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The present report outlines the need to come up
with a set of standards that specifies Filipino
teachers’ competence on student assessment. In
the Philippines, the teachers’ competencies are
already specified in the National Competency
Based Teacher Standards (NCBTS) and one of the
components is assessment. However, there is a
need to identify further appropriate competencies
and microskills of teachers on student assessment.
When these assessment competencies are
specified, teachers are better guided in their
practice. The development of the competencies
recommended is described in four phases. In the
first phase, the competencies needs to be
identified though focus group discussions and
observations of teachers. The best practices in
assessment will be categorized based on the data
gathered. In phase 2, instruments will be
constructed to assess the competencies among
basic education and higher education teachers in
the Philippines. Three versions of the questionnaire
will be developed: self-assessment, as observed by
school administrators, and observed by students.
The third phase of the project recommends the
dissemination of the competencies, which will be
part of a training program in assessment for
teachers. The dissemination would involve teacher
training, seminars, and symposiums for public and
private school teachers. The last phase
recommended is the evaluation of the training
program that was implemented. The evaluation
model will follow the procedures of empowerment
evaluation. The final output of the project needs
to follow a set of standards of teacher
competencies on student assessment that teachers
adhere to. This will further develop teaching
standards in the Philippines.
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inistries of Education around the world
set specific standards for teachers’
competency. The teachers’ standards set
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specific expectations on how teaching is supposed to be practiced and in order to
produce good effects especially on improving students’ learning. The teaching
competencies also serve as benchmarks on how teaching should be done within a
specific scale of acceptable level. The teachers’ competency reflects the quality and
caliber of teachers of a country. Teaching competencies are defined as the level of
integration of knowledge, skills, and attitudes (Stoof, Martens, & Van Merrienboer,
2000). Teaching competencies are classified into different clusters. For example,
Korthagen (2004) classified teachers’ competencies into subject-oriented
competency, methodological competency, communicative/reflective thinking
competency, and organizational competency. In another model by Casey (1999)
teachers’ competencies are composed of the ability to collect, analyze, and organize
information, communicate ideas and information, plan and organize activities, work
with others and in teams, use mathematical ideas and techniques, solve problems,
and use technologies. Hong, Hornga, Lin, and ChanLin (2008) integrated several of
these teacher competencies into mental capability, value systems, interpersonal
skills, management ability, professional capability, and personality traits.

Majority of teacher competency models focus on an overall and broader
framework that contains the elements pertaining to standards that teachers should
attain in their teaching. There is a growing concern in studying more in-depth the
specific components of teaching standards such as teachers’ competency to assess
student learning. Teachers need to be more competent in the rigors of assessing
student learning to determine how effective their instruction is in developing student
targets. The development of assessment competencies depends on the kind of
experience and training that teachers receive in their preservice years (Cizek,
Fitzgerald, & Rachor, 1996). Plake and Impara (1999) found that teachers receive
little or no formal assessment training in the preparatory programs and often they are
ill-prepared to undertake assessment-related activities. The results of their study
indicate low levels of assessment competency for teachers. They further explained
that the education community needs to recognize that teachers are ill-equipped to
successfully undertake students’ assessment as one of the most prevalent activities of
their instructional program. Consistent results were found by Schafer and Lissitz
(1987) that teachers are not well-prepared to conduct accurate classroom assessment
that includes proper concepts, test construction principles, and test use. Impara,
Plake, and Fager (1993) in their survey found that majority of teachers agree that
teacher-developed assessment information should be used extensively to enhance
instruction. However, majority of them also tend to agree only in the idea that
standardized test information should be used extensively to enhance instruction. This
reflects the teachers’ lack of information and utility for standardized tests. Majority
of the teachers also indicated that they are only somewhat interested in becoming
more proficient in interpreting test scores and in student assessment in general. Their
lack of interest to become proficient in interpreting test scores explains their poor
performance in this area. In the same way, Plake (1993) in a national survey for
teachers reported that their best area of performance was on “administering, scoring,
and interpreting test results” and the lowest performance was on “communicating
test results.” Plake (1993) further recommends inservice materials for teacher
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training to include standards of assessment. These findings are consistent with
Stiggins (1995) that in the previous century the educators are not very knowledgeable
enough about sound assessment. Teachers and administrators are poorly prepared to
face the increasing challenges of classroom assessment.

On a positive note, some of the improvement in the standing of educators in
the process of educational assessment includes the creation of school assessment
programs. Ministries of education in other countries came up with their national
assessment frameworks. One of the most important accomplishments in educational
assessment for further development was the creation of a specified set of classroom
assessment competencies for teachers developed by the National Council on
Measurement and Evaluation (NCME), American Federation of Teachers, and the
National Education Association (NEA). However, these sets of specific standards on
assessment competencies for teachers are only present for a few countries (e. g.,
USA, New South Wales, New Mexico). In the Philippine setting, the set of teacher
competencies are stated as one of the domains of the National Competency Based
Teaching Standards (NCBTS). However, there are no specific competencies specified
on the rigors of classroom and educational assessment. There should be an initiative
to focus teaching competencies on standards of conducting proper assessment.
Stiggins (2002) noted that if a country targets to maximize their students’
achievement, they must pay greater attention to the improvement of classroom
assessment.

Having a set of assessment standards for teachers sets better practice of
proper classroom assessment. Teachers then develop the consciousness of knowing
students’ progress and improvement of their teaching. A more specific framework
describing in detail the assessment competencies of teachers should be drawn which
eventually will serve as a benchmark to monitor whether or not teachers are able to
deliver quality assessment of student learning.

National Competency-Based Teaching Standards

The assessment standards for teachers in the Philippine setting are
incorporated in the National Competency Based Teaching Standards (NCBTS). These
competencies were created to set standards on a set of behaviors, attitudes and skills
that each teacher must have. These standards enable teachers to carry out better
performance on their teaching. The NCBTS is anchored on the core values of Filipino
teachers, and the principles of effective teaching and learning. There are seven
domains that serve as indicators of teachers’ performance (The National Competency-
Based Teachers Standards, p. 2):

(1) Social Regard for Learning. Teachers as positive role models. Describes the
social interaction of teachers with students. There is only on subdomains that include
the teacher’s actions demonstrating value for learning.

(2) Learning Environment. Providing a social, psychological and physical
environment within which all students, regardless of their individual differences in
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learning, can engage in the different learning activities and work towards attaining
high standards of learning. The subdomains include (2.1) The teacher creates an
environment that promotes fairness, (2.2) The teacher makes the classroom
environment safe and conducive to learning, (2.3) The teacher communicates higher
learning expectations to each learner, (2.4) The teacher establishes and maintain
consistent standards of learners’

behavior.

(3) Diversity of Learners. Teachers can facilitate the learning process even
with diverse learners, by recognizing and respecting individual differences and by
using knowledge about their differences to design diverse sets of learning activities to
ensure that all learners can attain the desired learning goals. The subdomains include:
(3.1) the teacher is familiar with learners’ background knowledge and experiences,
(3.2) the teacher demonstrates concern for holistic development of learners.

(4) Curriculum. All elements of the teaching-learning process that work in
convergence to help students understand the curricular goals and objectives, and to
attain high standards of learning defined in the curriculum. These elements include
the teacher’s knowledge of subject matter and the learning process, teaching-
learning approaches and activities, instructional materials and learning resources. The
subdomains include (4.1) the teacher demonstrates mastery of the subject, (4.2) the
teacher communicates clear learning goals for the lessons that are appropriate for
learners, (4.3) the teacher makes good use of allotted instructional time, (4.4) the
teacher selects teaching methods, learning activities and instructional materials or
resources appropriate to learners and aligned to objectives of the lesson.

(5) Planning, Assessing, and Reporting. The alignment of assessment and
planning activities. In particular, the dimension focuses on the use of assessment data
to plan and revise teaching-learning plans; integration of assessment procedures in
the plan and implementation of teaching-learning activities, and reporting of the
learners’ actual achievement and behavior. The subdomains include: (5.1) The
teacher communicates promptly and clearly the learners’ progress to parents,
superiors and to learners themselves, (5.2) the teacher develops and uses a variety of
appropriate assessment strategies to monitor and evaluate learning, (5.3) the teacher
monitors regularly and provides feedback on learners’ understanding of content.

(6) Community linkages. The ideal that classroom activities are meaningfully
linked to the experiences and aspirations of the learners in their homes and
communities. Thus, this domain focuses on teachers’ efforts directed at strengthening
the links between schools and communities to help in the attainment of the curricular
goals. There is only one subdomain, that is, the teacher establishing learning
environments that respond to the aspirations of the community.

(7) Personal Growth and Professional Development. Emphasizes the ideal
that teachers value having a high personal regard for the teaching profession, concern
for professional development, and continuous improvement as teachers. The
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subdomains include: (7.1) The teacher takes pride in the nobility of teaching as a
profession, (7.2) the teacher builds professional link with colleagues to enrich
teaching practice, (7.3) the teacher reflects on the extent of the attainment of
students’ learning goals.

Limitations of the NCBTS

The NCBTS in the Philippines presents a broad framework on the standards of
teaching, but the specific assessment competencies of teachers are limited. The
limitations further justify the need to identify further the important classroom skills
that teachers need to posses in order to build and improve on student learning. The
following are the specific limitations of the NCBTS in terms of the domain on
assessment.

The fifth domain of the NCBTS on planning, assessing, and reporting are not
stated as competencies. The framework for the teacher standard is called a set of
competencies but the dimensions do not specify competencies. The underlying
dimensions are rather areas of education that are practiced by the teacher. More
specifically, planning, assessing, and reporting are educational activities done by the
teacher. Competencies are capacity of teachers to carry out and perform properly
their knowledge, skills, and behavior (Raven & Stephenson, 2001). Specific
competencies for teachers would be effective documentation of plans, effective
implantation of plans, state objectives clearly, logically match objectives with
assessment skills, etc. Competencies need to have relatively enduring characteristics
to fulfill and target better performance (Shippmann et al., 2000).

The concepts of planning, assessing and reporting can be independent or
subsumes each other. It is not logical on certain occasions to put together the areas
of planning, assessing, and reporting. Educational planning involves stating goals,
identifying activities to implement goals, and most commonly would require a larger
aspect of assessment, which is evaluation. The concept of reporting is one specific
activity of assessment. Both planning and reporting can be part of assessment but
they were placed and stated in an even level in the domain. The name of the domain
could have been more descriptive of the assessment standard rather than activities of
assessment placed side by side.

The domain on planning, assessing, and reporting are limited to procedural
knowledge. Knowledge, according to Anderson and Krathwohl (2000), need to be
holistic and not be limited to some knowledge dimensions. Such competency should
also include factual, conceptual, and metacognitive knowledge integrated with
cognitive skills. The specific strands of this dimension include communicating
promptly, using a variety of assessment, and regularly monitoring are all procedural
knowledge. The strands could have further included other knowledge dimensions.

The underlying strands of assessment in the NCBTS do not capture the ideals
of assessment literacy. The assessment literacy was defined by Paterno (2001) as the
“the possession of knowledge about the basic principles of sound assessment practice,
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including terminology, the development and use of assessment methodologies and
techniques, familiarity with standards of quality in assessment...and familiarity with
alternative to traditional measurements of learning.” Furthermore, Stiggins (1995)
involve teachers knowing the difference between sound and unsound assessment.
Teachers that are assessment literate are not intimidated by the daunting technical
world of assessment. Stiggins (1991) established four standards of assessment literacy:
(1) Assessment comes with a clear purpose, (2) focusing on achievement targets, (3)
selecting proper assessment methods, and (4) sampling student achievement. The
stands of the fifth dimension of the NCBTS on assessment only captured the third
standard of assessment literacy. There should be an effort to include the other three
aspects of assessment literacy into the standard.

Standards for Teacher Competence in Educational Assessment of Students

Other countries have already advanced on specifying the assessment
competencies of teachers. This includes the United States where the National Council
on Measurement and Evaluation (NCME), American Federation of Teachers, and the
National Education Association (NEA) joined together to set the “Standards for
Teacher Competence in Educational Assessment of Students.” This set of standards
was developed in order to fully realize the benefits of student assessment and address
the problem of inadequate training of student assessment. There were seven
principles drawn in the standards (AFT, NCME, & NEA, pp. 1-2):

1. Teachers should be skilled in choosing assessment methods appropriate
for instructional decisions. Skills in choosing appropriate, useful, administratively
convenient, technically adequate, and fair assessment methods are prerequisite to
good use of information to support instructional decisions. Teachers need to be well-
acquainted with the kinds of information provided by a broad range of assessment
alternatives and their strengths and weaknesses. In particular, they should be familiar
with criteria for evaluating and selecting assessment methods in light of instructional
plans.

2. Teachers should be skilled in developing assessment methods appropriate
for instructional decisions. While teachers often use published or other external
assessment tools, the bulk of the assessment information they use for decision-making
comes from approaches they create and implement. Indeed, the assessment demands
of the classroom go well beyond readily available instruments.

3. The teacher should be skilled in administering, scoring and interpreting
the results of both externally-produced and teacher-produced assessment
methods. It is not enough that teachers are able to select and develop good
assessment methods; they must also be able to apply them properly. Teachers should
be skilled in administering, scoring, and interpreting results from diverse assessment
methods.

4. Teachers should be skilled in using assessment results when making
decisions about individual students, planning teaching, developing curriculum, and
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school improvement. Assessment results are used to make educational decisions at
several levels: in the classroom about students, in the community about a school and
a school district, and in society, generally, about the purposes and outcomes of the
educational enterprise. Teachers play a vital role when participating in decision-
making at each of these levels and must be able to use assessment results effectively.

5. Teachers should be skilled in developing valid pupil grading procedures,
which use pupil assessments. Grading students is an important part of professional
practice for teachers. Grading is defined as indicating both a student's level of
performance and a teacher's valuing of that performance. The principles for using
assessments to obtain valid grades are known and teachers should employ them.

6. Teachers should be skilled in communicating assessment results to
students, parents, other lay audiences, and other educators. Teachers must
routinely report assessment results to students and to parents or guardians. In
addition, they are frequently asked to report or to discuss assessment results with
other educators and with diverse lay audiences. If the results are not communicated
effectively, they may be misused or not used. To communicate effectively with others
on matters of student assessment, teachers must be able to use assessment
terminology appropriately and must be able to articulate the meaning, limitations,
and implications of assessment results. Furthermore, teachers will sometimes be in a
position that will require them to defend their own assessment procedures and their
interpretations of them. At other times, teachers may need to help the public to
interpret assessment results appropriately.

7. Teachers should be skilled in recognizing unethical, illegal, and otherwise
inappropriate assessment methods and uses of assessment information. Fairness,
the rights of all concerned, and professional ethical behavior must undergird all
student assessment activities, from the initial planning for and gathering of
information to the interpretation, use, and communication of the results. Teachers
must be well-versed in their own ethical and legal responsibilities in assessment. In
addition, they should also attempt to have the inappropriate assessment practices of
others discontinued whenever they are encountered. Teachers should also participate
with the wider educational community in defining the limits of appropriate
professional behavior in assessment.

The AFT, NCME, and NEA crafted the assessment standards for teachers in
order to address the statewide improvements in the United States. However, a
specific set of standards needs to be crafted in the Philippines setting considering
that there are also some immediate concerns on educational assessment that need to
be improved. Today, the status of classroom and educational assessment can be
indicated by the performance of teachers in the Licensure Examination for Teachers
(LET) reported by the Philippine Regulation Commission (PRC). There are no other
national data that would provide a description on the status of assessment among
teachers especially in terms of their competency related to classroom practice. Some
reports would indicate the growth of testing and movement to non-traditional forms

M |SSN 2094-1412, PEMEA, July 2013



The Assessment Handbook, Vol. 10, 2013 49

of assessment in the Philippine setting (Magno & Gonzales, 2011). The development of
different assessment approaches and promotion of assessment in the Philippines can
be carried out by professional associations in assessment (Magno, 2010). There are
also some reports on the teaching of assessment programs for learning should be
conducted in teacher education programs in the Philippines (Crisostomo, 2012).
However, data on the actual performance of in-service teachers need to be sought in
order to identify specific initiatives to improve the classroom assessment practice in
the country. Crafting specific assessment competencies for Filipino teachers allows
the measurement of the important skills needed in the practice of assessment.
Appropriate initiatives can then be decided to improve teaching and learning.

The Present Report

The present report outlines a recommended method composed four-phases.
The first phase of the project describes the identification the assessment
competencies of teachers through a series of focus group discussions and interviews
employing qualitative cluster analysis. The second phase describes the measuring
tools that need to be developed to assess the standards set. The tool will have a
version on teachers’ self-assessment, student ratings, and peer review. The third
phase should include a promotion of the standards of student assessment across the
country. A recommended program needs to be created based on the results of the
assessment conducted. The program developed should include the training of
teachers, administrators, and assessment specialists on the assessment competencies
developed. The effectiveness of the training program needs to be further evaluated
using empowerment evaluation in the last phase of the project.

Phase 1: Identifying Assessment Competencies of Teachers

The main goal of phase 1 is to identify the specific competencies for Filipino
teachers. The scope of the competencies that will be identified can be limited for
basic education teacher (K to 12). The competencies can be identified through focus
group discussions and classroom observations of teaching and assessment. The major
output for phase 1 is a set of assessment competencies for teachers in basic education
in the Philippines.

A workshop can be organized inviting measurement specialists, school
administrators, and teachers. In the workshop, the purpose of the study needs to be
described to the participants. The mechanics of the FGD can also be described. The
participants can be grouped and then they can accomplish the FGD guide consisting of
a series of prompts that they need to answer. Their answers should reflect the
current practice of assessment, best practices specific to assessment, what should
assessment be like, and description of a teacher who is good in assessment. The
responses can be written in metacards that will be posted. The responses that are
similar can be integrated. The responses following the same pattern can be clustered
together. The clusters of the three groups can be presented to all the participants
and then they can be integrated. The clusters indicating the competencies and
standards in classroom assessment can be reviewed by experts. The same procedure
can be done in the three major islands in the Philippines: Luzon, Visayas, and
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Mindanao. This ensures that the responses and perspectives are covered in a national
sample.

The responses from the FGD can be verified through a series of classroom
observations. The clusters from the FGD can be made into a checklist. The checklist
can be used as the observation tool. A sample of schools in Luzon, Visayas, and
Mindanao can be obtained to use the checklist for observation. The number of schools
can be balanced for public and private schools for each major island.

Phase 2: Measuring the Assessment Competencies of Teachers

The purpose of conducting phase 2 of the study is to come up with three
versions of a measuring tool to assess the assessment competencies of teachers. The
clusters in phase 1 will serve as the framework in drawing the items for the
assessment tool. The assessment tool with have three versions: self-assessment,
ratings from students, and peer review. The items need to be reviewed by experts in
teacher performance assessment. The major outputs for phase 2 of the project are
three versions of the instrument to assess teachers’ performance on assessment. The
reliability and validity of the scales needs to be reported. The results for phase 2 can
serve as the status of teachers assessment competencies in the Philippines.

Self-assessment. The self-assessment tool will be a self-report measure of the
teachers perception of their own assessment practice. The items will be stated as
self-reference for the teachers. The scale will use a four-point Likert scale where the
teachers will indicate their degree of agreement and disagreement in each item. A
total of 1000 teachers need to be selected to use the self-assessment across public
and private schools in the Philippines.

Ratings from Students. A rating scale for high school and grade school students
needs to be devised. The statements in the items are made relevant in the vocabulary
level of the target respondents. The items are limited to what the students can
observe in the assessment practices of the teachers. A total of 1000 classes can be
given the rating forms and each student will rate a specific teacher based on how well
are the teacher’s assessment practices. The items should be reviewed by grade school
and high school teachers respectively for each form. The classes of the teachers who
answered the self-assessment can be included as the respondents.

Peer Review. An analytical rubric should be created to assess how well
teachers are in their assessment practices. The criteria in the rubric are the specific
competencies identified in phase 1 of the study. The items and descriptors of the
rubric should be reviewed by experts in rubric construction. For the pilot testing of
the rubric, two raters are assigned to observe the teacher who participated in
answering the self-report. The observation can be limited to the assessment practices
conducted inside and outside of the classroom. The raters are trained how to conduct
proper observation.
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Reliability. The internal consistency of the items should be determined using
the Cronbach’s alpha. Both person and item reliabilities should also be identified
through the polytomous Rasch Model.

Validity. The factorial validity of the scales needs to be established using
Confirmatory Factor Analysis (CFA). The factor structure will depend on the number
of clusters that will be formed in phase 1 of the study. The model needs to be tested
for fit using the chi-square, RMSEA, CFl, GFI, NFI, and TLI.

The acceptable items can be determined using the polytomous Rasch model.
The MNSQ of the infit will be reported and the acceptable band of fit will be used.
The item difficulty can also be determined through the logit measures and
examination of the item map. Measurement accuracy can also be determined through
areas covered by the Test Information Function. The appropriateness of scale
calibration can be determined through the step functions that will be generated.
Decisions on the revision of items will depend on the infit measures and the location
of extreme items in the item map.

Phase 3: Promoting and Training Teachers on Assessment Competencies

A training program should be created based on the results of phase 2 in the
study. The training program has a general purpose of (1) promoting the assessment
standards for teachers, (2) how to accomplish the assessment standards, and (3) to
improve the actual practice of assessment. The intervention program will consist of
seminars, workshops, and school consultations on the assessment standards. A copy of
the assessment competency standards will also be disseminated to teachers, school
administrators, and assessment specialist. The assessment competencies will be part
of the Teacher Performance and Development Framework (TPDP) as endorsed and
implemented by the National Education Testing and Research Center (NETRC) and the
Philippine Educational Measurement and Evaluation Association (PEMEA).

Phase 4: Evaluating the Impact of the Assessment Competencies Framework

The effectiveness of the training program should be evaluated using an
empowerment evaluation model. Empowerment evaluation tries to understand what
is going on in a situation from the participant’s own perspective as accurately and
honestly as possible and then proceed to improve it with meaningful goals and
strategies and credible documentation (Fetterman, 2002).

The objectives of the evaluation would be:

(1) How well did the teachers integrate the competencies in their classroom
assessment practices?

(2) Is there improvement in the classroom assessment practices of the
teachers?

(3) What possible improvements can be made in the training of teachers on
their assessment competencies?
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(4) What other training areas would the teachers need to further improve their
assessment competencies?

(5) What other assessment competencies could be added in the present set of
standards?

The following are the procedures undertaken for the empowerment evaluation
following the guidelines of Fetterman (2002, p. 90):

(1) Establishing a mission or vision statement about the program.

(2) Taking stock, involves identifying and prioritizing the most significant
program activities. Then program staff members and participants rate how well the
program is doing in each of those activities, typically on a 1 (low) to 10 (high) scale,
and discuss the ratings.

(3) Charting a course for the future by establishing goals, specifying strategies,
and agreeing on credible evidence or documentation. This third step is really a
blueprint for the future. It establishes a specific direction for the group and organizes
and galvanizes their efforts. It also launches them into a research and evaluation
model, in which self-reflection is automatic and routine.
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