research in 

Education and Cognitive Psychology. Milton Keynes: OU Press. 

Hudson, B. (1973). Assessment Techniques - An Introduction. London: Methuen. 

Ingenkamp, K. (1986). 'The Possible Effects of Various Reporting Methods on 

Learning Outcomes', Studies in Educational Evaluation, 12,341-350. 

Irvine, J. (1992). 'Continuous Assessment and Remedial Education Project', 

Consultancy Report to the Ministry of Education & Science. 

Jackson, P. W. & Belford, E. (1965). 'Private Affairs in Public Settings: 

Observations on Teaching in Elementary Schools', School Review. Summer. 172- 

186. 

354 



Jasman, A. (1987). 'Teacher-based Assessments: A Study of Development, ValiditN" 

Reliability of Teachers' Assessments and Associated Structured Activities Devised to 
Assess Aspects of the Primary Curriculum for the age 8-12 years and the Evaluation 

of in-service Provision to Facilitate such Teacher-based Assessments', Unpublished 

Ph. D. Thesis, University of Leicester. 

Jones, R. L. & Bray, E. (1986). Assessment: From Principles to Action, Macmillan 

Education Ltd. 

Karraker, R. J. (1967). 'Knowledge of Results and Incorrect Recall of Plausible 

Multiple-Choice Altematives', Journal of Educational Psychology, 58,11-14. 

Kellaghan, T. et al., (1982). The Effects of Standardized Testing. Boston. M A: 

Klumer-Nijhoff. 

Kerlinger, F. (1986). Foundations of Behavioural Research. London: Rinehart & 

Winston. 

Kenny, W. R. & Grotelueschen, A. D. (1980). Making the Case for Case Stud. y. 

Occasional Paper, Office for the Study of Continuing Professional Education. 

Urbana-Champaign: College of Education, University of Illinois. 

Kohlberg, L. (1969). 'Stage and Sequence: The Cogn, tive-Development Approach to 

Socialization'. In D. Goslin (Ed. ), Handbook of Socialization Theory and Research. 

Chicago: Rand McNally. 

Krampen, G. (1987). 'Differential Effects of Teacher Comments', 

Educational Psychology, 79,2,137-146. 

Jounial of 

355 



Kriewall, T. E. (1972). 'Aspects and Applications of Criterion -Referenced Tests', 
Tech. Paper 103, AERA, Chicago, ERC No. ED 135841. 

Kulhavy, R. W. (1977). 'Feedback in Written Instruction', Review of Educational 

Research, 47,1,211-232. 

Leauby, B. & Atkinson, M. (1989). 'The Effects of Written Comments on Student 

Performance', Journal of Educationfor Business, March, 271-274. 

Lee, B. (1989). 'Classroom-Based Assessment: Why and HowT, British Journal of 
Language Teaching, 27,2,73-76. 

Lemlech, J. K. (1984). Curriculum and Instructional Methods for the Elementan, 

School. New York: Macmillan. 

Lewis, D. (1974). Assessment in Education. London: UP. 

Lincoln, Y. S. & Guba, E. G. (1981). Effective Evaluation. San Francisco: Jossey- 

Bass. 

Lincoln, Y. S. & Guba, E. G. (1985). ' But is it Rigorous? Trustworthiness and 

Authenticity in Naturalistic Evaluation'. In D. D. Williams (Ed. ), Naturalistic 

Evaluation. San Francisco: Jossey-Bass. 

Lindgren, H. (1967). Educational Psychology in the Classroom, NY: Wiley. 

MacDonald, B. & Walker, R. (1977). 'Case Study and the Social Philosophy of 

Educational Research'. In D. Hamilton et al., (Eds. ), Beyond the Numbers Game. 

London: Macmillan Education. 

3-56 



Mager, R. F. (1975). Preparing Instructional Objectives. Belmond, Cal: Fearon 
Press. 

Master Plan Implementation Review Workshop, April 1994. 

Master Plan Review Conference, 1995. 

Mauritius Institute of Education, 1994. 

Mauritius Institute of Education, 1984. 

Mauritius Examinations Syndicate, (1992). 

Document. ' 

'Learning Competencies For All 

Mauritius Examinations Syndicate, (1994) Working Paper on Continuous 

Assessment. 

Mauritius Examinations Syndicate, (1995). 'Examinations Statistics'. 

McArdle, S. (1989). 'Assessment and Record-keeping in Primary Schools: The 

Headteachers' Perspective', Unpublished Whil. Thesis, University of 

Southampton. 

McCullum, B. et al., (1993). 'Teacher Assessment at Key Stage One', Research 

Papers in Education: Policy and Practice, 8,3,305-327. 

McIntyre, D. (1970). 'Assessment and Teaching'. In D. Rubinstein & C. Stoneman 

(Eds. ) Education for DemocracY. Harmondsworth, Penguin. 

357 



McLean, L. D. (1985). The Craft of Student Evaluation in Canada. Toronto: 
Canadian Educational Association. 

Merriam, S. B. (1984). Case Study Research in Education. San Francisco: Jose% 
Bass 

Merriam, S. B. & Simpson (1984). 

Francisco: Jossey - Bass. 

Case Study Research in Education. San 

Michaels, J. W. (1977). 'Classroom Reward Structures and Academic Performance'. 

Review of Educational Research, 47,87-98. 

Miles, M. B. & Huberman, A. M. (1984). Analysing Qualitative Data. - A Sourcc 

Bookfor New Methods. Beverley Hills, CA: Sage. 

Ministry of Education, Science & Technology, (1990). 'Master Plan in Education, 

2000'. 

Ministry of Education & Science, (1992) . 'Blue-Print of Nine Year Schoolitig' 

Mitchell, C. & Koshy, V. (1993). Effective Teacher Assessment: Looking at 

Children's Learning in the Primary Classroom. London: Hodder & Stoughton. 

Morrison, A. & McIntyre, D. (1973). Teachers and Teaching. Baltimore: Penguin 

Books. 

Morrison, A. (1974). 'Formal and Informal Assessment in the Classroom'. 

Education in the North, 63-67. 

358 



Murphy, R. J. L. (1986). 'The Emperor has no Clothes: Graded-Related Criteria and 
the GCSF. In C. Gipps (Ed. ), The GCSE: An Uncommon Exam, Bedford Way 
Papers No 29. London: ULEE. 

Murphy, R. J. L. (1987). 'Pupil Assessment in Primary Schools', Forum, 30,1.6-8. 

Murphy, R. J. L. & Torrance, H. (1987). Evaluating Education. London: Paul 
Chapman. 

Murphy, R. J. L. & Torrance, H. (1988). 

Assessment. Milton Keynes: OU Press. 

The Changing Face of Educational 

Natriello, G. (1987). 'The Impact of Evaluation Processes on Students'. Educational 

Psychologist, 22,155-175. 

Newman, D. C. & Stallings, W. M. (1982). 'Teacher Competency in Classroom 

Testing, Measurement Preparation and Classroom Teaching Practices', National 

Council on Measurement in Education Meeting, ERIC Doc. No. 220 49 1. 

Nias, J. (1989). Primary Teachers Talking. London: Routledge. 

Nitko, A. J. (1996) 

Jovanovich. 

Educational Tests and Measurement. NY: Harcourt Brace 

Owens, R. G. (1982). 'Methodological Rigor in Naturalistic Inquiry: Some Issues and 

Answers', Educational Administration Quarterly, 18,2,2-21. 

Page, E. B. (1958). 'Teacher Comments and Student Performance: A Seventy-four 

Classroom Experiment in School Motivation'. Journal of Educational Ps-ycholoo', 

49,173-181. 

359 



Patton, M. Q. (1980). Qualitative Evaluation Methods. Beverly Hills, CA: Sage. 

Pennycuick, D. & Murphy, R. J. L. (1988). The Impact of Graded Tests. Lewes: 
I Falmer Press. 

Phye, G. D. (1979). 'The Processing of Informative Feedback about Multiple-Choice 

Test Performance', Contemporary Educational Psychology, 4,381-394. 

Pickup, A. J. & Antony, S. (1968). 'Teachers' Marks and Pupils' Expectations: The 

Short-term Effects of Discrepancies upon Classroom Performance in Secondary 

Schools', British Journal of Educational Psychology, 3,302-309. 

Pidgeon, D. & Yates, G. (1969). Measurement in Education. D. Allen. 

Pollard, A. (1990). Learning in Primary Schools. Cassell. 

Pollard, A. et al., (1994). Changing English Primary Schools: The Impact of the 

Education Reform Act at Key Stage One. London: Cassell. 

Popham, W. J. (1973). 'Of Measurement and Mistakes', Testimony, House of 

Representatives, ERIC No. ED078020. 

Popham, W. J. (1974). 'An Approaching Peril: Cloud-Referenced Tests', Phi Delta 

Kappan, 55,9,614-615. 

Popham, W. J. (1978). Criterion -Referenced Measurement. Englewood Cliffs, NJ, 

Prentice Hall. 

360 



Popham, W. J. (1987). 'Two-Plus Decades of Educational Objectives', 
International Journal of Educational Research, 11,1,31-4 1. 

Qualter, A. (1988). 'Serving Many Purposes. Aggregating Scores: Does it Work"', 
Curriculum, 9,3,159-164. 

Radecki, P. & Swales, J. (1988). 'ELS Student Reaction to Written Comments on 
their Written Work', System, 16,3,355-365. 

Reichardt, C. S. & Cook, T. D. (1979). 'Beyond Qualitative Versus Quantitative 
Methods'. In T. D. Cook & C. S. Reichardt (Eds. ), Qualitative and Quantitative 
Methods in Evaluation Research. Newbury Park, California: Sage. 

Reid, K. et al., (1988). An Introduction to Primary School Organisation. London: 

Hodder & Stoughton 

Rheinberg, F. (1983). Achievement Evaluation: A Fundamental Difference and its 

Motivational Consequences. Studies in Educational Evaluation, 9,185-194. 

Riley, M. W. (1963). 'A Case Approach', Sociological Research Vol. 1. San Diego: 

Harcourt Brace Fovanovich. 

Roberts, T. (1983) 

Unwin. 

Child Management in the Primary School. London: Allen & 

Roth, D. R. (1974). 'Intelligence Testing as a Social Activity'. In A. V. Cicourel et 

al., (Eds. ), Language Use and School Perfonnance. New York: Academic Press. 

Rowntree, D. (1991). Assessing Students: How Shall We Know Them. "', London: 

Kogan Page. 

361 



Sadler, D-R. (1989). 'Formative Assessment and the Design of Instructional 
Systems', Instructional Science, 18,119-144. 

Salmon-Cox, (1981). 'Teachers and Standardised Achievement Tests: What's Real] v 
Happening? ', Phi Delta Kappan, 62,631-634. 

Sanders, J. R. (1981). 'Case Study Methodology: A Critique'. In W. W. Welsh 
(Ed. ), Case Study Methodology in Educational Evaluation. Miinneapolis: Minnesota 

Research and Evaluation Center. 

Satterly, D. (1989). Assessment in Schools. Basil Blackwell. 

Schofield, H. (1972). Assessing Students. Allen& Unwin. 

Schramm, W. (1971). 'Notes on Case Studies of Instructional Media Projects', 

Working Paper, The Academyfor Educational Development, Washington, DC. 

Schultz, C. B. & Sherman, R. H. (1976). 'Social Class, Development and 

Differences in Reinforcer Effectiveness', Review of Educational Research, 46,25- 

59. 

Schunk, D. (1984). 'Self-efficacy Perspective on Achievement Behaviour'. 

Educational Psychologist, 19,48-58. 

Shaw, K. E. (1978). 'Understanding the Curriculum: The Approach Through Case 

Studies', Journal of Curriculum Studies, 10 (1), 1- 17. 

362 



Shorrocks, D. (1993). 'Assessing Children: Theory, Practice and Implications. in 
D. Shorrocks et al., (Eds. ), Implementing National Curriculum Assessment itz the 
Primary School. London: Hodder & Stoughton. 

Simpson, C. (1990). 'Why Criterion-Referenced Assessment is unlikely to Improve 

Learning', The Curriculum Journal, 1,2,171-183. 

Skinner, B. F. (1969). 'The Science of Learning and the Art of Teaching'. In A. 

Rosenblith (Ed. ), The Causes o Behaviour: Reading in Child Development and ýf 

Educational Psychology. Boston: Allyn & Bacon. 

Slavin, R. E. (1980). 'Effects of Individual Learning Expectations on Student 

Achievement', Journal of Educational Research, 72,520-524. 

Stewart, L. G. & White, M. A. (1976). 'Teacher Comments, Letter Grades and 

Student Performance: What Do We Really KnowT, Journal of Educational 

Psychology, 68,4,488-500. 

Stiggins, R. J. & Bridgeford, N. J. (1985). 'The Ecology of Classroom Assessment', 

Journal of Educational Measurement, 22,4,271-286. 

Stiggins, R. J. et al., (1985). 'Avoiding Bias in Assessment of Communication 

Skills', Communication Education, 34,135-141. 

Strang, H. R. & Rust, J. 0. (1973). 'The Effect of Immediate Knowledge of Result,, 

and Task Definition on Multiple-Choice Answering', 

Education, 42,77-80. 

Joumal of Experimental 

363 



Tawney, D. (1976). 'Curriculum Evaluation Today: Trends and Implications', 

Schools Council Research Studies. London: Macmillan. 

Thomas, N. (1990). Primary Education from Plowden to the 1990s. Basingstoke, 
Falmer Press. 

Thorndike, R. L. (1969). 'Marks and Marking Systems'. In R. L. Ebel (Ed. ), 
Encyclopedia of Educational Research. NY: Macmillan. 

Thomdike, R. L. (1972). Measurement and Evaluation in Psychology and 
Education. London: Chapman & Hall. 

Torrance, H. (1991). 'Evaluating SATs - The 1990 Pilot', Cambridge Journal of 
Education, 21,2,129-140. 

Torrance, H. (1993). 'Formative Assessment: Some Theoretical Problems and 

Empirical Questions', Cambridge Journal of Education, 23,3,333-343. 

Torrance, H. & Pryor, J. (1998). Investigating Formative Assessment. Milton 

Keynes: OU Press. 

Towler, L. & Broadfoot, P. (1992). 'Self-Assessment in the Primary School', 

Educational Review, 44,29 137-15 1. 

TunstaII, P. &Gipps, C. (1995). 'Teacher Feedback to Young Children in Fonnative 

Assessment: A Typology'. Paper presented at the LkEA Conference, Montreal, June 

1995. 

Tyler, R. W. (1949). Basic Principles of Curriculum and Instruction 

University of Chicago Press. 

Chica, go: 

364 



Vasishta (1989). Reckoning of Continuous Assessment for CPE Exam inat"Oll 
.' 

Theoretical Perspective. MES. 

Vygotsky, L. (1986). Thought and Language, Cambridge, MA: MIT Press. 

Walstrom, M. & Danley, R. (1976). Assessment of Student Achievement. Toronto: 

Ontario Ministry of Education. 

Ward, J. G. (1980). 'Teachers and Testing: A Survey of Knowledge and Attitudes'. 

In L. M. Rudner (Ed. ), Testing in our Schools. Washington, DC: National Institute of 

Education. 

Wergin, J. (1988). 'Basic Issues and Principles in Classroom Assessment', New 

Directionsfor Teaching and Learning, 34,5-17. 

Wiersma, W. (1986). Research Methods in Education. Allyn & Bacon. 

Williams, R. G. et al., (1975). 'Differential Effects of Two Grading Systems on 

Student Performance', Journal of Educational Psychology, 67,253-258. 

Wilson, R. J. (1987). 'Evaluating Student Achievement in an Ontario High School', 

The Alberta Journal of Educational Research, 34,2,134-144. 

Wood, R. (1987). Measurement and Assessment in Education and Ps-ycholo, ýY- 

London: Routledge. 

Woods, R. & Napthali, W. A. (1975) 'Assessment in the Classroom, Educational 

Studies, 1,3,151-161. 

365 



Woods, P. (1986). Inside Schools: Ethnography in Educational Research. London: 

Routledge. 

Wright, D. & Wiese, M. (1988). 'Teacher Judgement in Student Evaluation: A 
Comparison of Grading Methods', Journal of Educational Research, 82,1,10-14. 

Yin, R. K. (1984). Case Study Research: Design and Methods. Newbury Park-, 

California: Sage. 

Yin, R. K. (1994). Case Study Research: Design and Methods, London: Sage 

Publications. 

Zahorik, J. A. (1968). 'Classroom Feedback Behaviour of Teachers', The Journal oj' 

Educational Research, 62,4,147-150. 

0 

366 



Bibliography 

Abbott, R. D. & Falstorm, P. (1977). 'Frequent Testing and Personalized Systems of I 
instruction', Contemporary Educational Psychology, 2,251-257. 

Airasian, P. W. (1989). 'Classroom Assessment and Educational Improvement'. In 
L. W. Anderson (Ed. ), The Effective Teacher. New York: Random House. 

Almi, M& Genishi, C. (1979). Ways of Studying Children. New York: Teachers 

College Press. 

Ames, C. (1984). Competitive, Cooperative and Individualistic Goal Structures: A 

Cognitive Motivational aanalysis. In R. E. Ames & C. Ames (Eds. ), Research on 

Motivation in Education: Vol. 1. Student Motivation. New York: Academic Press. 

Anderson, L. M. & Evertson, C. M. (1978). Classroom Organization at the 

Beginning of School: Two Case Studies. Paper presented to the American 

Association of Colleges for Teacher Education (February), Chicago. 

Ashton, P. et al., (1975). The Aims of Primary Education: A Study oj' Teachers' 

Opinions. London: Macmillan Education. 

Ashton, P. (1981). 'Primary Teachers' Aims, 1969-1977'. In B. Simon & J. 

Willcocks (Eds. ), Research and Practice in the Primary Classroom, 26-35). London: 

Routledge & Kegan Paul. 

Bachor, D. G. & Anderson, J. 0. (1991). Assessment Practices in the Priman- 

Classroom. Paper presented at Queen's University, Kingston, Ontario. 

Bandura, A. (1977). 'Self-efficacy: Toward a Unifying Theory of Behavioural 
I 

Change'. psychological Review, 84,191-215. 

367 



Bandura, A. (1982). 'Self-efficacy Mechanism in Human Agency'. Anzerl* can 
Psychologist, 37,122-147. 

Bell, J. (1987). Doing your Research Project. Milton Keynes: OU Press. 

Bennett, C. M. & Hill, R. E. (1964). 'Comparison of Selected Personality 
Characteristics of Respondents and Non-respondents to a Mixed Questionnaire 

Study', Journal of Educational Research, 58,178-180. 

Bennett, N. & Jordan, J. (1975). 'A Typology of Teaching Styles in Primary 

Schools', British Journal of Educational Psychology, 45,20-28. 

Bennett, N. (1976). Teaching Styles and Pupil Progress. London: Open Books. 

Bennett, N. (1988). 'The Effective Primary School Teacher: The Search for a Theory 

of Pedagogy', Teaching and Teacher Education, 4,19-30. 

Berlak, A. & Berlak, H. (198 1). Dilemmas of Schooling, Methuen. 

Bliss, J. et a]., (1983). Qualitative Data Analysis for Educational Research. London: 

Croom Helm. 

Bloom, B. S. (1986). 'Ralph Tyler's Impact on Evaluation Theory and Practice', 

Journal of Thought, 21., 36-46. 

Book, C. L. (1985). 'Providing Feedback: The Research of Effective Oral and 

Written Feedback Strategies', Central States Speech Journal, 36,14-23. 

Boostrom, R. (1991). 'The Value and Function of Classroom Rules'. Curricidian 

InquirY, 21,2,194-216. 

368 



Boyd, H. & Cowan, J. (1985). 'A Case for Self-Assessment Based on Recent Studies 
of Student Learning', Assessment and Evaluation in Higher Education, 10.225-235. 

Boyer, E. L. (1987). College: The Undergraduate Experience in America. Ne%% 
York: Harper & Row. 

Broadfoot, P. (1977). 'The Affective Role of Assessment', Unpublished M. Ed. thesis, 
University of Bristol. 

Broadfoot, P. (1982). 'The Pros and Cons of Profiles', Forum, 24,3,66-68. 

Broadfoot, P. (1986). Profiles and Records of Achievements: A Review of Issues and 
Practice. London : Holt. 

Broadfoot, P. et al., (1993). Perceptions of Teaching: Teachers' Lives in England 

and France. Cassell. 

Brogden, A (1983). 'Open Plan Primary Schools: Rhetoric and Reality'. School 

Organization, 3,1,27- 41. 

Brophy, J. E. (1983). 'Research on the Self-fulfilling Prophecy and Teacher 

Expectations', Journal of Educational Psychology, 75,631-66 1. 

Brown, S. (1980). What Do They Know? A Review of Criterion -Referenced 

Assessment. (Edinburgh, HMSO). 

Bruner, J. (1960). The Process of Education. Harvard University Press. 

Bryman, A. & Cramer, D. (1990). Quantitative Data Analysis for Social Scientist. s. 

London: Routledge. 

369 



Bullough, R. et al., (1992). Emerging as a Teacher. New York: Routledge. 

Burgess, R. G. (1984). In the Field: An Introduction to Field Research. London: 

George Allen & Unwin. 

Burroughs, G. E. R. (1975). Design and Analysis in Educational Research. 

University of Birmingham. 

Calderhead, J. (1983). 'A Psychological Approach to Research on Teachers' 

Classroom Decision Making', British Educational Research Journal, 7,1,51-57. 

Carrier, C. A. & Fautsch-Partridge, T. (198 1). 'Levels of Questions: A Framework 

for the Exploration of Processing Activities', Contemporan, Educational 

Psychology, 6,365-382. 

Cazden, C. B. (197 1). 'Preschool Education : Early Language Development', In B. 

S. Bloom et al, Handbook on Formative and Summative Evaluation of Studew 

Leaming, New York: McGraw-Hill. 

Charles, C. M. (1988). Introduction to Educational Research. NY: Longman. 

Chein, 1. (1981). 'Appendix: An Introduction to Sampling' 

Holt: Rinehart & Winston. 

In Kidder, L. H. Selltiz, 

Clancy, J. & Ballard, B. (1983). How to Write Essays: A Practical Guide for 

Students. 

Clark, C. & Peterson, P. (1976). 'Teacher Stimulated Recall of Interactive 

Decisions', Paper presented at the Annual Meeting of the American Educational 

Research Association, San Francisco. 

370 



Clemson, D. & Clemson, W. (1991) 

Assessment. Stanley Thornes Ltd. 
.1 

The Really Practical Guide to Printan, 

Clough, E. E. et aL, (1984). Assessing Pupils: A Study of Policy and Practice. 
NFER-Nelson. 

Coffman, W. E. (1971). 'Essay Examinations'. In R. L. Thorndike (Ed. ), 
Educational Measurement. Washington, DC: American Council on Education. 

Coffman, W. E. (1983). 'Testing in the Schools: A Historical Perspective'. Paper 

presented at the Center for the Study of Evaluation Annual Invitational Conference at 
Los Angeles. 

Cohen, L. & Manion, L. (1979). Research Methods in Education. London: Croom 

Helm. 

Coladarci, T. (1986). 'Accuracy of Teacher Judgements of Student Responses to 

Standardized Test Items', Journal of Educational Psychology, 78,141-146. 

Cole, A& Means, B. (198 1). Comparative Studies of How People Think. Harvard 

University Press. 

Corno, L. & Mandinach, E, B. (1983). 'The Role of Cognitive Engagement in 

Classroom Learning and Motivation', Educational Psychologist, 18,88-108. 

Como, L. & Robrkkemper, M. (1985). The Intrinsic Motivation to Learn in 

Classrooms. In C. Ames & R. Ames (Eds. ), Research on Motivation in Education: 

Vol. 2- The Classroom Millieu. New York: Academic Press. 

371 



Covington, M. (1985). Strategic Thinking and the Fear of Failure. In J. W. Segal et 
al., (Eds. ), Thinking and Learning Skills: Vol. I. Relating Instruction to Research. 

Hillsdale, NJ: Erlbaum. 

Croll, P. (1986). Systematic Classroom Observation. The Falmer Press. 

Crooks, T. J. (1986). 'What Do First Year University Examinations Assess? ', NZ 

Journal of Educational Research, 21,123-132. 

Crossley, A& Vuliamy, G. (1984). 'Case Study: Research Methods and 
Comparative Education', Comparative Education, 20,1,193-207. 

Daugherty, R. (1994). National Curriculum Assessment: A Review of PolicY (1987- 

1993), London : Falmer Press. 

Davies, 1. K. (1973). Competency Based Learning: Technology, Management and 

Design. McGraw-Hill Book Co. NY. 

Deale, R. N. (1975). 'Assessment and Testing in Secondary School', SCEB 32, 

London: Methuen. 

Deci, E. L. (1975). Intrinsic Motivation and Self-determination in Human Behaviour. 

New York: Irvington. 

Deci, E. L. & Ryan, R. M. (1985). Intrinsic Motivation and Self-determination in 

Human Behaviour. New York: Plenum. 

Delamont, S. (1976). Interaction in the Classroom, Methuen, London. 

Denzin, N. (1970). The Research Act in Sociologv. London: Butterworth. 

17-1 



Department of Education and Science (1984). Records of Achievement- A Statement 

of Policy, London: HMSO. 

Department of Education and Science (1989). From Policy to Practice, London: 

DES. 

Desforges, C. (1992). 'Assessment and Learning', Forum, 34,3,68-69. 

Deutsch, A (1979). 'Education and Distributive Justice: Some Reflections on 
Grading Systems', American Psychologist, 34,391-40 1. 

Diez, A& Moon, J. (1992). 'What Do We Want Students to Know?... and Other 

Important Questions', Educational Leadership, 49,8,38-4 1. 

Dorr-Bremme, D. W. (1983). 'Assessing Students: Teacher's Routine Practices and 

Reasoning', Evaluation Comment, 6,4,1-12. 

Doyle, W. (1983). 'Academic Work', Review of Educational Research, 53,159-199. 

Driscoll, M. P. (1986). 'The Relationship between Grading Standards and 

Achievement :A New Perspective', Journal of Research and Development in 

Education, 19,3,13-17. 

Dukes, W. F. (1965). "N= I ." 
Psychological Bulletin, 64,75-79. 

Dweck, C. & Elliot, E (1983). Achievement Motivation. in P. H. Museen (Ed. ). 

Handbook of Child Psychology. Vol. 4,643-692. New York: Wiley. 

373 



Duncan, A. & Dunn, W. (1988). What Primary Teachers Should Know about 
Assessment. London: Hodder& Stoughton. 

Eamed, E. (1974). 

Maclntosh. 

Ebel, R. L. (1982). 

Techniques and Problems of Assessment. London: H. G. 

'Proposed Solution to Two Problems of Test Construction', 
Journal of Educational Measurement, 19,267-278. 

Eccles, J. (1983). Expectancies, Values and Academic Behavlour. In J. T. Spence 
(Ed. ), Academic Achievement and Motives, San Francisco: Freeman. 

Egan, 0. & Archer, P. (1985). 'The Accuracy of Teachers' Ratings of Ability: A 

Regression Model', American Educational Research Journal, 22,25-34. 

Eggleston, J. (1979). Teacher Decision Making in the Classroom. London: 

Routledge & Kegan Paul. 

Eggleston, J. et al., (1986). Educationfor Some. Stoke on Trent: Trentham Books. 

Elton, L. R. B. (19820). 'Assessment for Leaming'. In D. Bligh (Ed. ), 

Professionalism and Flexibilityfor Learning. SRHE, Guildford, Surrey. 

Evans, K. M. (1984). Planning Small Scale Research. London: NFER-Nelson. 

Fennesy, R. & Griffin, M. (1973). 'Primary Teachers' Assessment Prances: Some 

Implications for Teacher Training', South Pacific Association for Teacher Education, 

July 1982, Australia. 

374 



Fitzpatrick, R. & Morrison, E. J. (1971). 'Performance and Product Evaluation'. In 
R. L. Thorndike (Ed. ), Educational Measurement. Washington DC: American 

Council on Education. 

Freiberg, H. J. & Driscoll, A. (1992). Universal Teaching Strategies. Boston: Allyn 

and Bacon. 

Frisbie, D. A. (1992). 'The Multiple True-False Item Format: A Status Review', 

Educational Measurement : Issues and Practice, 11,4,21-26. 

Furst, E. (1958). Constructing Achievement Tests. New York: David McKay. 

Fyans, L. J. (1985). Teachers as Test Experts: Hidden Talent. Paper presented at the 

Annual Meeting of the American Educational Research Association, Chicago. 

Giddens, A. (1974). Positivism and Sociology, London: Heinernann. 

Gipps, C. & Goldstein, H. (1989). 'A Curriculum for Teacher Assessment', Journal 

of Curriculum Studies, 21,6,561-565. 

Gipps, C. et al., 1992). 'National Assessment at 7: Some Emerging Themes'. In C. 

Gipps (Ed. ), Developing Assessments for the National Curriculum. London: Kogan 

Page. 

Glaser, B. & Strauss, A. (1967). The Discovery of Grounded Theory: Strategies for 

Qualitative Research. Chicago: Aldine. 

Goodwin, W. L. & Driscoll, L. A. (1980). Handbook for Measurement and 

Evaluation in Early Childhood Education. San Francisco: Jossey-Bass. 

375 



Gordon, M. (1987) 

McGraw-Hill. 

Nursing Diagnosis: Process and Application. New York: 

Goslin, D. A. (1967). Teachers and Testing. NY: Russell Sage Foundation. 

Government Teachers' Union (1989). GTO Publications, Mauritius 

Griffin, C. (1985). 'Qualitative Methods and Cultural Analysis: Young Women and 
the Transition from School to Unemployment'. In R. G. Burgess (Ed. ) Field Methods 

in the Study of Education. London: Falmer Press. 

Gronlund., N. E. & Linn, R. (1990). Measurement and Evaluation in Teaching. New 

York: Macmillan. 

Guba, E. G. (1978). Towards a Methodology of Naturalistic Inquiry in Educational 

Evaluation. Monograph Series no. 8. Center for the Study of Evaluation, University 

of California. 

Guerin, G. R. & Maier, A. S. (1983). Infonnal Assessment in Education. Palo Alto, 

CA: Mayfield. 

Gullickson, A. R. (1982). Survey Data Collected in Survey of South Dacota 

Teachers' Attitudes and Opinions Towards Testing. Vermillon: University of South 

Dacota. 

Gullickson, A. R. (1984). 'Matching Teacher Training with Teacher Needs in 

Testing', American Educational Research Association's Meeting, New Orleans. 

Gullickson, A. R. (1984a). 'Teacher Perspectives of their Instructlonal Use of Te. st-S'. 

Journal of Educational Research, 77,244-248. 

376 



Gullickson, A. R. & Ellwein, M. C. (1985). 'Post Hoc Analysis of Teacher Nlade 
Tests : The Goodness-of-fit between Prescription and Practice', Educational 
Measurement Issues and Practice, 4,1,15-18. 

Gullickson, A. R. (1986). 'Teacher Education and Teacher-Perceived Needs in 

Educational Measurement and Evaluation9. Journal of Educational Measurement, 

23,45,347-354. 

Hamilton, D. & Delamont, S. (1974). 'Classroom Research: A Cautionary Tale'. 

Research in Education, 11,1- 15. 

Hamilton, D. et al., (1977). Beyond the Numbers Game 

Education Ltd. 

London: Macmillan 

Hannah, L. S. & Michaels, J. (1977). A Comprehensive Frameworkfor Instructional 

Objectives: A Guide to Systematic Planning and Evaluation. Reading, MA: 

Addison-Wesley. 

Hargreaves, A. (1988). Curriculum and Assessment Reform. Milton Keynes: OU 

Press. 

Harrow, A. J. (1972). A Taxonomy of the Psychomotor Domain. New York: David 

McKaY. 

Harter, S. (1985). Processes Underlying Self-concept Formation in Children. In J. 

Sals & A. Greenland (Eds. ), Psychological Perspectives on the Self. Hi Ilsade, NJ: 

Lawrence Erlbaurn. 

Herman, J. et al., (1992). A Practical Guide to Alternative Assessinent. ASCD, 

Alexandria, Virginia. 

377 



Hewett, P. & Bennett, M. T. (1989). Assessment of Learning. A Heqfordshire 
Primary Context. A Report Arising from the Secondment of Two Primary 
Headteachers. Herts LEA. 

Hoge, R. D. (1984). 'The Definition and Measurement of Teacher Expectations : 
Problems and Prospects', Canadian Joumal of Education, 9,213-228. 

Hoge, R. D. & Coladarci, T. (1989). 'Teacher-Based Judgements of Academic 

Achievement: A Review of Literature', Review of Educational Research, 59,3,297- 

313. 

Holt, S. C. (1964). How Children Fail. New York: Pitman. 

Honigmann, J. J. (1982). 'Sampling in Ethnographic Fieldwork'. In R. G. Burgess 

(Ed. ), Field Research: A Sourcebook and Field Manual. London: Allen & Unwin. 

Howard, K. & Sharp, J. A. (1983). The Management of a Student Research Project. 

Aldershot: Gower. 

ILEA (1985). Improving Primary Schools. (The Thomas Report). 

Ingenkamp, K. (1977). Educational Assessment. NFER. 

Insel, P. M. & Jacobson, L. F. (1975). What Do You Expect? An Enquiry into Self'- 

fulfilling Prophecies. Menlo Park, California: Cummings 

Irvine, J. (1992). 'Continuous Assessment and Remedial Education Project', A 

Consultanc. v Report to the Ministry of Education & Science. 

378 



Jackson, B. (1964). Streaming: An Education System in Miniature 
Routledge & Kegan Paul. 

London, 

Jackson, P. W. (1990). Life in Classrooms. New York: Teachers College Press. 

Jacob, E. (1987). 'Qualitative Research Traditions: A Review', Review of 
Educational Research, 57,1,1-50. 

Jasman, A. (1981). 'Teachers' Assessments in Classroom Research'. In B. Simon. 

J. Willcocks, (Eds. ) Research and Practice in the Priman, Classroom. Routledge & 

Kegan Paul. 

Keddie, N. (1977). Classroom Knowledge. In M. Young (Ed. ), Knowledge and 

Control. London: Collier Macmillan. 

Kennedy, W. & Willcutt, H. (1964) 

Psychological Bulletin, 62,323-332. 

'Praise and Blame as fncentives', 

Kline, J. (1981). 'A Case Study of a Return-to-Industry Program: An Inservice 

Approach for Vocational Instructors at a two-year Post-Secondary Institution', 

Unpublished Doctoral Dissertation, Dept. of Vocational Education, Virginia 

Polytechnic Institute and State University. 

Krathwohl, D. et al., (1964). Taxonomy of Educational Objectives, Handbook II. - 

Affective Domain. New York: David McKay 

Kulik, J. A. & Kulik, C. (1988). 'Timing of Feedback and Verbal Leaming', Review 

of Educational Research, 58,79-97. 

-379 



Lawton, D. (1988). The Education Reform Act: Choice & Control. London. Hodder 
& Stoughton. 

Leininger, M. (1985). 'Nature, Rationale and Importance of Qualitative Research 
Methods in Nursing'. In M. Leininger (Ed. ), Qualitative Research Methods in 
Nursing. Orlando, Fla.: Grune & Stratton. 

Leith, G. & Davies, T. (1969). 'The Influence of Social Reinforcement on 
Achievement', Educational Research, 2,132-137. 

Lepper, M. R. (1980). 'Extrinsic Reward and Intrinsic Motivation', Ps1rhological 

Review, 3,231-265. 

Lepper et al., (1973). Undermining Children's Intrinsic Interest with Extrinsic 

Rewards: A Test of the "Overjustification" Hypothesis. Journal of Personality and 

Social Psychology, 28,129-137. 

Levinson, D. J. et al., (1978). The Seasons of a Man's Life. New York: Knopf. 

Lijphart, A. (1971). 'Comparative Politics and the Comparative Method', American 

Political Science Review, 65,682-694. 

Linn, R. et al., (1991). 'Complex Performance Based Assessment: Expectations and 

Validation Criteria'. Educational Researcher, 20,8,15-21. 

Lloyd, J. & Bray, E. (1986). Assessment: From Principles to Action. Routledge. 

Lortie, D. C. (1975). Schoolteacher. Chicago: University of Chicago Press. 

380 



Lovell, K. & Lawson, K. S. (1970). Understanding Research in Education, London: 
University of London. 

MacIntosh, H. G. (1974). Techniques and Problems of Assessment Amold. 

Maclntosh, H. G. & Frith, D. (1984). 

Cheltenham: Stanley Thomas. 

A Teacher's Guide to Assessment. 

McClure, S. (1988). Education Re-formed. Headway: Hodder & Stoughton. 

Maehr, M. L. (1976). 'Continuing Motivation: An Analysis of Seldom Considered 

Educational Outcome', Review of Educational Research, 46,443-462. 

Mathew, B. et al., (1984) 

Publications. 

Qualitative Data Analysis, Beverly Hills: Sage 

Mavrommatis, 1. (1995). Classroom Assessment in Greek Priman, Schools. 

Unpublished PhD. Thesis, University of Bristol, UK. 

McLoughlin, J. A. Lewes, R. B. (1990). Assessing Special Students. Columbus, OH: 

Charles E. Merrill. 

McMillan, J. H. & Schumacher, S. (1984). Research in Education. Boston 

Brown. 

Little. 

Medina, M. P. (1987). 'Adult Literacy in a Rural Setting: A Family Case Study of 

Literacy Use and Meaning'. Unpublished Doctoral Dissertation, Dept. of Educational 

Leadership, Florida State University. 

381 



Messick, S. (1984). 'The Psychology of Educational Assessment', Jounial qj 
Educational Measurement, 21,215-237. 

Messick, S. (1989). 'Validity'. In R. L. Linn (Ed. ), Educational Measurement. New 
York: American Council in Education. 

Mitchell, R. (1992). Testingfor Leaming. New York: The Free Press. 

Monjan, S. V. & Glassner, S. N. (1979). Critical Issues in Competency Based 

Education. NY: Pergamon. 

Moore, D. T. (1986). Teaming at Work: Case Studies in Non-School Education', 

Anthropology and Education Quarterly, 17 (3), 166-184. 

Morine, G. (1976). A Study of Teacher Planning. San Francisco, California. 

Moser, C. A& Kalton, G. (197 1). Survey Methods in Social Investigation, London: 

Heinernann Educational Books Ltd. 

Murphy, R. J. L. (1988). Local Govemment Studies, 14(l), 39-45. 

Murphy, R. J. L. 'Assessing a National Curriculum', Journal of Educational Policy. 

2,4,317-323. 

Murphy, R. J. L. (1988). 'National Assessment Proposals: Analysing the Debate'. In 

A Flude & M. Hammer (Eds. ), The Education Reform Act 1988. - Its Origins & 

Implications. Lewes, Falmer Press. 

Nash, R. (1976). 'Teacher Expectations and Pupil Learning', London: Routled(-, c & 

Kegan Paul. 

382 



National Education Council Committee (1995). 'Report of the Committee to Review 

the Structure of the Secondary School System'. 

Nicholls, J. G. (1984). 'Achievement Motivation: Conceptions of Ability. SubjectiVe 
Experience, Task Choice and Performance', Psychological Review, 91,328-346. 

Nisbett, R. E. & Ross, L. (1980). Human Inference: Strategies and Shortconiings of 
special Judgment. Englewood Cliffs, NJ: Prentice-Hall. 

Nisbet, J. D. & Shucksmith, J. (1988). Learning Strategies. Routledge. 

Nuttall, D. L. & Willmott, A. S. (1972). British Examinations: Techniques of 
Analysis. Slough: NFER. 

Nuttall, D. L. (1986). Assessing Educational Achievement. The Falmer Press. 

7 

Nuttall, D. L. (1987). 'The Validity of Assessments European Journal Of 

Psychology of Education, 2,2,109-118. 

Owens, R. G. (1982). 'Methodological Rigor in Naturalistic Inquiry: Some Issues and 

Answers', Educational Administration Quarterly, 18,2,2-2 1. 

Paris, S. G. (1988). 'Fusing Skill and Will in Children's Learning and Schooling' 

Paper presented at the Annual Meeting of the American Research Association, Ncw 

Orleans, LA. 

Paris, S. G. & Cross, D. R. (1983). Ordinary Learning: Pragmatic Connections 

among Children's Beliefs, Motives and Actions. In J. Bisanz & R. Kail (Eds. ), 

Learning in Children. New York: Springer-Verlag. 

383 



Pelz, D. C. (1981). Use of Innovation in Innovating Processes by Local 
Governments. Ann Arbor: University of Michigan, CRUSK, Institute for Social 
Research. 

Pennycuick, D. & Murphy, R. J. L. (1986). 'The Impact of the Graded Test 

Movement on Classroom Testing and Learning', Studies in Educational Evaluation, 
12. 

Peterson, P. L. & Garber, S. A. (1984). 'Attribution Theory and Teacher 

Expectancy'. In J. B. Dusek (Ed. ), Teacher Expectancies. Hillsdale, NJ: Lawrence 

Erlbaum. 

Piaget, J. (1950). Psychology of Intelligence. London: Routledge & Kegan Paul. 

Piaget, J. (1966). The Growth of Logical Thinking. London: Routledge & Kegan 

Paul. 

Piaget, J. (1971). The Science of Education and the Psychology of the Child. 

London: Longman. 

Pollard, A. (1985). The Social World of the Primary School, London: Holt, Rinehart 

& Winston. 

Popham, W. J. (1981). Modern Educational Measurement. Englewood Cliffis, NJ, 

Prentice Hall. 

Popham, W. J. (1988). Educational Evaluation. Englewood Cliffs, NJ: Prentice- 

Hall. 

Quellmalz, E. S. (1984). 'Designing Writing Assessments: Balancing Fairricss, 

Utility and COst', Educational Evaluation and Policy Analysis. 6.63-72. 

384 



Quellmalz, E. S. (1985). 'Developing Reasoning Skills'. In J. R. Bacon & R. 
Sternberg (Eds. ), Teaching Thinking Skills: Theory and Practice. New York : 
Freeman. 

Raban, B. (1983). 

Macmillan. 

Guides to Assessment in Education: Reading. London: 

Race, P. (1992). 'Ten Worries about Assessment', British Journal of Educational 
Technology, 23,2,141. 

Rarnaprasad, A. (1983). 'On the Definition of Feedback', Behavioural Science, 28, 

4-13. 

Rippere, V. (1974). On the Validity of University Examinations: The Self-fulfilling 

Prophesy in Ghetto Education. Universities Quaterly, Spring, 209-218. 

Rist, R. (1970). 'Student Social Class and Teacher Expectations: The Self-Fulfilling 
I 

Prophesy in Ghetto Education', Harvard Educational Review, 40,411-45 1. 

Roeder, H. H. (1972). 'Are To-days Teachers Prepared to Use Tests"', Pedagogý, 

Journal of Education, 49,3,239-240. 

Rosenholtz, S& Simpson, C. (1984). 'Classroom Organisation and Student 

Stratification', Elementary School Journal, 85,21-37. 

Rosenthal, R. & Jacobson, L. (1968). Pygmalion in the Classroom. New York: Holt. 

Schafer, C. (1973). 'An Exploratory Study of Teachers' Descriptions of the 'Ideal' 

Pupil', PsYchology in the Schools, 10,444-447. 

385 



Scriven, M. (1967). 'The Methodology of Evaluation'. fn R. W. Tyler 
Perspectives of Curriculum Evaluation. Chicago: Rand-Mcnally. 

Sharp, R. (1992). 'Educational Homogeneity in French Primary Education: 

Double Case Study), British Journal of Sociology of Education, 13,3,329-348. 

Sharp, R. & Green, A. (1975). Education and Small Control. London: Routledge 

Kegan Paul. 

Shavelson, R. J. & Stern, P. (1981). 'Research on Teachers' Pedagogical Thoughts, 

Judgements, Decisions and Behaviour', Review of Educational Research, 51,4,455- 

498. 

Shulman, L. S. (1980). 'Test Design: A View from Practice'. In E. L. Baker & E. S. 

Quellmalz (Eds. ). Educational Testing and Evaluation. LA, CA: Sage. 

Silverman, D. (1993). Interpreting Qualitative Data. London: Sage. 

Smith, L. M. (1978). 'An Evolving Logic of Participant, Educational Ethnography 

and other Case Studies'. In L. Shulman (Ed. ), Review of Research in Education. 

Chicago: Peacock. 

Solas, J. (1992). 'Investigating Teacher and Student Thinking about the Procesý of 

Teaching and Learning using Autobiography and Repertory Grid', Review of 

Educational Research, 62,2,205-225. 

Stierer, B. (1990). 'Assessing Children at the Start of School: Issues, Dilemmas and 

Current Developments', The Curriculum Journal, 1,2,156-169. 

386 



Stiggins, R. J. (1985). 'Improving Assessment Where it Means Most: In the 
Classroom', Educational Leadership, 43,2,69-74. 

Stiggins, R. J. et al., (1985). 'Avoiding Bias in Assessment of Communication 
Skills', Communication Education, 34,135-141. 

Sudman, S. N. & Bradburn, M. (1982). Asking Questions: A Practical Guide to 
Questionnaire Design. San Francisco: Josey-Bass. 

Sutton, R. A. (1990). 'Issues for Teachers in Implementing National Curriculum 

Geographyý. In D. Lambert (Ed. ), Teacher Assessment and National Curriculum 

Geography. Sheffield Geographical Association. 

Sutton, R. (199 1). Assessment, A Frameworkfor Teachers. NFER-Nelson. 

Thomas, N. (1982). 'Testing and Assessing ', Primary Education Review, No 13. 

Thorndike, R. L. & Hagen, E. (1969). Measurement and Evaluation in PsYchology 

and Education. London: Chapman & Hall - 

Threadfold, A W. (1980). 'The Use of Teacher-Based Research for School Policy in 

Insight', Journal of the National Conference of Teachers' Centre Leaders, 3,3,11 - 

14. 

Tindal, G. A. & Marston, D. B. (1990). Classroom-Based Assessment. Columbus, 

OR Merrill. 

Torrance, H. (1992). 'Research on Assessment: A Response to Carol I ne Gipps', 

British Educational Research Journal, 18,4,343-349. 

387 



Tyler, R. W. (1958). 'Expectancy for Eventual Success as a Factor in Problem 
Solving Behaviour', Journal of Educational Psychology, 40,166-172. 

Vaillant, G. E. (1977). Adaptation to Life. Boston: Little, Brown. 

Vygotsky, L. (1978). Mind in Society: The Development of Higher Psychological 

Processes. Cambridge, MA: Harvard University Press. 

Weiner, B. (1979). 'A Theory of Motivation for Some Classroom Experiences', 

Journal of Educational Psychology, 71,3-25. 

Weiner, B. (1985). 'An Attributional Theory of Achievement Motivation and 

Emotion', Psychological Review, 92,548-573. 

Weiner, B. (1986). An Attributional Theory of Achievement Motivation and Emotion. 

New York: Springer-Verlag. 

Wiggins, G. (1992) 

26-33. 

'Creating Tests worth Taking', Educational Leadership, 49,8, 

Wilson, S. (1979). 'Explorations of the Usefulness of Case Study Evaluations', 

Evaluation Quarterly, 3,446-459. 

Wilson, R. J. (1990). 'Classroom Processes in Evaluating Student Achievement'. 

The Alberta Journal of Educational Research, 35,1,4-17. 

Wolcott, H. F. (1990). Writing up Qualitative Research. Newbury Park, CA: Sage. 

Woods, R. (1986). 'The Agenda for Educational Measurement'. In D. Nuttall, (Ed. ). 

Assessing Educational Achievement. Falmer, Lewes Press. 

388 



Yeh, J. P. (1978). Test Use in Schools. Los Angeles: UCLA Center for the Studv of 
Evaluation. 

Zahorik, J. A. (1975). 'Teachers' Planning Models', Educational Leadership, 33, 

134-139. 

389 



Appendix A: Questions for Semi-structured Interviews 

Semi-structured interview questions (Co-ordinator & Teachers) 

Date .............................. School 

Background information of School and Co-ordinator 

Age: ......................... Teaching experience in years: ............. 

Number of staff: ......... Number of Deputy headteachers: 
............. 

Number of teachers JV): ........ (V): ........... (vj): ............ 

Number of pupils: ............. Languages spoken: ............. 

Socio-economic data: ............................ 

Percentage pass in CPE Examinations (Last three years) ............... 

Range of facilities: ........................................ 

Location of School: .................................... 

Do you have a policy on assessment? ............................. 

If yes, describe ...................................................................... 

Research questions: - 

0 Why do you do classroom assessment? Do you want to make any comments on 

why you do classroom assessment? 



e How do you do classroom assessment? 

e When you do assessment, what do you assess? 

e What are some of the problems you encounter in the course of doing assessment" 

0 If you do face any problems, how do you resolve them? 



I 

9 If you use the Learning Competencies document, why do you use it'? 

* Have your teaching methods been influenced by the use of the Leaming 

Competencies document? 



Appendix B: Case Study - Manor School 

Introduction 

Manor school is a high performing school located in the rural areas. The school is 

a very small one with 350 pupils on the roll at the time of the data collection time. 

The pupils came from several socio-economic and ethnic backgrounds. 

According to the assessment co-ordinator, the school is very popular and the 

demand for places at the school is very high. Around 70% of its pupils are highlv 
I 

ranked at the CPE examinations every year. The head teacher is responsible for 

the school. He is assisted by three deputy head teachers (one for Oriental 

Languages) and 28 teachers. The school had an assessment policy that read 

it assessment should be linked to planning and should enable teachers to match 

pupils' needs ". Related to planning is the issue of curriculum coverage by the 

class that was designed to show what had been taught, but did not indicate 

progress or achievement. To better plan for a pupil's progress, the school policy 

also recommended a parent-teacher meeting for each pupil, to discuss the pupil's 

learning needs and to discuss how the pupil may have settled into the new class. 

The policy also specifically outlined the school's adoption of several assessment 

tools. Each core subject required a diary of observations to be used by the 

classroom teacher to make notes about the pupils' progress, particular strengths 

and weaknesses, difficulties and concepts understood or not understood. 

Sampling pupils' work was also highlighted in the policy, to be used especially 

for writing but for other subjects as well. Samples should be collected at least 

twice a year so that the teacher will be able to review the pupl's progre,,,,, and 

have evidence of that progress. The collections will be passed on to the next 

teacher. Pages from previous years will be joined together to 6ve each pupil a 
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portfolio of his/her progress through the school. 

This was the only school in the research study that outlined several specific 

assessment strategies in some detail in their assessment policy. The co-ordinator 

said in interview he had done much work on his own to find out about these 

strategies but said that he had experienced difficulty implementing these ideas 

within the school. 

According to the Assessment Co-ordinator, Manor school was given very little 

effective in-service training on assessment and evaluation by the Ministry. The 

teachers at this school felt that they had to learn how to cope with the new 

curriculum and the reporting procedures on their own. 

The assessment policy of the school indicated that teachers in the school were 

expected to include several important strategies and tools for conducting 

assessment within their classes. The co-ordinator was a full-time teacher, a t'act 

which, in his view, greatly limited his time for teacher support. The real issue for 

him was implementation of the policy and helping teachers integrate strategies 

into their work. According to the Assessment Co-ordinator, this was not being 

done very effectively. He felt the head teacher had not provided the impetus 

necessary to motivate the teachers to try new practices. 

There were eight teachers in standards IV, V and VI at this school. Standards V 

and VI had three teachers each, while standard IV had two teachers. One teacher 

from the eight teachers acted as the assessment co-ordinator. At interview, the 



teachers were asked a series of questions on why they were doing assessment. on 
their assessment practices, what they were assessing and whether they faced aný- 

problems during this exercise and if so, how did they resolve them. There were 

further questions on the use of the Learning Competencies document for planning 

daily lessons, deciding on pupils' achievements, diagnosing pupils' strengths and 

weaknesses and whether their teaching methods have been influenced by the use 

of the Learning Competencies document. 

Overall results are surnmarised in tables of frequencies. Percentage totals exceed 

one hundred in tables since multiple responses were possible. 

After the interview, the assessment co-ordinator was observed. This was done to 

explain what the teacher believed to be her classroom assessment practices and 

the influences which have shaped her thinking and work. The observational data 

was used to confirm or question her self-report. 

Results from the Interviews 

The literature review showed that assessment in the classroom is an integral part 

of the teaching and learning process. Teachers constantly assess every aspect of 

pupils' performance for various reasons (Broadfoot, 1979; Shipman, 1983-, 

Stiggins, 1985; Satterly, 1989; Rowntree, 1991; Airasian, 1994; Pollard et al., 

1994). 

Data were collected by observing the assessment co-ordinator as part of the ,, -tudý 

to supplement the semi-structured interviews data and also to provide first - liaml 
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evidence of the classroom assessment practices. Such evidence was not available 
from the interviews. These observational data might verify or dispute what 

teachers assert they do when they were interviewed. In other words, these data 

will indicate whether what they said they did was what they actually did during 

the assessment phases. 

Table B-1: Purposes of Classroom Assessment 

Purposes of classroom 
assessment 

Responses (N=8) 

Teachers 
Std IV Std V Std VI 

All Teachers 
(%**) 

To provide feedback to the pupil 2* 3 3 8 (100.0) 
To diagnose pupils' difficulties 2* 3 3 8 (100.0) 

To evaluate the lessons 0 1 0 1 (12.5) 

To monitor the progress of 
pupils 

0 3 3 6 (75.0) 

To stress the main concepts 0 0 0 0 (00.0) 

To communicate information to 
the parents 

0 0 0 0 (00.0) 

To provide feedback to the 
teacher 

1 2 4 7 (87.5) 

To motivate the pupils 1 1 3 6 (62.5) 

To provide remediation 2* 2 2 6 (75.0) 

includes the response of the assessment co-ordinator 
** Total percentages exceed one hundred since teachers could provide more than 
one answer. 

Since classroom interactions and assessment activities are too complex 

phenomena, findings for this school, like the other three case studies, are 

presented in a rather summarised and organised manner. There kvill be several 

excerpts (short/long) from the observations to indicate why teachers were 
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assessing, ow they conducted assessment and what they assessed. 

It is hoped that this kind of presentation will enable the reader to have a clear 

understanding of the practices involved in these situations. But before presenting 

the observation data, results of the semi-structured data are presented in Tables 

B. I to B. 5 to get the views of all the teachers of Manor school. 

Teachers were asked why they assess their pupils and the roles of assessment in 

aiding teaching and learning. The results are presented in Table B. 1. All the 

teachers at this school said they did classroom assessment to provide feedback to 

the pupils and to diagnose pupils' difficulties. Six out of the eight teachers said 

the purpose was also to monitor the progress of pupils, provide remediation and to 

motivate the pupils. Seven out of eight teachers said they assess their pupils to 

get feedback to themselves. This was the only case study school where teachers 

did not mention the purpose was to stress the main concepts. 

There were three main reasons for the assessment co-ordinator to assess her 

pupils: to provide feedback to the pupils, to diagnose pupils' difficulties and to 

provide remediation. 

These are the comments of some teachers about the purposes of classroom 

assessment. 

"I attempt to diagnose whether my pupils have aii. N, gaps i. n their mastery of the 

previous material. " 

gather diagnostic information of a 'physical' nature and tii- to make 

appropriate decisi . olls. ?I 
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"The pupils want to know as soon as possible whether I have understood what 

they meant. " 

"The raising or not of hands of my pupils in response to questions about 

something I have taught, give me an indication as to how well the instruction has 

gone. 

"I like to monitor the performance of each pupil. " 

Table B. 2: Conduct of Classroom Assessment 

Classroom assessment practices Responses (N=8) 

Teachers 
Std IV Std V Std VI 

All Teachers 
(% * *) 

Close observation of a pupil 
working 

2* 3 3 8 (100.0) 

Questioning at the end of a 
lesson to evaluate the instruction 

0 3 3 6 (75.0) 

Questioning during instruction 
to check if pupils have 
understood 

2* 3 3 8 (100.0) 

Homework 0 2 3 5 (62.5) 

Workbooks 0 2 3 5 (62.5) 

Comments 0 0 3 3 (37.5) 

Tests 2* 3 2 7 (87.5) 

Correction of work 2* 3 3 (100.0) 

includes the response of the assessment co-ordinator 
** Total percentages exceed one hundred since teachers could provide more than 

one answer. 

In an attempt to draw a picture of how the respondents said they applied 

assessment in their day to day classroom practice, they were asked how they 

conducted their classroom assessment. All the teachers said they did it through 

three methods: close observation of a pupil working, questioning during 

instruction to check if pupils have understood and correction of work. SIx out the 
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eight teachers also mentioned questioning at the end of a lesson to eý aluate the 

instruction. Five teachers mentioned homework, while three teachers said their 

assessment practices were their own teaching comments. Nearly eighty-eight per 11 

cent of the teachers said they conduct assessment by testing. 

As for the assessment co-ordinator, she said she conducted classroom assessment 

practices using four methods: close observation of a pupil working, questioning at 

the end of a lesson to evaluate the instruction, correction of work and testing. 

Table B. 3: What was Assessed 

What was assessed Responses (N=8) 

Teachers 
Std IV Std V Std VI 

All Teachers 
C, I ** ( Z, ( 

Process 033 6 (75.0) 

Product 1* 13 5 (62.5) 

Mastery of the Basics 2* 00 2 (25.0) 

Affective Domain 100 1 (12.5) 

Social Domain 100 1 (12.5) 

All round development 001 1 (12.5) 

*includes the response of the assessment co-ordinator 
Total percentages exceed one hundred since teachers could provide more than 

one answer. 

The teachers at this school were asked what they assessed during their assessment 

practices. A total of six teachers (all from standards V and VI) said they assessed 

process. All the three standard VI teachers said they also assessed product. Two 

teachers from standard W said they assessed mastery of basics, while one 

standard IV teacher mentioned said either affective or social domain. 
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The assessment co-ordinator said she assessed mastery of basics and product. 

What are the problems faced by the teachers of this school when they are 

conducting classroom assessment? Seven out of the eight teachers said lack of 

time to assess the pupils was a major problem. All the teachers mentioned 

difficulty in conducting assessment with several pupils. Disruptions and noises 

were mentioned by two out of the nine teachers. Two standard IV teachers said 

lack of training. A total number of six teachers said the Ministry was a problem 

in the implementation of the assessment. 

Table B. 4: Problems Faced by Teachers during Assessment 

Problems faced by teachers 
during assessment 

Responses (N=8) 

Teachers 
Std IV Std V Std VI 

All Teachers 
(117c * *) 

Lack of time to assess all the 
pupils 

1* 3 3 7 (87.5) 

Lack of formal training 2 0 0 2 (25.0) 

Difficulty in assessing several 
pupils simultaneously 

2* 3 3 8 (100.0) 

Disruptions 0 0 2 2 (25.0) 

Noises 0 0 2 (25.0) 

Personal reasons 1 1 2 4 (50.0) 

Ministry 1 2 3 6 (75.0) 

includes the response of the assessment co-ordinator 
** Total percentages exceed one hundred since teachers could provide more than 

one answer. 

At this school, if teachers did not have enough time to assess their pupils, they 

said they assessed their pupils on the next day prior to the start of the lc,,,,, oil. 

Sometimes they shortened the length of the lessons. Thq also made sure that 
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pupils were given homework on the topics covered. 

The assessment co-ordinator at this school was faced with three problems: lack of 

time, lack of formal training and difficulty in assessing several pupils 

simultaneously. How did she deal with these problems? She said she planned a 

series of tests on topics to assess her pupils. 

She said she was disrupted because she had to attend meetings at short notices. 

She said "The Ministry officers do not realise that I have to attend classes as 

well. " 

Table B. 5: Use and Influence of Learning Competencies Document 

Use and Influence of English EVS French Mathematics 
Learning Competencies 
Document (N=8) 

Teacher Teacher Teacher Teacher 

To plan my daily lessons 8* 8* 8* 8* 

To decide on a child's 6 7 5 6 

achievement 
To help diagnose a 8* 6* 7* 5* 

child's strengths and 
weaknesses 
My teaching methods 8* 8* 8* 8* 

have been influenced by 
the use of the document 

includes the response of the assessment co-ordinator 



The teachers of Manor school were also asked about their use and influence of the 

Learning Competencies document in their everyday assessment activities in the 

four core subjects. 

Not only did all the teachers use the Learning Competencies document to plan 

their daily lessons but also their teaching methods had been influenced by the use 

of the Learning Competencies document in each of the four core subjects. 

Between five and eight teachers used the document for diagnosing a pupil's 

strengths and weaknesses. 

The assessment co-ordinator used the document for planning her daily lessons in 

the core subjects and for diagnostic purposes. She also said that her teaching 

methods have been influenced by the use of the document. 
0 

This section presented findings from the teachers' (including the assessment co- 

ordinator) semi-structured interviews. However, these findings have to be treated 

with caution, since they express what teachers said they do, not necessarily what 

they actually did in their respective classrooms. In order to cross-check the 

consistency of what they have said, the next section presents findings from actual 

observations in the classroom. This is to find out if what the assessment co- 

ordinator said she did was what she actually did. 

The next section presents findings based on the researcher's field notes Lathercd 

during the three terms of field work from direct observations. It will be 



interesting to see which classroom assessment practices the observed co-ordinator 
fulfilled when she was doing assessment. 

Assessment Co-ordinator: Background 

The assessment co-ordinator was in her early forties at the time of data collection 

and had taught for ten years. Before working as a teacher, she had trained and 

worked as a Nurse in a general hospital. In general, she appeared to be a very 

quiet and soft-spoken person. It was noticed she did not volunteer answers 

readily. The pupils in the class often had great difficulty in hearing her voice. 

She appeared to be a very relaxed person. For example, when a new pupil who 

was shy, was brought unexpectedly in her class without warning, she simply 

laughed and said, "One has to be preparedfor any eventualities. " 

In her previous school, she had done assessment activities and tests. She 

expressed her opinion that pupils at this age "should not be assessed. " She said 

the results of the assessment did "not tell her anything" about the pupils' nor did 

she find the tasks very interesting. In interview, the co-ordinator said she used 

some materials from the Learning Competencies document and cited materials 

including some photographs relating to weather and geography. She said the only 

in-service training she had been given about the curriculum was by the Ministry of 

Education and Science. She said she had never received training on assessment at 

all. She reported that she liked to make her own "tick lists" to check ývhat she ha,, 

done. She said, "I like to have little conversations with the pupils to see how theY 

are getti . ng on. py In interview, she said that her assessment was generally on-going, 

and she had little to do at the end of the year except fill in the boxes on the report 
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cards. She said she liked to listen to pupils, ideas and ask questions to clarify 

what they thought, but she did not like to change their ideas until they had done an 

activity. She said she wanted pupils "tofind out what they think" and discussed it 

with others. 

The Assessment Co-ordinator in Action 

The assessment co-ordinator used a sheet of paper to make notes for the weekly 

planning. The planning sheet listed subjects, competencies to be assessed, and a 

section to list assessment strategies and evaluation of results. For all the subject 

areas, the skills and knowledge sections taken from the curriculum were 

completed. The co-ordinator had left the recording and assessment sections 

almost blank, and the evaluation sections completely blank. With reference to 

these documents then, the curriculum was important in planning but not in the 

teacher's understanding of assessment and evaluation. This finding is confirmed 

by her statement that learning competencies are the backbone of what she taught. 

On the weekly planning sheet, the activities for the core subjects were given more 

space, with room at the bottom for all the other curriculum areas. Only the 

activities were listed. No learning goals were listed, nor did they reveal any 

changes in plans based on how the work had proceeded in the class. There were 

no anecdotal notes of any kind written in the daily plans. This suggested that 

changes were not made as a result of classroom assessment strategies used In the 

class. The inf . ormation noted from her plannIng sheets seemed at odds with her 

views expressed on the semi-structured interviews. The co-ordinator said her 

most important source of feedback into planning was her own records and ideas 
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from observing a pupil. From classroom observational data, it was seen that the 

co-ordinator completed a tick sheet noting names of pupils who had completed a 

specific task. She also made some lists with anecdotal notes on reading progress. 1, 

As was mentioned earlier, the co-ordinator had a very quiet voice and did not talk 

as often as the other case study co-ordinators. The transcripts reveal that the 

pupils at times responded to each other's comments and also in response to the 

co-ordinator's very brief questions or explanations. Perhaps because of this 

11 pattern, the pupils were not automatically directed towards "correct answers . 

Instead, the co-ordinator listened to their suggestions and explanations. While she 

did not write notes from the exchanges, it was clear that she did listen to the 

pupils and did so very intently. However, when she was asked what she had 

learned about the pupils' learning from a task or conversation, she made 

comments which included "they don't have a clear idea yet" or "the pupils need 

more time to finish the work the next day" or "more need to be done" with the 

concept. The comments seemed somewhat vague and may not have been 

representative of the reflections the co-ordinator made about the lesson. 

However, it was difficult to collect clear evidence that the co-ordinator adapted 

her lesson plans nor did she change her lessons very obviously. She said she kept 

mental notes of what needed more time and more tasks which she disclosed when 

questioned at the end of the lessons. In one follow-up interview, after a 

Mathematics lesson on money where the pupils had to pretend to buy sweets, the 

co-ordinator was asked the following questions: 

0 What concepts were you trying to cover? 

Who in the group was learning the concept easily and fast and %, ell" 
C 
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What would be the next lesson for the group? 

How did you plan this task? 

0 What might you change about the task for the next group? 

For the above questions, the co-ordinator gave the following answers: 

0 She said she was trying to teach number bonds to ten with a practical 

application of what they have to do in their workbooks. The task was also to 

introduce them to the idea of buying and selling and also planning to use the 

money. 

0 Two pupils understood the lessons very well but one pupil spent all his 

money on the first sweet so, though he could add, he had not stretched his 

money to buy the most number of sweets he could have. The co-ordinator 

said he got it the second time round. Another pupil did not understand about 

the pieces of money at all. She needed to do more explaining about the pieces 

of money before next time. She had to teach all the money first, which was 

not supposed to be part of the lesson. This pupil, said the co-ordinator, 

needed more practice in the next lesson. The others can start using two pence 

and five pence to spend and buy. She would not put them in different groups 

because they could help each other. 

0 She said she would just explain the pieces of money more clearly in the 

introduction next time. 

These responses indicated that the co-ordinator was observing and assessing the 

pupil's individual progress. She did not note her ideas miywhere on her planning 
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notes or on anecdotal lists, nor did she appear to modify her instruction,, or her 

task in any way to improve her teaching in the next group. 

She did spend time checking to see who in the next group knew the names and 

values of the coins. However, since she was interviewed prior to the next group's 

lesson, her adaptations may have been due to the researcher's presence. 

In the teaching of vocal sounds, the co-ordinator asked two groups to make lists of 

"ch"' words and draw small pictures of them beside the words. The co-ordinator 

sat for extended periods of about twenty minutes with each group. She did not 

talk a great deal but observed their work. She used prompts and questions to keep 

them going. 

Co-ordinator: What's that Pierre? 

Pupil: change. 

Co-ordinator: ch change. Good. That's it. 

Pupil: church. 

Co-ordinator: That's very good. 

Pupil: I know how to spell church. 

Pupil: I don't think you can draw it. 

Pupil: Christmas. 

Pupil: No. that's cr. 

Co-ordinator: No. it's ch- like Charles. 

Pupil: Like chair. 

Pupil: chilli. 

Co-ordinator: green chilli 
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Pupil: no - cold and chilly. 

Pupil: Chimley 

Co-ordinator: That's chimney. (Here the co-ordinator asked everyone in the 

group for an example. ) Put it in your own book. Don't worry about Leila. Now 

what have we got? Let's read the list. What are we going to write next? 

The co-ordinator routinely asked and checked all their work. She used the task, 

observation and questioning to find out about the understanding of the group. 

There was no evidence this understanding fed into planning or future teaching. It 

must be noted that the noise level in the class made it difficult to hear because the 

co-ordinator did not circulate to the other areas of the room during the time with 

the vocal sounds. The other fifteen pupils were working on puzzles, handwriting 

and some books for thirty five minutes. 

In Science, the co-ordinator began a unit on "Living and non Living Things" with 

a whole class lesson. It was her intention to find out what the pupils knew about 

living and non-living things by having them work on a list as a first task. She was 

able to gather good information concerning their conceptual understanding of 

living and non-living things through this method. She later worked on the skills 

of classifying and sorting. The co-ordinator said in interview that she did not like 

to tell her pupils the answers but rather to create situations where pupils discover 

the answers themselves. She added very little theory to class discussions. She 

spoke very little and did not correct the answers very often at this stage. 



17 

Excerpt: 

Co-ordinator: To-day we are going to look at living and non-living things. We 

will list the main characteristics of living and non-living things. Living things 

exhibit the following seven characteristics. 

(This is the beginning of the lesson. She used "we "a lot. Expression (ýf 

togetherness. She always nodded at a pupil to indicate helshe was to speak. She 

then listed the seven characteristics). Non-living things exhibit the following 

characteristics (She listed the characteristics. ) 

Co-ordinator: Can we make a list of living and non-living things now? Let's look 

at living things first? (She listed the living things as mentioned bY the pupils). 

Pupil: Tiger. 

Pupil: Dog. 

Pupil: Cat. 

Pupil: Horse (several answers at the same time). 

(She did not make any comment on the answers given. She wrote down on the 

blackboard in order they were given and did notfollow up any of these comments. 

She also did not indicate in any way whether these answers were correct or not). 

Co-ordinator: Have we completed our list? Can we add some more on the list" 

Pupil: Elephant. 

Co-ordinator: How about rat? (She wrote it down the list). Now can you tell 

something the same about all these things? What are they all" 

Pupils: Animals (several shout at the answer). 

(She did not give any feedback on the list that might be considered an evaluating 

comment, either approving or disapprovi ng. She finished by asking another 

question. She worked on categorising the list. Slie questioned to solicit their 
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thinking but moved to wanting a correct anSwer). 

Now let's look at non-living things. 

Pupil: Motor car 

Co-ordinator: Is it living or non-living? 

Pupil: living 

Co-ordinator: Why is it living? 

Pupil: It moves 

Co-ordinator: Yes, but does it grow, does it reproduce? 

Pupil: No 

Co-ordinator: Then 

Pupil: It's non-living 

Co-ordinator: Very good 

Pupil: Water 

Co-ordinator: Is water living or non-living? Raise your hand if you think water is 

living? Why do you think water is living? (Some raised their hands, others can't 

decide. The pupils indicated that water was vital for living. The co-ordinator 

asked an open question to gather information on their thinking). 

Pupil: It's there for the trees 

Co-ordinator: If you know the answer, put your hand up. (A few raised their 

hands). 

(The co-ordinator decided to add another element to be considered, given that the 

pupils had not been able to conclude the characteristics of "living" and "noii- 

living "). 

Pupil: Because there are animals and they don't like water. 

Co-ordinator: But we do. 
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(She tried to probe the answer by teasing out some characteristics of livitig and 

non-living). 

Co-ordinator: But we need water to survive. Do you think the moon is living or 

non-living? That's it for now. We don't have time to continue. This is the end of 

the lesson. Could you do the homework on the living and non-living things for 

to-morrow. I will mark them then. 

(In the end, she concluded with the lesson but did not give any theoO, that could 

be applied to the other items. She asked the pupils to do some homework to be 

marked on the next day). 

In this excerpt, the co-ordinator used questioning to gain an understanding of the 

pupil's ideas. She followed up her initiations with questions or asked other pupils 

to respond to what had been said. The co-ordinator did not supplement the 

discussion with theory, nor did she often give feedback on the comments made by 

the pupils which might be considered an evaluation of their thinking. 

After the interview, she said that she knew from the discussion that the pupils did 

not really understand the term "living" and "non-living" but had a few ideas as to 

what might contribute to it. After the session, she was asked, "What did you 

learn about the pupils' thinking from making the living and non-living things list 

with them? " She said that it was more difficult than she thought. "You call see 

what and how they think. I don't give any answers then I wait until they have 

done more work". The co-ordinator asked almost everyone in the ckiss for a 

suggestion for the list. In the second session, she also made use of the 

information she had learned the previous day in the concept of living and non- 
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living and the skills of classification She relied on memory for this information 

but the information she had learned had been fed forward into the next day's 

discussion. There were well over twenty-five items on the list. The co-ordinator 

brought out the list a second day and began another whole class lesson by using It 

choral reading to remember the list. 

Co-ordinator: Let"s get back to the trees. What do we have or live in the trees'? 

Pupil: Monkeys 

Co-ordinator: Yes that's right. Let's put a few marks beside the ones we are not 

sure. (Co-ordinator changed slightly her list-making procedure to include 

notations indicating items which might not be moving. This appeared to have 

helped the pupils focus). 

Pupil: Not sure about the moon. 

Co-ordinator: Yes 

Pupil: It follows wherever I go. There is sun also. 

Pupil: It goes with me ... Then it's alive. 

(Here the pupils started to question the list and raise questions. The co-ordinator 

listened to the pupils but did not break in during the comment. She did not 

interrupt the pupils even if the comments were irrelevant. She was not in control 

butjoined in the conversation). 

Co-ordinator: We will have another talk about it later on in the day. At the 

moment we have a long list of living things. Let's read the list together. 

(Everybody read the list). 

Co-ordinator: Some of the things we are not sure about like moon and sun. 

Because we are not sure, let's put them separately. (She used "we". She 
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separated the items which might not be livingfrom the others). 

Although the co-ordinator did not give any criteria for being alive, she said she .1 
felt they were getting 'closer'. She had begun sorting the list and let them 

continue to debate the characteristics of living. Through this technique, she 

created situations where pupils talked to each other in her presence. This method 

also appeared to create a sense of shared power in the classroom which enabled 

the pupils to tell about their ideas without feeling that they would be evaluated by 

the co-ordinator. 

In Mathematics, the co-ordinator modeled an activity first before pupils at a group 

table tried it. The pupils were adding money to various amounts totaling fewer 

than 8. The co-ordinator said she leamt about it during an in-service training and 

has frequently used it. She said she had not changed it over the years. What the 

pupils had to do was to find three ways of adding up to that number. The co- 

ordinator demonstrated once and then gave money to the four pupils at the table. 

She gave them all the same amount. The rest of the pupils were working on 

something else. What follows is an example of guided practice and questioning. 

Co-ordinator: Tell me. What coins do we need to make 8? (She picks a5 pence 

coin to start with). 

Pupil: (They look at the coins and pick a5 pence coin, then a2 pence coin and 

another 2 pence coin). 

Co-ordinator: Well done. It's very easy. Is it not" 

Pupil: It's easy. I can do it as well. 

Here the co-ordinator repeated the task instructions often. She used the term "we" 
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when approaching a task to enhance the collaborative approach to leamin,,, o,,. She 

also named the concept or skill being learned. In this example, she told the pupils 

that she had tried adding three numbers. 

In another example, the co-ordinator used questioning and modeling to gather 

information on the concept of money. The pupils were using coins to add up to 

fifteen and then used the coins to buy the most sweets possible. There were 

different types of sweets on the table with different prices labeled. Then the co- 

ordinator introduced the concept of money and buying. 

Co-ordinator: We are going to talk about money. (She handed each pupil a5 

pence coin). Can you find a2 pence coin? 

Pupil: A5 pence coin? 

Co-ordinator: I have already given you a5 pence coin. Look for a5 penny coin. 

Pupil: I have found lots of 2 pence coins. 

Co-ordinator: (referring to the pupil searching for a2 penny coin). Can you find 

one? (Girlfound one). Can you find one that's silver? (The girl picked a5 pence 

coin). Is it a5 pence coin? 

Pupil: Yes. 

Co-ordinator: What is the colour of a5 pence piece? 

Pupil: Silver. (The co-ordinator checked that everyone had the five pence coin 

and also listening. She decided to go over all the money and the values). 

Here the co-ordinator focussed on the one pupil having difficulty and added a 

lesson about the values of the coins after her questions revealed that the concept 

was not clearly understood. 
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In Science, the pupils develop their topic of living things into a project on 

animals. They were looking through books to find information and pictures on 

their chosen animal and putting it together in a small book of their own. The co- 

ordinator had given them several questions to answer including where the animal 

lived and what they liked to eat. She did not write the instructions down on the 

board but repeated them often. The exercise was challenging to many pupils 

because not all the information books were at their level. The pupils had to use 

picture cues a great deal. The co-ordinator used no exemplars or modeling of the 

assignment to convey the criteria for achievement. She repeated the instructions 

to the whole class and then to individuals. 

When reading alone with a pupil, the co-ordinator gave the pupil feedback 

indicating the criteria required for achievement. 

Co-ordinator: You are coming along very well. You sounded out really well. (The 

co-ordinator gave specific praise to the pupil articulating in some waY the skills 

in sounding out which contributed to the success. During writing practice, a 

pupil's paper kept slipping off the desk). 

Co-ordinator: You must hold the paper at the same time. (She showed him how to 

do it). 

Here the co-ordinator was correcting errors but also giving specific suggestions 

for improving his writing. 

In the next example, the co-ordinator provided criteria for the work to be 

successful. She also modeled how to find the answer. Later in the passage, shc 
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corrected errors. 

Co-ordinator: (Looked at the work). Very good. What does the rabbit eat? Can 

you find out what it eats? 

Pupil: No 

Co-ordinator: Find out from the books what rabbits eat. (The co-ordinator put her 

finger under the words tofind the rabbit eat. Then she gave the book to the pupil. 

Pupil came back after a few minute for clarification). 

Pupil: But I know. 

Co-ordinator: No you don't know. Look here (pointed to the page). 

Pupil: It eats carrot. 

On several occasions, the co-ordinator would just watch the pupil at work and 

then go and get some counters or a manipulative material, put it at the pupils' 

table to use, point to a few incorrect answers and then smiled. 

In the example that follows, the co-ordinator provided feedback by helping the 

pupils to articulate a problem. 

Co-ordinator: Are you having any problem? 

Pupil: Yes. 

Co-ordinator: What's your problem, then? 

Pupil: That lion doesn't fit there. They are too big. 

Co-ordinator: Try this one. 

Pupil: It does not work. 

Co-ordinator: Don't worry. Just have a go. 

(Co-ordinator sat down to help the pupil. She gathered till the lions and 

systematically tried each one in various posi tl ons. The co-ordinator handed the 
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lions to the pupil to try. Pupil tried all of them). 

Co-ordinator: Have you tried all of them? (She handed a ven, small one. Tile 

pupil tries to fit them together). Show me how you try it. Just show me a nice 

picture of a lion. 

This co-ordinator used several of the methods seen in other schools to create 

opportunities for gathering assessment information. She asked a group to explain 

and discuss their work to the whole class on several occasions. However, she did 

not ask each pupil to explain a part of the work, nor did she use the situation to 

give the pupils improvement feedback as to what could be done next, or how they 

might improve the work. Her questioning techniques were very different from the 

other case study co-ordinators. She waited or directed the pupils' response to her 

question to another pupil for comment. She gave the other pupils a chance to ask 

questions of her, but her methods did not always include evaluating feedback. 

Her listening skills tipped the balance of discourse away from teacher-talk to a 

more equal balance of talk between teacher and pupils. This was also different 

from any of the other case study teachers. It should be noted that her pattern of 

discourse required a slower pace in the classroom and more time for each lesson 

than was observed in the other case study classrooms. 

Although this co-ordinator collected samples of pupils' work through projects, 

portfolios and workbooks, there was not a great deal of evidence to show that she 

used these materials to communicate achievements to the pupils. On her planning 

sheets for the term, it was important to note that, for the previOLIS term, the 

recording and assessment areas were only partially completed. The co-ordinator 
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listed the collections of work found in topic folders, class books and booklets as 
her major sources of assessment information. In Mathematics she also listed 

verbal and display as assessment strategies but there was no elaboration as to what 

might be or what specifically she found out. The evaluation section which ýk as 

put there, according to the assessment co-ordinator, to indicate whether the pupils 

have accomplished their learning or not, was not completed at all. Whether she 

did not feel it a priority to complete these records or did not know what to fill in, 

is not clear. 

The co-ordinator kept anecdotal notes on reading progress. She listed the date, 

book read and some brief notes on the strategies employed by the pupil to read the 

text. Some examples included "good", "repetitive words" and "used phonics 

well". She kept the pages in a binder, which she used during book time after 

lunch time. At times, she commented on the pupil's opinion about the book. The 

notes were not used to give feedback to the pupils. However, the co-ordinator did 

make general positive comments to them at the end of the reading. The co- 

ordinator relied on the Mathematics workbooks and the Science projects for data 

on current achievement in Mathematics and Science. 

This co-ordinator said at interview that she did not believe in formal tests or 

assessment for primary pupils. She used a variety of performance tasks in her 

class and spent time observing pupils as they worked. She allowed work periods 

of up to one hour or more several times a week in order to provide time for more 

in-depth work and work completion. Her classroom assessment of the pup, l,, ' 

processes, concepts and skills appeared to take place most often through these 
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observation periods. 

The co-ordinator was noted to give homework on a regular basis. The usual work 

was reading several passages and answering questions, writing compositions or 

mathematical calculations. 

Example: . 

Co-ordinator: For homework, read page 14 of the workbook and answer questions 

1 to 10. 

Co-ordinator: For to-morrow, do exercise 25 to 45 in the Mathematics workbook. 

Co-ordinator: For the weekend, write a short composition of what you have done. 

Write about ten to fifteen lines. 

For the co-ordinator, "Homework is necessary for my pupils. It gives them 

practice on what have been taught. It is also important for consolidation of* 

learning. When the sessions are short and you have about thirtY pupils, it's not 

easy to assess the pupils. " 

It was noted earlier that this co-ordinator gave feedback to her pupils. She was 

also observed to use assessment for diagnosis purposes. 

The co-ordinator diagnosed her pupils' psychological problems and then tried to 

help treat these accordingly. In one instance, the co-ordinator applied diagnostic 

assessment when she noted a boy who was too shy to participate in a clas,, 

discussion and who avoided playing with others in the schoolyard. Duriiig the 

physical education class, the pupil was placed into a team to help him socialize 
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with his fellow peers. 

There was another instance when all the pupils were shouting to gi,,, -e answers to a 

question put y the co-ordinator. This was interpreted by the co-ordinator as a 

situation where her pupils had to learn how to discuss in the classroom's social 

setting. This led the co-ordinator to organise a session to teach them to speak one 

at a time and not simultaneously. 

Having looked at the purposes and conduct of classroom assessment, remaining of C7 - 

this section examines what was assessed by the co-ordinator in the course of 

conducting classroom assessment. It also presents findings of any problems this 

co-ordinator faced during assessment and how she coped with these. When 

describing what was assessed, it is interesting to start with the leaming objectives 

pupils had to attain. It is worth mentioning that the content of assessments was 

officially pre-specified by the Ministry of Education and the Mauritius 

Examinations Syndicate. These competencies, which the pupil had to 

demonstrate after the end of an instructional process and which had to be 

observable and in principle testable, were broken for each teaching unit that pupils 

had to achieve and are described in detail within the curricula and the teacher's 

manual (Learning Competencies for All, 1992). 

Examples of learning competencies: 

English (Essential Learning Competencies): Pass a value judgement. 

Mathematics (Essential Learning Competencies): Interpret a pictograrn. 

French (Essential Learning Competencies): Allonger ou mccourcir une phmse. 

Environmental Studies (Essential Learning Coinpetencies): Interpret a minfall 
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histogram. 

It is obvious from the above that emphasis is placed on expressing the objectives 

in terms of detailed activity which is determined by the appropriate verb and the 

content. At no time was the co-ordinator found to be planning. teaching or Cý 

assessing non - core subjects like extra curricular activities. These findings were 

similar to those in the other three case study schools. The interest was on the four 

core subjects. This may be because these four core subjects are compulsory at the 

Certificate in Primary Education examinations. 

What sort of objectives did the teachers assess? For assessment purposes, it was 

observed that the co-ordinator at this school was more concerned with the four 

core subjects. 

Example: 

& Locate key words in a passage (English) 

0 Relate intemational time to GMT (Mathematics) 

0 Ponctuer une phrase en utilisant la virgule (French) 

0 List common uses of water (Environmental Sciences) 

The Learning Competencies for All document (1992) contains Essential Leaming 

Competencies and Desirable Learning Competencies. Sixty per cent of the 

competencies are ELCs while the remaining forty per cent are DLCs. 

At this school, the content of the learning competencies the co-ordinator wa,,, 

assessing could be generally classified as lower and higher level objectives of 4: ) 
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Bloom's (1956) taxonomy. That is, the teachers were assessing, objectives which C! 
were concerned with knowledge, comprehension, interpretation, analysis and 

judgement as the following examples show: 

Infer the meaning of important words in a passage (Higher level). 

Interpret a pie chart (Higher level). 

* Ecrire lisiblement en formant bien les lettres (Lower level). 

* Locate and name districts on a map of Mauritius (Lower level). 

This was the only case study school where EI-Cs and DI-Cs were being assessed. 

This is not surprising, since 70% of its pupils are ranked highly in the CPE 

examinations. 

There may be several hypothetical reasons for assessing a mixture of higher and 

lower level objectives. The first reason may be because the lower objectives were 

easy to assess. The second reason could be that the co-ordinator was aware of the 

strengths and weaknesses of her pupils and thirdly, because the co-ordinator 

believed that pupils should master the basics (Rowntree, 1977; Satterly, 1989; 

Airasian, 1994). 

This co-ordinator also assessed socio-affective behaviours. The term 'socio- 

affective behaviours, I is used in this thesis to indicate processes that observed 

teachers were applying for gathering information and evaluating pupils which are 

not directly associated with pupils' academic progress. 

Praising pupils' efforts was very common in the observed classes. This co- 
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ordinator tended to seriously appreciate a pupil's attempts to learn and to ýwrk 
towards the demands of the subject. Regarding weak pupils in particular. she was 

observed to be more lenient and to place more value on their effort than on those 

of the pupils regarded as intelligent. This is what she commented in a weak 

pupil's Arithmetic tasks: 

"I am very pleased because you have tried to complete all the exercises, Reema. I 

have given you a few extra marks because of the efforts you have put in. Let's 

hope you try even harder. " 

In another instance, the co-ordinator seemed to exert sharp criticism in a few cases 

where able but lazy pupils failed to attempt to improve their attainments. This is 

the comment in the copybook of an able but lazy pupil: 

"You can do better than this. You must try harder. What you have produced is 

not up to your standard". 

These comments point out first, the self-referenced assessments and second that 

the co-ordinator considered pupils' efforts as well. In another case, a nine-year- 

old boy of standard five was trying very hard everyday to write his spelling 

correctly. Bit by bit he improved his performance dramatically, in terms of his 

abilities. Eventually, after a few days, the co-ordinator asked him to write the 

day's spellings on the board and when he succeeded the co-ordinator praised him 

in front of the class and offered him a coin to buy sweets. When next week the 

researcher revisited that class, the co-ordinator told him that the particular pupil 

I was still continuing to put in a lot of effort and was progressing at a much hi,. -, her 
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level. 

This example indicates the role of extrinsic motivation which, for this young age. 

seems to work effectively (Satterly, 1989; Child, 1993). 

This co-ordinator made it clear the rules and regulations of the school and the 

class to her pupils. She said she made such statements from the first day the 

pupils come to school. It was also observed that this co-ordinator had a notice- 

board displaying in large bold letters a list of do's and don'ts of the class and the 

school. 

At this school, she was observed to be keeping the teaching flowing without long 

and frequent interruptions. She strived to maintain a smooth flow of instruction 

and she was constantly assessing and at the same time monitoring pupils' 

behaviour, as the following examples show: 

"Hands up if you want to speak" 

"Can you all pay attention, please" 

"There is a test going on in the next class. Can you leave quietly without making 

any noise " 

"What did Ijust say? ". 

This co-ordinator also told the pupils about the criteria expected of good work. In 

one instance, she told her pupils that the composition to be classified as very good 

Z7 should be neat, the handwriting legible and the ideas original. 



Overview 

In the first section of the conclusions, an outline of the findings in this case study 

is given in response to the research questions on classroom assessment. In the 

second section, the findings from the observation of the co-ordinator are 

presented. 

Responses of the Assessment Co-ordinator 

For the first research question "why do you do classroom assessment? ", the 

assessment co-ordinator said she did it for two main reasons: to provide feedback 

to the pupils and to diagnose the pupils' difficulties. 

How did she conduct classroom assessment? She said she did it by observing 

closely pupils' working and also by questioning the pupils at the end of a lesson to 

evaluate the instruction. 

The third research question put to her was the content of classroom assessment. 

What did she assess? She said she assessed product and mastery of basics. 

When the assessment co-ordinator was conducting classroom assessment, did she 

face any problems and, if so, what measures did she take to resolve them? She 

faced two problems: difficulty in assessing several pupils simultaneously and lack 

of time to assess all the pupils. To resolve the two problems, she planned a series 

of tests on topics to assess her pupils. 

The co-ordinator was also asked about the use and influence of the Leaming 
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Competencies document. She said that her teaching methods had been influenced 

by the use of the document and that she used it for planning her daily lessons and 

for diagnosing a pupil's strengths and weaknesses. 

The next section looks at the findings from observing the assessment co-ordinator. 

Did she do what she said she was doing? 

Summary of Observations of Co-ordinator. 

The co-ordinator felt the curriculum was moderately important to her planning but 

did not develop new tasks or assignments to co-ordinate with the curriculum 

requirements. Little evidence of adaptive strategies was observed. other than 

giving pupils more time for completing work and discussion. 

It was evident in the pupils' ability to articulate criteria for excellence that the co- 

ordinator used talk to demonstrate criteria specific to learning. However, her 

verbal interactions were fewer and followed a different pattern than all other case 

study co-ordinators. Normally, teachers ask questions, pupils reply and then the 

pupils' responses are followed by the teacher again. In this instance, pupils 

responded to other pupils' comments. These initiatives were very welcomed by 

the co-ordinator in small group and whole - class lessons. 

In this case study, the co-ordinator was an astute listener and observer. This 

provided the co-ordinator with a powerful assessment tool if she had been able to 

use her reflections about what she had observed to adapt her teLiching, and 

planning in response to it. The class discussions gave her good information on 



their conceptual understanding because she was able to facilitate talk bemeen 

pupils. It was evident that the co-ordinator made some use of modeling and 

guided practice, especially in teaching handwriting. It was also used in working I 
with Mathematics, especially in using manipulatives for computations and 

problem solving. She made little use of exemplars. At times, she showed a 

pupil's work to the class but she said in inter-view that she would never make her 

own product as an example for others to follow. 

The co-ordinator used workbooks as samples of pupils' achievement and as clues 

to the processes used to complete the work. Portfolios were not used for 

assessment purposes. The co-ordinator used portfolios only for summative 

purposes, despite a clear description in the school assessment policy of how 

portfolios could be used to encourage the pupils to self-evaluate their work and 

understand the criteria for achievement better. The co-ordinator used feedback to 

correct errors and specify achievement. Individually she gave feedback to pupils 

relating to the use of criteria for work or processes. There was, however, no 

evidence of feedback which connects new ideas to ones previously experienced, 

as seen in the practice of the school B co-ordinator. However, connections 

between ideas were made by pupils. This was possible because the co-ordinator's 

quiet manner and listening skills encouraged the pupils to react to others 

comments. The co-ordinator did not make use of standardised or performance 

assessments integrated into topics and teaching t: ý . 
She conducted informal 

observations but did not use anecdotal notes to support her ideas. The co- 

ordinator did make notes on reading progress but did not communicate the 

feedback to the pupils at the time. 
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Apart from providing feedback to her pupils, this co-ordinator conducted 

assessment to diagnose her pupils' psychological problems. 

At this school, the co-ordinator was concemed with the four core subjects: 

English, Environmental Sciences, French and Mathematics. She was observed to 

be assessing the higher and lower level objectives of Bloom's (1956) taxonomy. 

There may be several hypothetical reasons for teaching and assessing lower IeN, el 

objectives: easy to assess, stress on the basics or awareness of the strengths and 

weaknesses of the pupils by the co-ordinator. 

Socio-affective behaviours were also assessed by this co-ordinator. She was 

concerned about the efforts the pupils were putting in. She appeared to be lenient 

towards the weak pupils but exerted sharp criticism to able but lazy pupils who 

failed to attempt to improve their attainments. 

Not only did she make clear the rules and regulations of the school and the class 

but also made sure that the teaching was kept flowing without long and frequent 

interruptions. 

The only problem this co-ordinator faced during assessment was not having 

sufficient time to assess her pupils. During the living and non-living thin,,,.,,, 

session, she asked her pupils to do homework for the next day. 


