}0OgpUEH JUBWISSASSY dY L

€102 AInl‘OT awnjop

The Assessment

Philippine Educational Measurement and Evaluation Association

ISSN 2094-1412




The Assessment Handbook, Vol. 10, 2013 |

The Assessment Handbook is one of the official publications of the Psychometrics
and Educational Statistics Division of the Philippine Educational Measurement
and Evaluation Association. The journal publishes articles that are related in
assessment, evaluation, measurement, psychometrics, psychological testing and
statistics. The journal is international, referred, and abstracted. The journal is
presently abstracted/indexed in the Asian Education Index, Social Science
Research Network, Google Scholar, Open J-Gate, and NewJour.

Copyright © 2013

Philippine Educational Measurement and Evaluation Association
Lasallian Institute for Development and Educational Research
De La Salle University

2401, Taft Avenue, Manila, Philippines

The articles of The Assessment Handbook is open access at:
http://sites.google.com/site/theassessmenthandbook/home

Publication Division
Philippine Educational Measurement and Evaluation Association
http://www.pemea.org

i 1SSN 2094-1412, PEMEA, July 2013


http://sites.google.com/site/theassessmenthandbook/home
http://www.pemea.org/

The Assessment Handbook, Vol. 10, 2013 i

THE EDITORIAL ADVISORY BOARD

Rose Marie Salazar-Clemena, Professor Emeritus, De La Salle University-Manila,
Philippines

Alexa Abrenica, De La Salle University-Manila, Philippines

Ma. Letticia Azusano, Asian Psychological Services and Assessment, Inc.

Shu-ren Chang, Department of Testing, American Dental Association, USA

Leonore Decencenteo, Center for Educational Measurement, Inc.

Jimmy dela Torre, Rutgers University, USA

Karma El Hassan, Office of Institutional Research and Testing, American University
of Beirut, Lebanon

John Hattie, University of Melbourne, Australia

Jack Holbrook, University of Tartu, Estonia

Anders Jonsson, Malmo University, Sweden

Tom Oakland, University of Florida, USA

Jose Pedrajita, University of the Philippines - Diliman, Philippines

Timothy Teo, The University of Auckland, New Zealand

Milagros Ibe, University of the Philippines - Diliman, Philippines

Marie Ann J. Sunga-Vargas, University of Santo Tomas, Philippines

Belen Chu, Philippine Academy of Sakya, Philippines

THE EXECUTIVE EDITOR

Carlo Magno, De La Salle University-Manila, Philippines

THE ASSOCIATE EDITORS

Richard Gonzales, Development Strategies International Consulting, Philippines
Ryan Francis Cayubit, University of Santo Tomas, Philippines
Marcos Lopez, Centro Escolar University, Malolos, Philippines

i 1SSN 2094-1412, PEMEA, July 2013



The Assessment Handbook, Vol. 10, 2013 iii

THE ASSESSMENT HANDBOOK
Volume 9, December 2012

http://sites.google.com/site/theassessmenthandbook/home

Articles

24

33

42

Alternative Assessments and Teacher Readiness in the Philippine K to
12 Educational System
Raymund G. Endriga

Developing Standards for Assessment Competencies of Filipino
Teachers
Christine Joy Atotubo-Ballada

Standards-Based Assessment of Student Learning: A Reality Check
Ma. Roxanne B. Ibalobor

Integrating the Critical Aspects of Formative Assessments in Philippine
High School
William B. Ongsitco

Standards of Teacher Competence on Student Assessment in the
Philippines
Carlo Magno

i 1SSN 2094-1412, PEMEA, July 2013


http://sites.google.com/site/theassessmenthandbook/home

The Assessment Handbook, Vol. 10, 2013 1

Alternative
Assessments and
Teacher
Readiness in the
Philippine K to 12
Educational
System

Raymund G. Endriga
De La Salle University,
Manila, Philippines

The Philippine educational system is at its
transition point. With the K to 12 reform agenda
being piloted already in Grade 1 and Grade 7,
concerns and issues on the day-to-day
implementation inside the classroom has started to
arise. The learner-centered approach to instruction
and assessment, being the framework upon which
the K to 12 curriculum is carried out, utilizes
alternative forms of assessments to measure its
expected learning outcomes. The diversion from
traditional assessments to its alternative forms
poses teacher readiness issues that could affect
teacher efficacy. This paper aims to present
certain concerns on alternative assessments as
have and would be encountered by teachers
engaging in the K to 12 process. The paper is not
an actual study but relates to actual observations
as the educational reform agenda evolves. The
observations presented are supported by studies
done by experts in order to make the presentation
of the concerns more valid.

Keywords: alternative assessment, assessing
students, assessment standards, assessment in K to
12

ith the introduction of the Understanding

by Design teaching framework and the K

to 12 curricular reform in the Philippine

basic educational system, the efforts in

assessments have been diverted from a
traditional set up to a more learner centered
approach of alternative assessments. As such,
teachers of both public and private schools have
been subjected to orientations and short-term
periodic seminar workshops in hopes of actually
preparing themselves for the demands of the
curricular transition.  After the pilot year of
implementation of the K to 12 curriculum in the
Philippines for Grade 1 and Grade 7 in academic
year 2012 - 2013, it seems that much has yet to be
determined as far as the efficacy of such change in
assessment style is concerned to Filipino students.
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Although, it could be anticipated that much of the expected effects can partly stem
from the teachers’ capacity and ability to think and create appropriate alternative
assessments that would showcase the students’ acquired knowledge and skills that go
beyond the facts and procedures stated in textbooks. Needless to say that the
teachers’ readiness to engage in the K to 12 transition and its entire process, to
include assessment development and implementation, play a very crucial role in its
success. It is from this premise that | shall review some teacher issues related to the
employment of alternative assessments and the challenges that a teacher under the
early years of the Philippine K to 12 curricular reform might confront while preparing
quality assessments for his or her students.

The Philippine K to 12 Basic Education Background

As the Department of Education explains it, the proposal to have a 12-year
basic education system in the Philippines has long been there since the 1920’s.
However, the consideration to push through with it has not been entertained until the
time of President Benigno Simeon Aquino Il when the gripping reality of our country’s
educational status, as compared to other nearby Asian countries and the world,
presented certain issues such as low ratings in national tests, low international Math
and Science rankings and substandard international perspective and acceptance due
to the lack of educational years. Thus, the Philippine K to 12 Educational Program was
instituted having a mandatory Kindergarten, 6 years of Elementary education, 4 years
of Junior High School and 2 more years of Senior High School (DepEd, 2012).

The K to 12 Curriculum

The Department of Education highlighted a revised curriculum for both
Elementary and High School for the K to 12 Program. The enhanced curriculum boasts
of a spiral approach to its design where the same concepts are built on in increasing
sophistication and complexity from Grade 1 to Grade 12. The desired outcomes are
now defined by content standards and performance standards which allow students to
display their learning as identified in the areas of Science, Mathematics, English,
Filipino, Mother Tongue, Araling Panlipunan, Edukasyon sa Pagpapakatao, Technology
and Livelihood Education, Music, Arts, Physical Education and Health. It is also
foreseen that modules in the different subject areas will be employed utilizing more
self directed materials that could lead to more independent and collaborative
learning (DepEd, 2012).

The K to 12 Assessment

Assessment is vital in any educational program. The K to 12 curriculum also
spelled out a holistic assessment process, which is guided by the set content and
performance standards. Several levels of assessments are involved in each of the
subject areas to gauge a student’s ability and capability. To wit, the knowledge level
refers to the acquisition of content facts and information; the process level displays
performance of the facts and information as one builds on his or her understanding;
understanding level, on the other hand, allows a student to present his or her learning
in a particular subject content through the enduring big ideas and generalizations;
lastly, the product and performance level paves the way to showcase real life
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applications as displayed in the various authentic tasks done by the student. Each of
the assessment level is measured accordingly: 15% for knowledge, 25% for process, 30
% for understanding and another 30% for product and performance (DepEd, 2012).

Since the expected outputs are skills and standards based, the grading system
for the K to 12 Program is also reflective of the performance produced. The
assessments are valued as beginning where the student has not yet acquired the basic
knowledge needed in process of understanding; developing tells the stake holder that
the student has acquired the minimum basic learning but not sufficient enough to
perform an authentic task, thus needing a lot of assistance; the approaching
proficiency level describes the acquisition of the basic knowledge and the capacity to
transfer his or her learning towards an authentic task with minimal help from the
teacher or a peer; the proficient level is a notch higher where the student has
developed the basic knowledge already and can transfer independently his or her
learning to authentic tasks; the last skill grading is the advanced level where the
student has developed competencies beyond the basic knowledge and has the ability
to make use of his learning automatically and flexibly to any given authentic situation
(DepEd, 2012).

Alternative Assessments and the K to 12 Program

An alternative assessment is any non-standardized, non-traditional,
constructivist based test given to a student which aims to measure particular
knowledge and skills that are, most of time, not captured in regular assessment
methods (Merritt, 2008) such as the usual short answer supply type or multiple choice
pen and paper tests. This form of assessment may range from simple graphic
organizers and logs to portfolios and exhibitions to complex performance and
authentic assessments. From the process of knowledge and skill scaffolding until the
time the understanding is transferred towards real life applications, the K to 12
Program actually promotes the perusal of alternative assessments in lieu of the
traditional forms. The Department of Education even encourages schools to have its
own culminating activity every quarter to showcase the products created and
performances done by the students as all of these things are considered as valuable
evidences of learning (DepEd, 2012). The framework utilized in the implementation of
the K to 12 Program inside the classroom is actually based on the Understanding by
Design concept by Wiggins and McTighe (n.d.).

This approach to teaching uses the backward design where the goals are
defined by the content and performance standards initially, followed by identifying
the assessments and evidences that would demonstrate the understanding then, later
on, plan out the scaffolding activities necessary to answer the essential questions and
generalize the enduring big ideas. The Understanding by Design classroom, like the
envisioned K to 12 classroom, is noted to be of the constructivist kind where students
are more engaged in developing their knowledge and creating their own
understanding. As such, various methodologies as well as assessment strategies are
needed by the teacher to achieve a classroom that has more student learning than
teacher teaching (Loeser, 2008).
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Issues on Alternative Assessments

Though teachers in the Philippine setting has started to take note and open
their doors to alternative assessments, especially with the K to 12 Program now in
place, it is not by far that the common issues encountered by countries more
advanced in educational ranking than the Philippines are also the same ones that the
Filipino teachers are now battling with as they continue to cope up and align
themselves towards the achievement and success of the K to 12 educational reform.

Baker, in the CRESST Report 772 in 2010, enumerated some items that raise
concerns that | do believe, through experience, are also met by the Filipino teachers
as they explore the alternative forms of assessments.

Need for Clearer Definitions of Alternative Assessments. If one were to look
at the big umbrella of these kinds of assessments, it would be plain and simple to say
that alternative assessments are any of the informal, classroom based, qualitative
assessments (Janisch, Liu & Akrofi, 2007), which do not use the usual pen and paper
test. However, alternative assessments have almost always been synonymous with
authentic assessment, performance assessment and portfolio as well. In the process
perspective, all of the above-mentioned types connote a similar multistep and
complex task production, which is actually a main criterion for alternative
assessments. So how does one differ from the other? What are the parameters of
using each? When is the right time to require each one? Does each have a certain
format to follow? These questions need to be clarified as one poses a clearer picture
and meaning of alternative assessments and its types.

Need to Identify Standard Procedures in Developing Alternative
Assessments. Confusion may arise as one teacher tries to formulate a problem,
project or perform a task, as there are various ways on how to go about it.
Furthermore, at the very core of the development, certain questions need to be
clarified from the beginning: what is being assessed and what is the purpose of the
assessment? The answers to these inquiries need to be understood explicitly by the
teacher so as to ensure the appropriateness of the assessment to be given for a
particular target content. The lack of knowledge in developing alternative
assessments has also been cited as a dilemma in the paper of Sasmaz Oren, Ormanchi
and Evrekli in 2011.

Need to Review Rubrics for Rating. Generating the rubrics to be used for a
certain alternative assessment is already a problem on its own. Which would be more
efficient to use, an analytic rubric or a weighted rubric? What is more appropriate to
use, a standard rubric or a checkbric? What criteria should be included in the rubric?
Will one teacher have the same interpretation of the same criteria as another
teacher? Having a common standard criterion for a particular task or activity may
lessen the questions but it still may not erase the issue of reliability and equity. If a
particular task has an inter-rater component, will all raters have the same
perspective of the criteria and descriptor as they rate the actual performance or
product? The question of the existence of high-level subjectivity in the usage of
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alternative assessments has also been raised (Sasmaz Oren et al., 2011). Sasmaz Oren
et al., 2011 also cited a very important finding that can be included in the list of
issues earlier presented by Baker (2010).

Need for more time. Truly, the implementation of alternative assessments
may eat too much time. Findings in the Sasmaz Oren et al., (2011) study has been
consistent in both Elementary and High School. The completion of a complex task or
performance starts out with planning and ends with the actual created or displayed
product. As compared to the traditional assessments that could be done in one sitting,
those assessments at the understanding and product or performance level may
consume more time as expected. Even the formulation of appropriate alternative
assessments as deemed necessary by the teacher may also take time. By observation,
this is also a common problem that the teachers in our institution have experienced as
they piloted the K to 12 Program.

Janisch et al., in 2007 included the following as concerns in the
implementation of alternative assessments:

Need to Look Beyond Test Scores. School administrators and directors are
almost always preoccupied by test scores especially when we are talking about
external normative tests. Those examinations that would put the institution in a
particular mark or standing among competitor schools will create tunnel visions for
them. Though it is understandable why it is necessary to get excellent scores, the
focus of assessment may not become consistent with its purpose. As evidenced by
current examinations, there still seem to be some misalignment as far as instruction
implementation in schools and construction of national tests are concerned. Most
questions, as of the moment, are still factual and knowledge based as compared to
skills based and problem oriented instruction in the classroom. If pushed by school
administrators, teachers may be forced to go back to traditional teaching and
assessment where book based instruction is given priority rather than its application
to the real world. We are all still looking forward that such disparity between
instruction and assessment will be addressed as we progress in the K to 12 Program so
as not to compromise good practice in the teaching learning process.

Need to Motivate Students. Students, at this point of the K to 12 Program, are
still in the transition where they are used to teacher directed activities. Alternative
assessments push them to have self-initiative and self-reliance. Alternative
assessments exert effort to make students think critically and reflect. Thus, teachers
need to take time and plan out carefully how to involve and motivate his or her
students in order to make them realize the importance of taking responsibility for
their own learning as the learner centered teaching employs.

Making Most Out of Alternative Assessments

The items mentioned above are but some of the issues and concerns that one
can look at during this initial stage of K to 12 Program implementation. Though much
is yet to be polished, we could not discount the fact that alternative assessments do
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have its own advantages as applied by teachers in their respective classrooms. As
discussed by Merritt in 2008, alternative assessments provide students with a more
authentic way of relating tests and the real world. Real life skills needed to perform
the authentic task are developed allowing students to collaborate and engage in more
active roles. Higher order thinking among students is enhanced by each performance
permitting creativity, resourcefulness and flexibility to be demonstrated in its full
capacity.

Teachers, on the other hand, are given the opportunity to be facilitators of
learning (Merritt, 2008). Unlike the traditional teacher who is burdened of being the
primary source of information and knowledge inside the classroom, teachers in the K
to 12 set up using alternative assessments serve only as a coach and mentor allowing
students to explore as they discover and develop their own understanding. Likewise,
observations of the simulated performances allow them to gather a wide range of
student-covered competencies that could capture student growth and development
over time. The data gathered serves as immediate feedback to which the teacher can
respond by aligning his or her lessons and assessments accordingly.

Teacher Readiness to Engage in Alternative Assessments under the K to 12
Program

After the first year of K to 12 implementation in all public schools and some
private schools in the Philippines, the question of how ready are the teachers to
engage in the changes in instruction and assessment still floats. Are teachers willing
to embrace and accept the challenges presented during the transition of the program
and the years after? Will the resistance be an issue of the usage of alternative
assessments or will it be more of the K to 12 Program per se?

Though there is still no or limited actual study done on teacher readiness on
the use of alternative assessments in the Philippine setting, it was noted in a foreign
study that teachers seem to see, in general, significant advantages in the utilization
of alternative assessments and think that such approach contribute to the
development of student learning as they enjoy the process, spend time understanding
the world outside the classroom and reduce anxieties of learning (Sasmaz Oren et al.,
2011). It was mentioned also by Simpson in her 2009 paper that teachers have the
desire to enhance student cognitive development, understand the structure of
instruction in their respective subject areas given the chance to observe the progress
of learning, and pose improvement on their own teaching and understanding of the
entire teacher student engagement process. These things can actually be achieved
through the exercise of alternative assessments.

The K to 12 educational program in itself is a development in progress. A lot
have been brought down already at the level of the supervisors and teachers but
despite of which, getting everybody involved at the very heart of the reform seem to
have not sunk in yet. Most teachers, especially those who have been in the profession
for the longest time and have been used to the traditional approach to teaching and
learning, would implement out of compliance and not because they really want to.
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Part of this challenge is actually because of the lack of training and information on
how to manage the curriculum inside the classroom. The curriculum developed for the
Elementary level, the Grade 7 and the incoming Grade 8 is still very fluid in nature,
undergoing modifications as needed in certain subject areas. The entire curriculum
provides only general standards for content and performance that need to be met at
the end of each level but no definite prescribed way on how to go about the nitty-
gritty daily implementation in the classroom which leaves the teacher in an
experimental mode in the day to day planning of the lessons. | believe that it could
have been a different story and the acceptance level much higher if the teachers are
fully equipped with the necessary tools that are definite and more structured to make
the facilitation easier. On the other end of the line, | also believe that the
Department of Education has been doubling its efforts to organize this reform agenda
as evidenced by the progress that they have created already since it was announced
to the public. They have been consistently planning and involving the teachers in the
process to make them understand the true essence and value of the educational
reform. The loop holes and the inconsistencies are but part of the birth pains which,
at this point, can still be considered acceptable since we are still in the transition
stage. However, the stakeholders of the academe sector are also hoping for a more
stable K to 12 system the soonest time possible.

Conclusion

Observing the developments in Philippine Basic Education as it moves toward a
more competitive and global perspective and approach is truly exciting. The K to 12
learner centered approach to teaching and learning has opened the doors of academic
institutions and classrooms in the creation of a new culture towards assessment and
its alternative forms. The path towards the success of this endeavor is still long and,
by natural occurrence, would still encounter a lot of queries and criticisms. Learning
from other more advanced countries, we should be able to address the specified
concerns immediately so as not to produce further confusion and misalignment.

Teachers are learners as well. As we try to cope up with the challenges of the K
to 12 Program, we learn in the process. The individual learning, both in instruction
and assessment, can be noted and later on be synthesized to form best practices that
can be shared with everyone.

The Filipino people believe that education is important. Education is the key to
a more successful and better living. The achievement of this dream cannot be done by
the government alone or the teachers individually. All stakeholders in the learning
process must be active in owning the responsibility and should reflect on how his or
her actions can affect the entire Philippine educational system.
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Developing
Standards for
Assessment
Competencies of
Filipino Teachers

Christine Joy Atotubo-
Ballada

De La Salle-College of Saint
Benilde, Manila, Philippines

Good assessment is essential for improving teaching
and student learning. However, many teachers do
not have the necessary competencies to
appropriately assess what students know and can
do. Standards for teacher competencies in
assessment of students are necessary to ensure
that sound assessment is being practiced in our
schools. While many countries have developed
professional standards for teacher competence,
only the United States has defined specific
standards for teacher competence in educational
assessment. Other countries, including the
Philippines, have included assessment as one of the
competencies that teachers must possess, but
separate standards for competence in student
assessment have not been identified. This paper
explains why standards for  assessment
competencies of Filipino teachers must be
developed and proposes a process of developing
such standards.

Keywords: Assessment Competencies, Assessment
Standards, Filipino teachers

sssessment is an essential component of

teaching. Without some form of

assessment, teachers would be unable to

make informed decisions concerning

students. Good assessment, in particular,

formative assessment, has been shown to
enhance learning and increase student motivation
and self-esteem (Black & Wiliam, 1998). The
average teacher is said to spend about 25 to 33
percent of his or her professional time doing
assessment-related tasks (Stiggins, 2008). Thus,
teachers must be competent in designing and
implementing assessment tasks to ensure that
student learning takes place. Studies that surveyed
the assessment competencies of teachers in the
United States revealed that in-service teachers
were knowledgeable in terms of administering,
scoring, and interpreting results of assessment, but
not in terms of communicating assessment results
(Plake, Impara, & Fager, 1993, cited in Mertler,
2003). Undergraduate pre-service teachers
exhibited  skills in choosing  appropriate
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assessment instruments, but also did poorly in terms of communicating assessment
results (Campbell, Murphy, & Holt, 2002, cited in Mertler, 2003). Mertler’s (2003)
study, on the other hand, found that in-service teachers performed well in terms of
administering, scoring, and interpreting assessment results, while pre-service
teachers were skilled in choosing appropriate assessment methods. These studies use
as a framework the Standards for Teacher Competence in the Educational Assessment
of Students established by the American Federation of Teachers, the National Council
on Measurement in Education, and the National Education Association (1990).

Similarly, Zhang and Burry-Stock (2003) used assessment literature and the
Standards for Teacher Competence in the Educational Assessment of Students (AFT,
NCME, & NEA, 1990) to develop a self-report scale designed to measure teacher
assessment practices and self-perceived assessment skills. Secondary school teachers
were found to utilize more paper-and-pencil tests compared to elementary school
teachers who often used performance assessments. Also, teachers who received
undergraduate measurement training perceived themselves to be more skilful in
assessment compared to those who had no training regardless of their teaching
experience.

The purpose of this paper is to establish the need for standards for assessment
competencies of Filipino teachers and to propose steps on how such standards may be
developed. The paper is organized into four parts. The first section begins with a
brief definition of competency standards and a description of the existing assessment
competencies standards in the United States, Australia, and the United Kingdom. The
next part discusses emerging models of assessment. The third part elucidates the
necessity of developing assessment competencies standards suitable for Filipino
teachers. Finally, the paper ends with a discussion on the methodology of developing
standards for teachers’ assessment competencies.

Competency Standards in Educational Assessment

Competencies are those characteristics - knowledge, skills, mindsets, thought
patterns, and the like - that, when used singularly or in combination, result in
successful performance (Dubois, 1998, cited in Draganidis & Mentzas, 2006).
According to Hager and Gonczi (1994), competence is not something that is directly
observed. Instead, competence is inferred from performance.

A standard is a statement of what is valued; it describes a desirable level of
performance (Ingvarson, 2002). Standards for teacher competence define current
practice as well as clarify what teachers must know and be able to do in the light of
research and best practice (Ingvarson, 2002). Thus, assessment competency
standards describe the knowledge, skills, and attitudes that teachers must possess so
that they can be effective in their professional practice.

United States. Growing out of the concern that the potential benefits of
student assessment must be realized, the American Federation of Teachers (AFT), the
National Council on Measurement in Education (NCME), and the National Education
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Association (NEA) developed the Standards for Teacher Competence in Educational
Assessment of Students.

These Standards were intended to serve as a guide for teacher educators in the
design and implementation of teacher education programs, a self-assessment guide
for teachers, a guide for workshop instructors who provide training for in-service
teachers, and a motivation for educational measurement practitioners and teacher
trainers to conceptualize student assessment more broadly than in the past (AFT,
NCME, NEA, 1990).

The seven Standards (AFT, NCME, NEA, 1990) are as follows. A complete text
of the Standards and the specific conceptual and application skills required for each
are provided in Appendix A.

Standard 1: Teachers should be skilled in choosing assessment methods
appropriate for instructional decisions.

Standard 2: Teachers should be skilled in developing assessment methods
appropriate for instructional decisions.

Standard 3: The teacher should be skilled in administering, scoring and
interpreting the results of both externally-produced and teacher-produced assessment
methods.

Standard 4: Teachers should be skilled in using assessment results when making
decisions about individual students, planning teaching, developing curriculum, and
school improvement.

Standard 5: Teachers should be skilled in developing valid pupil grading
procedures, which use pupil assessments.

Standard 6: Teachers should be skilled in communicating assessment results to
students, parents, other lay audiences, and other educators.

Standard 7: Teachers should be skilled in recognizing unethical, illegal, and
otherwise inappropriate assessment methods and uses of assessment information.

The Standards have been influential in teacher education as they can be found
in major educational assessment textbooks and have been used as a basis for the
creation of a course in assessment (Brookhart, 2011). Also, the Standards have been
used as a framework for research in educational measurement, particularly in
assessing assessment competencies of teachers (Plake, Impara, & Fager, 1999, cited
in Mertler, 2003; Zhang & Burry-Stock, 2003).

The Standards, however, have become outdated having been developed more
than 20 years ago. The knowledge and skills that are outlined in the Standards do not
consider current conceptions of formative assessment and the Standards do not
consider the issues involved in standards-based reform and accountability (Brookhart,
2011).

Australia. The assessment competencies expected of Australian teachers are
defined in the National Professional Standards for Teachers (Australian Institute for
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Teaching and School Leadership, 2011). There are seven standards for Australian
teachers, one of which focuses on educational assessment - teachers must be able to
assess, provide feedback, and report on student learning. There are five focus areas
under this standard, with verbal descriptors across four career stages that specify
increasing levels of knowledge, practice, and engagement for teachers. Appendix B
shows the assessment competency standards developed for Australian teachers.

In developing the Standards, the Australian Education, Early Childhood
Development and Youth Affairs Senior Officials Committee (AEEYSOC) consulted
teacher accreditation and registration authorities, employers, and professional
organizations about teachers’ knowledge, practice, and professional engagement.
The Standards and their descriptors represent an analysis of effective, contemporary
practice by teachers throughout Australia. Each descriptor takes into consideration
what is required of teachers at different stages of their careers. AITSL (2011)
validated these standards with almost 6,000 teachers to ensure that each descriptor
was shaped by the profession.

United Kingdom. Teaching standards in the United Kingdom were developed
for teachers who are applying for Qualified Teacher Status (QTS) and for institutions
that are involved in teacher training (Training and Development Agency for Schools,
2008). Like Australia, the United Kingdom has embedded the assessment
competencies of teachers under two areas - Professional Knowledge and
Understanding and Professional Skills. There are three quality standards for
Assessment and Monitoring, under the area of Professional Knowledge and
Understanding: (1) know the assessment requirements and arrangements for the
subjects/curriculum areas they are trained to teach, including those relating to public
examinations and qualification; (2) know a range of approaches to assessment,
including the importance of formative assessment; (3) know how to use local and
national statistical information to evaluate the effectiveness of their teaching, to
monitor the progress of those they teach and to raise levels of attainment.

Under the area of Professional Skills, teachers are expected to meet the
following standards for Assessing, Monitoring, and Giving Feedback: (1) Make
effective use of a range of assessment, monitoring, and recording strategies; (2)
Assess the learning needs of those they teach in order to set challenging learning
objectives; (3) Provide timely, accurate, and constructive feedback on learners’
attainment, progress, and areas for development; (4) Support and guide learners to
reflect on their learning, identify the progress they have made, and identify their
emerging learning needs.

Philippines. The National Competency-Based Teacher Standards (NCBTS) of the
Philippines provides a framework that defines effective teaching in all aspects of a
teacher’s professional life and in all phases of professional development (Department
of Education, 2006). The competencies in the NCBTS were formulated based on
educational theories and empirical research on effective learning and teaching
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practices as well as documented successful practices and programs of schools all over
the country.

The NCBTS has seven domains, each of which defines a principle of ideal
teaching that enhances student learning. One of these domains focuses on
assessment of student learning, as stated in the NCBTS (DepEd, 2006, p.32).

“The domain of Planning, Assessing and Reporting refers to the aligned
use of assessment and planning activities to ensure that the
teaching-learning activities are maximally appropriate to the students’
current knowledge and  learning levels. In particular, the domain
focuses on the use of assessment data to plan and revise teaching-

learning plans, as well as the integration of  formative assessment
procedures in the plan and implementation of teaching-learning
activities.”

There are three specific strands under the domain of planning, assessing, and
reporting. First, the teacher must be able to communicate promptly and clearly
about the progress of learners to the learners themselves, their parents, and the
teachers’ superiors. Second, teachers must know how to develop and use a variety of
appropriate assessment strategies to monitor and evaluate learning. Lastly, teachers
must regularly monitor and provide feedback on the learners’ understanding of
content.

The NCBTS does not provide specific competencies that teachers must possess
in performing assessment-related activities. It is important to specify such
competencies so that teachers are clearly guided as to how they would conduct
assessment. Also, school administrators would know what further assessment-related
training their teachers would need based on the specific competencies that the
teachers are seen to be lacking.

Emerging Models in Assessment

There are emerging models in educational assessment due to the changing
needs of the 21 century workplace. According to the Partnership for 21°* Century
Skills (2007), assessments in the past have focused on the measurement of knowledge
of core content areas such as mathematics, language, science, and social studies, but
there is a lack of assessments that focus on the essential skills for success in today’s
world, such as critical thinking, problem solving, communication, and collaboration.
There has to be a shift in assessment strategies in order to measure the skills that are
valued in today’s complex society. There must be a move from measuring discrete
knowledge to measuring students’ ability to think critically, examine problems, gather
information, and make informed, reasoned choices while making use of technology
(Partnership for 21°* Century Skills, 2007).

Essential to the measurement of such skills is formative assessment. Black and
Wiliam’s (1998) influential work stressed that formative assessment is at the heart of
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effective teaching. Through an extensive review of the literature on assessment, they
showed that innovations that strengthen the practice of formative assessment results
in significant and substantial learning gains. However, their study also showed that in
order for formative assessment to function effectively, the results must be used to
adjust teaching and learning. They further showed that formative assessment has not
received as much political support as it should have compared to summative
assessment, which usually comes in the form of high-stakes tests. They also noted
that formative assessment can be improved by providing particular feedback on the
work of students, by training students to do self-assessment so that they can
understand the purpose of their learning, and by leading students to talk about their
own understanding in their own ways to increase knowledge and improve
understanding. Most importantly, the researchers found that teachers’ belief that
students possess “untapped potential” can do a lot to help all students learn,
especially those who have previously struggled academically.

More recent conceptions of formative assessment have developed over time
(Brookhart, 2011). Black and Wiliam (2009, cited in Brookhart, 2011) stress that
assessment is formative when evidence about student achievement is obtained,
interpreted, and used by teachers, learners, or their peers, to make decisions about
the next steps in learning. Going beyond formative assessment, Stiggins (2005)
proposes that many different assessment methods must be used to provide students,
teachers, and parents with continuous information about students’ progress.
Assessment that supports learning, rather than just verifying learning, is what Stiggins
(2007) calls assessment FOR learning. It begins when teachers share achievement
targets with students, expressed in simple terms, giving them samples of exemplary
student work. Then, students are given the opportunity to do frequent self-
assessments so that students and their teachers have continual access to feedback
information in amounts that can be managed effectively. Thus, teachers and students
are partners in the assessment FOR learning process (Stiggins, 2007).

These models emphasize the need for teachers to view assessment as pedagogy
so that it becomes integrated in their instructional strategies. They need to change
their mindset to understand how assessment can steer instruction and have a positive
impact on student learning and performance (Volante & Fazio, 2007).

The Need for Assessment Competency Standards for Filipino Teachers

If there are already existing competency standards on educational assessment,
why is there a need to develop new standards for Filipino teachers? The Standards
for Teacher Competence in the Educational Assessment of Students (AFT, NCME, &
NEA, 1990) are very comprehensive, but they were developed for American teachers
more than 20 years ago. Brookhart (2011) also notes that the assessment
competencies provided in the 7990 Standards speak to teachers about using
assessment information to make instructional decisions. The 1990 Standards do not
consider that students need to be given the opportunities to do self-assessment so
that they can also make decisions about their own learning. Brookhart (2011)
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contends that the 1990 Standards must be revised to allow students to take an active
role in the assessment for learning process.

In the implementation of the K-12 program in Philippine schools, the
Department of Education (DepEd, 2012), through DepEd Order No. 73, has identified
guidelines for the assessment and rating of learning outcomes. The DepEd defines
assessment under the K-12 curriculum as holistic, with emphasis on formative or
developmental aspect. Assessment should also be standards-based, that is, teachers
should teach to the standards and students should aim to meet or exceed the
standards. The DepEd also emphasizes the use of multiple measures to assess four
different levels of assessment: knowledge, process or skills, understanding, and
performance of authentic tasks. However, the DepEd does not provide specific
standards as to how teachers are supposed to conduct these assessments. DepEd
Order No. 73 simply states what teachers should assess and how they should rate
students, but it lacks the details necessary to provide guidance to teachers, teacher
educators, school administrators, researchers, and policy makers. As Brookhart
(2011) emphasized, standards for assessment competencies of teachers need to
describe teachers’ knowledge and skills at the “grain-size” level.

According to Ingvarson (2002), teaching standards must be developed by
teachers themselves through their professional associations. The development of the
NCBTS was initiated by the DepEd, not by teachers’ professional associations.
Teachers were only involved in the validation of the standards, as explained by the
DepEd (2006), but they did not play a major role in the drafting of those standards.
Thus, in the development of standards for teacher competence in assessment,
teachers must take the lead in developing the standards through their professional
organizations.

Ingvarson (2002) also noted that standards must aim to capture substantive
knowledge about teaching and learning. Standards must be performance-based, and
they must describe what teachers should know and be able to do rather than listing
courses that teachers should take in order to be given certification. Standards must
also guide the assessment of teachers themselves. Thus, standards must be clear so
that they can be used to provide evidence of what teachers need to improve in their
professional practice.

The current teaching standards used in the Philippines need to be revised to
make them more specific and performance-based. The NCBTS provide only a general
view of what teachers are supposed to do in terms of the different teaching domains.
For example, in the domain of planning, assessing, and monitoring, teachers are
expected to communicate promptly and clearly to learners, parents, and superiors
about the progress of learners. For this particular strand, teachers are expected to
answer the following key question: “Do | provide my stakeholders (learners, parents,
and superiors) timely and accurate information about my students’ learning
progress?” However, it is not clearly described how teachers are supposed to
communicate information. These standards are lacking in the sense that they do not
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provide the knowledge, skills, and attributes of effective teaching. In order for the
standards to be useful for guiding teachers in improving their practice, the expected
knowledge and skills with regards to a particular domain must be explicitly stated.

Developing Competency Standards in Educational Assessment

If the standards provided in the DepEd’s NCBTS are not specific enough to
guide teaching practice, how then should standards be developed in order to serve
the purpose of guiding teachers, teacher educators, and school administrators in
ensuring the quality of educational assessments?

Ingvarson (2002) noted that it is first necessary to develop a framework of
responsibilities for standards. He proposed that public and professional agencies must
have complementary roles in developing competency standards. Public agencies have
the responsibility of approving teacher education programs and licensing or
credentialing individual practitioners. Public agencies only provide the basic level of
competencies, and participation in licensing is compulsory for all professionals.
Professional organizations, on the other hand, have the responsibility of accrediting
teacher education programs and granting certification to professionals. The level of
expertise that is required for certification is certainly higher as compared to that
required for licensing. The certification granted by professional agencies is voluntary,
but may be designated as a prerequisite by the employer. Thus, professional bodies
have the responsibility for defining standards for high quality practice and promoting
development towards them (Ingvarson, 2002).

In creating assessment competency standards for Filipino teachers, the
following stages of development are proposed. At the first stage, professional
organizations of teachers and assessment specialists must take the initiative of
defining the competencies that teachers must possess in their practice of assessment.
It is also important that teachers themselves play a role in the development of
assessment competency standards so that there is a strong sense of ownership and
accountability (Ingvarson, 2002). Thus, professional organizations of teachers must
take the lead in defining the standards of quality assessment practices in Philippine
schools. In defining the standards, professional organizations must engage with other
stakeholders, particularly government agencies like the Department of Education, the
Commission on Higher Education, and the Professional Regulation Commission, as well
as teacher education institutions.

Ingvarson (2002) recommends that in developing professional standards in
educational assessment, organizations must first define core principles and values in
general terms about what all teachers should know and be able to do, regardless of
their field of specialization. These core principles and values would then serve as a
springboard for professional organizations to clearly define content standards,
evidential standards, and performance standards. (What evidence will we gather?),
and performance standards (How will we judge performance?). Content standards
answer the question “What is good teaching?” Thus, it should explain what teachers
should know and be able to do, specify the domains of good teaching, delineate the
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scope of teachers’ work, and describe how such tasks should be measured. Evidential
standards, on the other hand, provide rules that will be used to gather evidence of
practice. These standards should also define the tasks that teachers are expected to
perform and how they will be measured. Finally, performance standards define what
level of performance meets the purpose, how good is good enough, where would get
the standard, how would we discriminate between good and poor performance, and
how would it be scored.

Once standards have been defined, they would need to be validated with
teachers in the field. As practitioners, they are in the best position to verify if such
standards reflect contemporary practices, and if they are actually doable in the field.
If teachers have a say in how standards are developed they are more inclined to
commit to uphold such standards in their professional practice. At this stage of
development, professional organizations must seek the help of government agencies,
particularly DepEd and CHED, in getting the participation of public school teachers
during the validation of the standards.

Once standards have been validated, they must be field-tested. They must
actually be used by teachers, school administrators, and teacher-training institutions,
to inform and guide the practice of teaching. The success of such standards would be
based on the extent to which they are actually applied in the field. Professional
organizations may ask school districts to give the standards a trial run for a school
year, and after which, assess the extent to which the standards have guided teaching
in their schools. The standards can then be refined based on the results of the
assessment.

Lastly, standards must be communicated to all stakeholders involved in
education, including students, teachers, parents, school heads and principals,
government agencies, and teacher education institutions. This will make competency
standards transparent and will help promote accountability among all those involved
in the education of the Filipino youth.
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Appendix

Appendix A

Standards for Teacher Competence in Educational Assessment of Students

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. Teachers who meet this standard will
have the conceptual and application skills that follow. They will be able to use
the concepts of assessment error and validity when developing or selecting
their approaches to classroom assessment of students. They will understand
how valid assessment data can support instructional activities such as providing
appropriate feedback to students, diagnosing group and individual learning
needs, planning for individualized educational programs, motivating students,
and evaluating instructional procedures. They will understand how invalid
information can affect instructional decisions about students. They will also be
able to use and evaluate assessment options available to them, considering
among other things, the cultural, social, economic, and language backgrounds
of students. They will be aware that different assessment approaches can be
incompatible with certain instructional goals and may impact quite differently
on their teaching. Teachers will know, for each assessment approach they use,
its appropriateness for making decisions about their pupils. Moreover, teachers
will know of where to find information about and/or reviews of various
assessment methods. Assessment options are diverse and include text- and
curriculum-embedded questions and tests, standardized criterion-referenced
and norm-referenced tests, oral questioning, spontaneous and structured
performance assessments, portfolios, exhibitions, demonstrations, rating
scales, writing samples, paper-and-pencil tests, seatwork and homework, peer-
and self-assessments, student records, observations, questionnaires,
interviews, projects, products, and others' opinions.

. 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. Teachers who
meet this standard will have the conceptual and application skills that follow.
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Teachers will be skilled in planning the collection of information that
facilitates the decisions they will make. They will know and follow appropriate
principles for developing and using assessment methods in their teaching,
avoiding common pitfalls in student assessment. Such techniques may include
several of the options listed at the end of the first standard. The teacher will
select the techniques which are appropriate to the intent of the teacher's
instruction. Teachers meeting this standard will also be skilled in using student
data to analyze the quality of each assessment technique they use. Since most
teachers do not have access to assessment specialists, they must be prepared
to do these analyses themselves.

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. Teachers who meet this standard will have the
conceptual and application skills that follow. They will be skilled in
interpreting informal and formal teacher-produced assessment results,
including pupils' performances in class and on homework assignments. Teachers
will be able to use guides for scoring essay questions and projects, stencils for
scoring response-choice questions, and scales for rating performance
assessments. They will be able to use these in ways that produce consistent
results. Teachers will be able to administer standardized achievement tests
and be able to interpret the commonly reported scores: percentile ranks,
percentile band scores, standard scores, and grade equivalents. They will have
a conceptual understanding of the summary indexes commonly reported with
assessment results: measures of central tendency, dispersion, relationships,
reliability, and errors of measurement. Teachers will be able to apply these
concepts of score and summary indices in ways that enhance their use of the
assessments that they develop. They will be able to analyze assessment results
to identify pupils' strengths and errors. If they get inconsistent results, they
will seek other explanations for the discrepancy or other data to attempt to
resolve the uncertainty before arriving at a decision. They will be able to use
assessment methods in ways that encourage students' educational development
and that do not inappropriately increase students’ anxiety levels.

4. Teachers should be skilled in using assessment results when making decisions
about individual students, planning teaching, developing curriculum, and
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
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results effectively. Teachers who meet this standard will have the conceptual
and application skills that follow. They will be able to use accumulated
assessment information to organize a sound instructional plan for facilitating
students' educational development. When using assessment results to plan
and/or evaluate instruction and curriculum, teachers will interpret the results
correctly and avoid common misinterpretations, such as basing decisions on
scores that lack curriculum validity. They will be informed about the results of
local, regional, state, and national assessments and about their appropriate use
for pupil, classroom, school, district, state, and national educational
improvement.

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.

Teachers who meet this standard will have the conceptual and application
skills that follow. They will be able to devise, implement, and explain a
procedure for developing grades composed of marks from various assignments,
projects, in class activities, quizzes, tests, and/or other assessments that they
may use. Teachers will understand and be able to articulate why the grades
they assign are rational, justified, and fair, acknowledging that such grades
reflect their preferences and judgments. Teachers will be able to recognize
and to avoid faulty grading procedures such as using grades as punishment.
They will be able to evaluate and to modify their grading procedures in order
to improve the validity of the interpretations made from them about students’
attainments.

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. Teachers who meet this standard will have
the conceptual and application skills that follow. Teachers will understand and
be able to give appropriate explanations of how the interpretation of student
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assessments must be moderated by the student's socio-economic, cultural,
language, and other background factors. Teachers will be able to explain that
assessment results do not imply that such background factors limit a student’s
ultimate educational development. They will be able to communicate to
students and to their parents or guardians how they may assess the student's
educational progress. Teachers will understand and be able to explain the
importance of taking measurement errors into account when using assessments
to make decisions about individual students. Teachers will be able to explain
the limitations of different informal and formal assessment methods. They will
be able to explain printed reports of the results of pupil assessments at the
classroom, school district, state, and national levels.

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. Teachers who meet this standard will have the conceptual and
application skills that follow. They will know those laws and case decisions
which affect their classroom, school district, and state assessment practices.
Teachers will be aware that various assessment procedures can be misused or
overused resulting in harmful consequences such as embarrassing students,
violating a student's right to confidentiality, and inappropriately using students’
standardized achievement test scores to measure teaching effectiveness.
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Appendix B

Assessment Competency Standards for Australian Teachers

Focus Area Graduate Proficient Highly Accomplished  Lead
Assess student Demonstrate Develop, select and Develop and apply a Evaluate school
learning understanding of use informal and comprehensive range assessment policies
assessment formal, diagnostic, of assessment and  strategies to
strategies, including formative and strategies to diagnose support  colleagues
informal and formal, summative learning needs, with: using
diagnostic, formative assessment strategies comply with assessment data to
and summative to assess student curriculum diagnose learning
approaches to assess learning. requirements and needs, complying
student learning. support colleagues to with curriculum,
evaluate the system and/or school
effectiveness of their assessment
approaches to requirements and
assessment. using a range of
assessment
strategies.
Provide feedback to Demonstrate an Provide timely, Select from an Model exemplary
students on their understanding of the effective and effective range of practice and initiate
learning purpose of providing appropriate feedback strategies to provide programs to support
timely and to students about targeted feedback colleagues in
appropriate feedback their achievement based on informed applying a range of
to students about relative to their and timely timely, effective and
their learning. learning goals. judgements of each appropriate feedback
student’s current strategies.
needs in order to
progress learning.
Focus Area Graduate Proficient Highly Accomplished  Lead
Make consistent and Demonstrate Understand and Organise assessment Lead and evaluate
comparable understanding of participate in moderation activities moderation activities
judgements assessment assessment that support that ensure
moderation and its moderation activities consistent and consistent and
application to to support consistent comparable comparable
support  consistent and comparable judgements of judgements of
and comparable judgements of student learning. student leamning to
judgements of student learning. meet curriculum and
student learning. school or system
requirements.
Interpret student Demonstrate the Use student Work with colleagues Co-ordinate student
data capacity to interpret assessment data to to wuse data from performance and
student assessment analyse and evaluate internal and external program  evaluation
data to evaluate student student assessments using internal and
student learning and understanding of for evaluating external student
modify teaching subject/content, learning and assessment data to
practice. identifying teaching, identifying improve teaching
interventions and interventions and practice.
modifying  teaching modifying teaching
practice. practice.
Report on student Demonstrate Report clearly, Work with colleagues Evaluate and revise
achievement understanding of a accurately and to construct reporting and
range of strategies respectfully to accurate, informative accountability
for reporting to students and and timely reports to mechanisms in the
students and parents/carers about students and school to meet the
parents/carers and student achievement, parents/ carers about needs of students,
the purpose of making use of student learning and parents/carers  and
keeping accurate and accurate and reliable achievement. colleagues.

reliable records of
student achievement.

records.

Source: Australian Institute for Teaching and School Leadership (2011)
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Standards-Based
Assessment of
Student Learning:

A Reality Check

Ma. Roxanne B. Ibalobor
De La Salle-College of Saint
Benilde, Manila, Philippines

very teacher deserves a clear,
manageable, grade-by-grade set of
standards and learning benchmarks that
make sense and allow a reasonable
measure of autonomy...” (Schmoker &
Marzano, 1999, p.18)

The last decade of the 20" century marked
the demands for schools’ accountability and
standards-based reform (Vars & Beane, 2000). At
the heart of school improvement, the standards
movement is a major force in education asserting
for a huge significance of the standards campaign,
while addressing some prevailing chaos (Schmoker
& Marzano, 1999). Reform efforts are centered on
assessments of state academic standards holding
districts, schools, and teachers accountable for
student learning.  (Darling-Hammond, 2003;
Schomoker & Marzano, 1999; Vars & Beane, 2000;
Stiggins, 2005; Rawlins et al., 2005) Thus, a
uniform set of standards defining what students
should know and be able to accomplish is necessary
(Darling-Hammond, 2003).

Studies that surveyed the assessment
competencies of teachers in the United States
revealed that  in-service  teachers  were
knowledgeable in terms of administering, scoring,
and interpreting results of assessment, but not in
terms of communicating assessment results (Plake,
Impara, & Fager, 1993, cited in Mertler, 2003).
Undergraduate pre-service teachers exhibited skills
in choosing appropriate.

What is a standard? According to Manning
and Lime (2000), cited in Moore & Polley (2007,
p.1), a standard can be defined as the “minimum
acceptable condition (or the maximum acceptable
impact) for selected indicators”. Standards are
“statements about what is valued; ...the level of
performance on the criterion being assessed that is
considered satisfactory in terms of the purpose of
the evaluation” (Ingvarson, 2002, p.3). In the paper
of Schmoker & Marzano (1999), standard is a
perception of common, coherent program of
teaching and learning. Standards, according to
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Darling-Hammond (2003), have become synonymous with accountability.

Why is there a need for standards? Answers to this question may vary and will
depend on the context from where we look at standards. From my standpoint, | see
standards as necessary. Standards will serve as guide. Standards can serve as targets.
Standards will provide direction, be it in the academe or in the industry. Standards
are important whether we look at institutional and organizational inputs, or
processes, and outcomes. Without standards it would be difficult to gauge
institutional and organizational accomplishments.

According to Rosenholtz (1991), cited in Schmoker & Marzano, (1999), a shared
sense among members about what an organization is trying to accomplish is the
hallmark of a successful organization. Rosenholtz (1991) further emphasized that
what enhances an organization’s capacity for rational planning and action are agreed-
upon goals and ways to attain them.

In the context of assessment being an integral part of the standards-based
reform (American Federation of Teachers, 2003), there are important questions that
need answers. For example, what is a standards-based assessment and what value can
we get from it? What are the existing standards? How standards are reached or what
are being done to reach the standards? What challenges are encountered using a
standards-based assessment?

Let us look into these questions one a time...

The Standards-Based Assessment (SBA)

In the review of literature on standards-based assessment done by Rawlins et
al. (2005), one significant problem faced by the team was the difficulty to define
what a standards-based assessment (SBA) is. The team found that SBA has been used
synonymously with criterion-referenced assessment, criteria-based assessment,
standards-referenced assessment, competency-based assessment, and achievement-
based assessment.

Standards-based assessment is a dominant assessment paradigm in English
speaking countries as cited in the reviewed literature by Rawlins et al. (2005). In a
standards-based assessment, it is being ensured that “all the students have the
knowledge and skills that they need to succeed at the next level and to trigger
assistance for all those who would otherwise fall through the cracks” (AFT, 2003, p.
11). Advocates of standards-based assessment stress the value of SBA, as cited in
Rawlins et al. (2005):

...improved transparency and understanding of the assessment process (Barker
in Peddie & Tuck, 1995; Francisco, 1999; Tomlinson, 2002); higher levels of student
achievement (Supovitz, 2001); improved links between knowledge and performance
(Barker in Peddie & Tuck, 1995); improved generic skills (Gfroerer, 2000); more
stability and robustness of teacher judgments from diverse assessment methods
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(Pitman, 1985); enhanced international comparability (Peddie & Tuck, 1995); and the
potential democratisation of learning and the erosion of traditional barriers and
quotas (Barker in Peddie & Tuck, 1995). Indeed, Gipps (1994) argues that SBA
ameliorates competition, reduces anxiety, increases intrinsic motivation, and
promotes achievement, cooperation, self-efficacy, metacognition and deep learning
(p. 108). Standards-based assessment assesses course-learning outcomes fit for the
context for which it is intended (Rawlins et al., 2005).

The Existing standards

Providing opportunities for students to learn is an important responsibility of
the schools. But how do school administrators, teachers, and parents know that
students indeed are learning?

The role of assessment is vital and even profound in the changing mission of
education that emphasizes accountability. Proponents of standards-based reforms
envision that assessments are tied to the standards (Darling-Hammond, 2003).
Assessments must be used productively to help achieve maximum student success,
thus, achievement targets need to be clear (Stiggins, 2005).

“Academic achievement standards” is a term coined with a public policy in the
United States asking schools to leave no child behind. In every state, schools are held
accountable for making sure that all students meet the standards. Society is asking
educators to rise up the bottom of the rank-order distribution to a specified level of
competence (Stiggins, 2005).

UNESCO’s Education for All (EFA) goals and policy were framed during the
Dakar 2000 World Education Forum. In EFA, basic education and literacy is available
to all learners, particularly addressing those who are excluded from quality basic
education. Education for All is a commitment to quality education; promotion of
human rights, especially gender equality and rights for marginalized people; concern
to improve the quality of life, reduce poverty, improve health; importance of primary
education; participation of all in education and development in government, civil
society organizations, the private sector, communities and individuals; includes non-
formal learning. Further, EFA’s approach is human rights-based, recognizing the
intrinsic human value of education (Gadotti, 2010).

Consistent with the No Child Left Behind agenda, learning for the 21°* century
demands that students need to know more than the core subjects. There is a need for
students to know how to use their knowledge and skills by thinking critically, applying
knowledge to new situations, analyzing information, comprehending new ideas,
communicating, collaborating, solving problems, and making decisions (Salpeter,
2008).

The 21" century learning skills and ICT literacy include (1) information and
communication technology literacy - thinking and problem-solving skills; critical
thinking and systems thinking; problem identification, formulation, and solution;
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creativity and intellectual curiosity; information and media literacy skKills;
communication skills; and (2) interpersonal and self-direction skills - interpersonal
and collaborative skills; self-direction; accountability and adaptability; social
responsibility.

Reaching the standards
The promise of standards can be seen in certain places and examples are
highlighted by Schmoker and Marzano (1999). They are as follows:

1. Frederick County, Maryland. The number of students reaching well-defined and
commonly assessed standards rose dramatically. Students were lifted from the
middle to the highest tier in Maryland schools. They deliberately aligned local
assessments with standards as they were embedded in the state assessments.

2. Fort Logan Elementary School in Denver, Colorado. Students’ scores rose
significantly when teams of teachers analysed weaknesses in performance relative
to grade-level standards. Each team did test data review and developed strategies
for helping students learn in identified areas of difficulty.

3. Lake Havasu City, Arizona. Teams of Title 1 teachers identified, defined, and
focused instruction on common reading skills. Once teachers had a shared
language about which skills to concentrate on, they improved strategies and
systems to improve instructional quality and consistency. In just one year, the
result is an increase of 15 percent. The number of students reading at or above
grade level rose from 20 percent to 35 percent.

4. Glendale Union High School District near Phoenix, Arizona. Teams of teachers
have increased student performance for almost every course offered. All district
teachers - whether they teach algebra, U.S. history, biology, or senior English - are
teaching to the same year-end assessments developed by subject-area teams.

5. Adlai Stevenson High School in Lincolnshire, Illinois. The same coordination is
happening in this school with that of Glendale Union High School District near
Phoenix, Arizona. Teacher teams continue to set measurable achievement records
on every kind of assessment.

6. Amphitheater High School in Tucson, Arizona. Teacher Bill Bendt routinely helps
exceptional numbers of students pass advanced placement tests by carefully
focusing instruction on the standards made explicit by the AP exam.

Interestingly, these results were attained without focusing on standards
contained in state of professional documents. Teachers’ efforts preceded those
documents. “Teachers knew exactly what students needed to learn, what to teach to,
where to improve, and what to work on with colleagues. Clear, common learning
standards - manageable in number - promote better results. They are essential to
focus and to coherence” (Schmoker & Marzano, 1999, p.18).

The pillar of higher achievement and the dream of learning for all can be
realized by aligning appropriate assessments with clear and intelligible standards
(Schmoker & Marzano, 1999). Looking at the 21 century success stories in schools,
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districts, and programs, Salpeter (2008) has mentioned some examples they are as
follows:

1.

Union City, New Jersey. Margaret Honey and team at the Center for Children and
Technology have done extensive research long-term reform efforts geared at
raising achievement in this low-income, inner city community. Central to the
Union City approach are authentic learning and the widespread use of technology
to support the development of thinking, reasoning, and collaboration skills of
learners. This effort has resulted in consistent 10-year gains in test scores.

. Mott Hall, New York City. Grades 4-8 students in science, technology, and math

show academic excellence and their high test scores can be attributed to the
school’s approach. The school’s laptop computer program and its emphasis on
academically rigorous curricula and analytical and critical thinking skills necessary
to succeed and make significant contributions to the world that awaits them have
all helped the low-income, largely bilingual student population soar even higher.
Writing skills have been improved through the use of technology and collaborative
editing. Students are found to revise their work more often and can better
organize their work and assignments.

. Applied Learning Academy, Forth Worth, Texas. A year-round campus and a

school of choice, Applied Learning Academy gives students an opportunity to learn
through real-world experience in an environment that fosters critical thinking,
creativity, and collaboration with Forth Worth’s arts, business, and scientific
communities. Students create portfolios, design high tech projects, collaborate
with local theater company, and produce and field test documents for the school
district. The school web site reports TAAS (Texas state test) scores that are
considerably above average - as well as positive attendance rates.

. Clarke County School District, Georgia. Educational Technology Coordinator

reports great progress at one of the district’s schools, Hilsman Middle that has 1:1
computing program and a newly designed 21%* century building. It is one of the
eight schools chosen state-wide because of poor test scores and high poverty.
Hilsman’s wireless laptop program is part of a state pilot focusing on increased
student achievement through the use of technology-rich integrated curriculum.
Students’ scores have gone up dramatically at a much higher rate than the schools
without the benefit of 1:1 technology.

. Sherman Oaks Elementary San Jose, California. Sherman Oaks is a K-6 charter

school. It features dual immersion English / Spanish language program and project-
based learning culminating in widely attended student exhibitions. Sherman Oaks
program focuses on strong academics built around real-life learning and has
significantly raised student achievement levels.

Assessments that measure both content and skills are emerging and hold the

potential of moving assessment systems forward because they are more aligned with
what students need to know (Silva, 2009). An example of this kind of assessment is
the College Work Readiness Assessment (CWRA) consisting of a single 90-minute task
to which students must respond using a library of online documents, from one-page
newspaper editorials to 20-page research reports. CRWA grew out of the Collegiate
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Learning Assessment (CLA), the higher education equivalent developed by the Council
for Aid to Education and RAND Corporation. Nearly 200 higher education institutions
are using CLA (Silva, 2009).

Another example of reaching the standards is PBL or the Project-Based
Learning. It is an innovative approach to learning that teaches a multitude of
strategies critical for success in the twenty-first century (Bell, 2010). It is a student-
driven, teacher-facilitated approach to learning. In Project-Based Learning students
solve real-world problems. For example, students were asked to apply the concepts of
geometry to architecture and submit designs for a new playhouse for a community
center (Thomas, 2000 cited in Bell, 2010).

Challenges encountered in the SBA

Standards that are not identified or clearly defined may appear vague and
difficult to assess. In countries where high stakes testing is the primary policy reform,
the notions of standards have been linked with state-mandated testing, detached
from policies that might address quality teaching, resources allocation, or the nature
of schooling (Darling-Hammond, 2003).

Standards-based assessment has been claimed as costly to implement (Gimore,
1991; Linn & Herman, 1997; Wolf, 1995; cited in Rawlins et al., 2005). It is time-
consuming both for students and assessor. Standards-based assessment’s major cost is
in terms of equipment, provision of wide-ranging assessment situations, and repeated
evidence of mastery (Rawlins et al., 2005).

Placing hard but practical limits on the number and nature of standards if often
a failure. Given the bloated and poorly written standards, no teacher can realistically
teach to and adequately assess the achievement of students vis-a-vis standards.
(Schmoker & Marzano, 1999) The standards documents seem absurd and contain such
quantity that would take a 10-hour teaching day to cover, according to Wolk (cited in
Schmoker & Marzano, 1999).

In as far as providing educational opportunities for all children (EFA) especially
education for the poor and racial minorities as well as youth and adult learning is
concerned, it would be difficult to assess given the premise that the students who
succeed are those provided with opportunities. How do we measure learning in
relation to the educational opportunities? Unless sufficient data is gathered to provide
evidence that indeed the improvement in learning is directly caused by the
opportunity provided by the education for all agenda, we will never establish the
achievement that EFA is attempting to claim. Assessment has to be designed in a
manner that will directly point to the intervention provided as directly causing
progress for all learners. This also means that we need to have a base data indicating
literacy rate before the opportunities were provided. But what does education for all
(EFA) really mean? In what ways can schools and educators completely, totally and
perfectly achieve the goals of EFA? These are thoughts and questions triggered in my
mind after reading the literature on education for all (EFA) agenda. Indeed, the
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challenge on assessment practitioners is big and even bigger for teachers who are not
prepared to handle assessments of student learning.

According to Salpeter (2008), new assessments that measure the 21°* century
skills remain an emerging and challenging field demanding further study and
innovation. It entails moving beyond standardized testing as the sole measure of
student learning. Thus, there is a need to balance traditional tests with classroom
assessments measuring full range of students’ skills and using technology-based
assessments for immediate feedback.

Critics of the 21% century skills argue that higher order skills cannot be
measured in reliable and cost-effective, or scalable ways. For the critics, the 21
century skills are meaningless terms and a distraction from the more important work
of teaching core content (Silva, 2009).

Measurement on a large scale is difficult. A major concern is cost and
reliability. Time is also a consideration in doing assessment particularly on a large-
scale basis. Ensuring that there is consistency among examiners will entail training
and monitoring human resources (Silva, 2009).

A glimpse of the status of standards-based assessment in the Philippines

Much can be expected in the area of standards-based assessment in the
Philippines with the upcoming implementation of the Department of Education’s K-12
program in the basic and secondary schools. The department invests in human and
material resources for training the schools’ division superintendents to acquire
competencies necessary for them to function in the midst of changes happening in the
educational sector, which in the future will include assessment of student learning.
Improving student learning is the ultimate outcome of the recent revolution,
attempting to change the landscape of the Philippine education. Specifically, the
expected outcomes include increasing students’ results in the National Achievement
Test (NAT); increasing school participation rate; reducing school dropout rate; and
increasing completion rate in the basic education.

Numeric grades will be changed to letter grades with corresponding
descriptions of student learning. The change in the grading system will entail training
teachers to acquire competencies necessary to assess student learning and progress
and the skills in giving feedback to individual learners and even to parents.

The K-12 program covers Kindergarten and 12 years of basic education (six
years of primary education, four years of Junior High School, and two years of Senior
High School. The K-12 program will provide sufficient time for mastery of concepts
and skills, develop lifelong learners, and prepare graduates for tertiary education.
Moreover, it will prepare graduates for middle-level skills development, employment,
and entrepreneurship.
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Salient features of the K-12 program include the following: (1) strengthening
early childhood education; (2) making the curriculum relevant to learners; (3)
ensuring integrated and seamless learning; (4) building proficiency through language,
that is, mother tongue-based multilingual education; (5) gearing up for the future,
that is, senior high school; and (6) nurturing the holistically developed Filipino.

Conclusion and Recommendation

The road to perfecting standards-based assessments is a long way to go. It is a
work in progress and it continues to evolve through research. However, it is evident
that some schools that exerted much effort in reaching the standards have achieved
much. These schools have provided proofs that indeed standards-based assessment is
possible and achievable.

The following can be considered as recommendations to further strengthen
standards-based assessments:

1. Collaboration among teachers in every grade or level in terms of standards and
assessment is needed.

2. Improving assessments based on research is important. There is a need to review
assessment results regularly and work on areas that are weak and need
improvement.

3. Professionals particularly teachers need to dialogue on useful assessment methods,
best practices, experiences, and lessons they learned in the implementation of a
standards-based assessment.

4. Involving teachers in standards-based assessment team meetings may be
considered so they contribute to the formulation of clear, essential, and
manageable grade-by-grade or level-by-level set of standards and they have
ownership of the assessments that they do.

5. School administrators, teachers, parents, and even students need to have a
common and clear understanding of the standards the students and teachers need
to achieve. Also important is to provide support on how teachers and students are
going to achieve such standards.

6. There may be a need to localize the standards and assessments that will fit certain
contexts without sacrificing depth over breadth, placing priority on what is most
important in terms of student learning outcomes.

7. Priorities will have to be identified in terms of the competency targets covered in
assessing student learning.

8. Teachers will have to consider taking risks or going the extra mile in doing various
methods of assessing student learning, not being contented with multiple-choice
objective type of tests.

9. Consider advancement in assessment technology that addresses the concern on
cost and time constraints.
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This paper critiques the educational system in high
schools based on the achievement test scores of
the Filipino high school students in standardized
tests and based on their performance relative to
the performance of those in other countries. Data
were gathered from the government sectors,
particularly the Department of Education (DepEd),
and from private agencies. The results show that
the performance of the Filipino high school
students continues to be unsatisfactory for years.
Flawed assessment strategies were identified as
among the possible reasons why the academic
performance of our students remain low and why
their achievement test scores are not on par with
those of the students in other countries. The
critical aspects of formative assessment elaborated
by Cauley and McMillan (2010) are presented and
discussed in the light of the needs our Filipino high
school students. Formative assessment is
recommended as one possible solution to the
problems confronting Philippine  educational
system.

Keyword: formative assessment, Philippine High
Schools, student assessment

he conceptualization and subsequent

implementation of the K+12 received

commendation from many sectors of

the country. One of the arguments put

forward in favor of the K plus 12

program is that our curriculum does not
allow students to acquire sufficient mastery of the
subjects offered, and that the lessons are so much
compressed in such a short period of time, i.e., 10
years (Discussion Paper on the Enhanced K+12 Basic
Education Program, 2010). However, while such
reasoning may be plausible, no extensive research
whatsoever has been carried out in our country to
prove that argument. On the other hand, there has
been ample evidence that strategies employed by
our teachers may directly impact the academic
performance of the students (Halcon, 2008; Avila &
Baetiong, 2012). Embedded in the concept of
excellent teaching is excellent learning assessment
(Plata, 2010). While all teachers maybe
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assessing their students in different ways, it is worthwhile to make a distinction
between what constitutes effective learning assessment, from those that are not. This
paper thus, attempts to explicate the different ways teachers measure the academic
performance of the students, and elaborate when these methods could be employed
with maximum benefits for the learners.

With the K plus 12 program now in our midst, and teachers are receiving
instructions about how to go about the proposed curriculum, this may be the
propitious time to likewise train teachers on the diverse and effective ways of
assessing students for maximum learning in and outside the classrooms.

A Theoretical Concept of Assessment

Stiggins (2008) observe that “assessment may be the most powerful tool
available to us for ensuring universal student mastery of essential standards.” While
possibly no research yet has proven that assessment is indeed what teachers truly
need to help students reach demanding academic goals, sound reasoning can bring us
to the conclusion that no challenging academic goals can be achieved without the
assistance of effective learning assessments. Stiggins (2008) may have stated a critical
pedagogical principle.

It is worth discussing now, which types of assessments bring about genuine
learning on the part of the students. Teachers are familiar with the two types of
assessments | intend to take up in this paper. The first is what we call summative
assessments, and the other one, is what we call formative assessments. These two
types of learning assessments have entirely different functions. It is crucial that
teachers understand these differences so that they would know which type of
assessment to be used in the different educational contexts they find themselves in.

Summative Assessments

This type of assessment is primarily utilized for judging a student’s level of
specific educational constructs (e.g., mathematical or verbal abilities). Among the
practical uses of this type of assessment is determining the grade, or evaluating
whether a student should be or not be promoted to the next grade or year level. For
example, an algebra teacher may give a quiz after each lesson. If the teacher moves
to the next lesson after each quiz, then the quiz is being used as a summative
assessment tool, i.e., the teacher’s sole intent on giving the quiz is identify the level
of understanding and comprehension of each student on the lesson just taken up.

Another example of summative assessment is the standardized achievement
tests some schools administer to students towards the end of a school year. This test
serves the purpose of grade or year level placement. A student will either be
promoted to the next grade or year level or retained in the same level, depending
on the results of the achievement tests. Summative tests are therefore called
assessment of learning.

M |SSN 2094-1412, PEMEA, July 2013



The Assessment Handbook, Vol. 10, 2013 35

Formative Assessments

In contrast to summative assessment, formative assessment is likewise called
assessment for learning (Clark, 2008). This is because the main function of formative
assessments is to help stakeholders acquire knowledge, which could inform academic
instructional methodologies (Stiggins, 2008). Hence, in this paradigm, teachers
administer quizzes not simply to identify the grade a student should receive, but
rather, to examine areas in a lesson, which are grasped well, and facets, which may
need to be retaught. In this context, the teacher is making his assessment inform the
manner by which lessons are to be taken up with the learners (Clark, 2008).

Formative Assessment in Philippine High Schools

Academic Performance of Second Year High School Students

Philippines has not been fairing well in international academic studies. In 2003,
our second year high school students joined the Trends in International Mathematics
and Science Study (TIMSS) (Mullis, Martin, Gonzalez, & Chrostowski, 2004). In
mathematics for 2" year high school group, there were 38 participating countries and
we ranked 34"; for science, there were 46 participating countries and our 2™ year
students ranked 43" (Mullis et al., 2004).

In 2008, Filipino students from Science High Schools joined the math event of
the Trends in International Mathematics and Science Study (TIMSS-Advanced). This
was participated in by ten countries. These were Armenia, Islamic Republic of Iran,
Italy, Lebanon, Netherlands, Norway, Philippines, Russian Federation, Slovenia and
Sweden (Mullis, Martin, Robitaille, & Foy, 2009). At the end of the event, the
Philippines ranked the lowest among the participating nations (Mullis et al., 2009).

The performance of our second year high school students-both from private and
public schools-in the National Achievement Tests (NAT), has not been satisfactory as
well in the last five school years. The table 1 from DepEd shows the results of the
National Achievement Tests (NAT) in the last five school years (SY). These results
show the percentage of correct answers in the NAT. From the SY 2006-2007 to SY
2010-2011, none among the subjects listed show percentage scores in a consistent
upward trend. The highest percentage we have is that of Filipino in the SY 2010-2011
(58.93%). The lowest is mathematics in the SY 2008-2009 (38.03%). Mathematics does
not have any percentage score higher than 42.85%. For science, the highest score
obtained is 46.71%. For English, the highest percentage of correct answers is 53.46%.

There could be several or manifold variables at work in the Philippine
educational system that brings about low academic performance among our high
school students. Truly, it would be overly simplistic to state that if we address the
issue of assessment for learning, significant improvement would take place in the
academic performance of our students. It is highly plausible that several factors are
operating in our educational system, that putting order in one, may not necessarily
yield a favorable result in our students’ academic performance. Nonetheless, we have
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to start somewhere if we wish to ameliorate the dismal performance of our students.
And working on our formative assessment may offer a great deal of promise.

Table 1
Department of Education Fact Sheet 2011.

SY 06-07 SY 07-08 SY 08-09 SYO09-10 SY 10-11

Achievement Rate (MPS)’ 46.64%  49.26%  46.71%  45.56%  47.93%

Mathematics 39.05% 42.85% 38.03% 39.64% 42.00%
Science 41.99% 46.71% 42.11% 43.80% 39.35%
English 51.78% 53.46% 52.90% 46.95% 46.45%
Filipino 48.89% 47.64% 51.05% 58.08% 58.93%
Araling Panlipunan 51.48% 55.63% 49.44% 39.32% 52.03%

*Mean Percentage Score (MPS) indicates the ratio between the number of correctly answered items and
the total number of test questions or the percentage of correctly answered items in a test.

Reports on Assessment in the Philippines

DepEd has outlined the formative assessment that teachers have to carry out in
high schools so as to achieve the desired academic goals. DepEd order No. 33 of 2004
stressed the significant role of formative assessment in the academic life of the
students; they enjoined teachers to regularly monitor student progress so as to
identify ways of achieving the standards set; learning deficiencies and gaps are
supposed to be treated as issues of great concern (World Data on Education, 2011).

Learning gaps and deficiencies in the academic life of high school students is a
common concern of teachers. Students may find it extremely difficult to advance on
account of learning gaps. It is critical thus, that these learning gaps are identified
through some forms of formative assessments, and scaffolding be applied as soon as
possible. This will enable the students to catch up on time with the others who do not
have any learning deficiencies.

The Bureau of Secondary Education of DepEd, conducted case studies of twenty
high schools. These high schools included public, technical-vocational, science, and
private high schools. The group discovered that except for a few Science High
Schools, most of the teachers in these schools simply repeated what were in the
textbooks and that most of their learning goals were repeating what were mentioned
in the class (2010 Secondary Education Curriculum, 2011). Likewise, they discovered
that students were not encouraged to think and decide on their own, but rather,
management is often characterized as “prescriptive and directive” (2010 Secondary
Education Curriculum, 2011). Moreover, they reported that assessment is not geared
towards meeting the standards, but rather, on simply identifying whether or not a
student has learned the lesson (2010 Secondary Education Curriculum, 2011).

Reporting on the way the teachers taught in the classrooms, they mentioned
that while BEC encourages the development of creativity, critical thinking, and
problem solving skills among the students, teachers simply focused on lower order
thinking skills such as simple recall; encouraging students in explicating and
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elaborating analyzed concepts were seldom observed (2010 Secondary Education
Curriculum, 2011).

A Culture of Formative Assessment: A Needed Solution for our Academic Travails

As we have seen earlier, assessment for learning is crucial if we wish our
students to achieve the academic standards we set for them. While we do not
establish empirically in this paper the causal link between the assessment practices of
high school teachers and the unsatisfactory performance of our students, something
that educational researchers are invited to embark, we can strongly argue that a link
probably exist. The report by the Bureau of Secondary Education on the teaching and
assessment practices of selected high school teachers and the fact sheets released by
DepEd on the dismal performance of second year high school students can be argued
as causal. Students primarily depend on their teachers for their academic growth.
Hence the productive and unproductive practices of school teachers will eventually
impact on the motivation and academic growth of the students.

It is in this light that | propose the following.

Considering that we are in an important phase in the history of Philippine
education, i.e., the crafting of K to 12 curriculum and its implementation, | would
like to suggest that DepEd renews its commitment in assisting schools develop a
culture of formative assessment. This culture would enable teachers to regularly
assess students not for simple labeling of what they know, but rather, to discover
latent academic difficulties some students may be undergoing, and to apply the most
opportune remedies.

To develop a culture of formative assessment, each teacher should be able to
live a commitment to assess for learning. What follows now are Cauley and McMillan’s
(2010) critical aspects of formative assessment. | incorporated ideas which | think may
be especially helpful to teachers and students in the Philippine setting. Knowledge
and application of these theories can be one solution to the manifold problems
educators and academic stakeholders often bemoan.

Students should be made aware of the specific objectives of the course.

Teachers should point out, from the very outset, the specific learning
objectives that students should work on during a certain period of time (Cauley &
McMillan, 2010). Moreover, these objectives should be reiterated during the course of
the learning activities, so that students do not veer away from making the effort to
acquire the targeted knowledge and skills. If the target goal is a certain output,
teachers should provide models to students as to how an exemplary work looks like
(Cauley & McMillan, 2010). Since high school students often need clear instructions on
how to go about doing academic projects, showing models and pointing out important
details in the project will do the high school students so much good. This is especially
important in our country where students are often hesitant to ask questions or clarify
points about a project. By showing them examples, students capture many project
details that they may miss if models were absent.
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In a writing class for instance, a teacher may show the class two or three
examples of a well written essay. He may enumerate the different characteristics of a
good essay and point how these characteristics are embedded in the models. A Math
teacher would not be satisfied enumerating the steps in solving algebra word
problems. He would actually solve problems on the board so that students would see
in action how these steps are done in specific problems. He may also call out
volunteers to solve problems on the board so that students may become aware of the
difficulties they may encounter as they go about solving algebraic problems.
Therefore, if we require students to produce outputs, we should feel obliged to show
them models of exemplary outputs.

Inform students where they are as regards the objectives of the course.

A score is a feedback teachers give students whenever they return graded test
papers. However, such a feedback does not tell students the critical areas they have
to work on or skills they need to acquire (Cauley & McMillan, 2010). Hence,
qualitative feedback should be given the students on a regular basis, to allow the
process to become progressive and acquire responsiveness (Bell and Cowie, 2000).
Generally, this feedback either commends areas of a student’s work that show the
accomplishment of some learning goals, or points out some specific aspects of his
work that requires improvement. The latter is especially needed by students who
have not yet acquired the ability to assess their work. They need their teachers to
direct their attention to sections of their work, which need revision. It is almost
certain that if these roadblocks were not shown to the students, these errors would
be repeated again in the future. Hence, for example, instead of a teacher saying,
“You are a great artist,” the teacher may say, “The colors are very appropriate to the
objects and your use of perspective does create the illusion of depth. You have
accomplished our learning goal!” On the other hand, a Physics teacher who noticed
several mistakes in the test paper of his student, would not simply write the student’s
score, but rather, he may write something like, “Your solutions are all correct,
however, your final answers are all wrong because you committed mistakes in the
summation part of the final step. Avoid carelessness when you do the addition.” In
the first example, the teacher gives specific recognition that a learning goal has been
accomplished. Such information can help students achieve more learning goals in the
future. In the second example, the teacher directly informs the student what
obstructs him from accomplishing a learning goal. In both cases, the teachers are
helping the students keep their eyes on the learning goals.

Help students assess their academic progress.

Assessment for learning is a shared responsibility, primarily between the
teacher and the student (Stiggins, 2008). Teachers have the dual obligation to assess
students with a goal of enhancing his learning, and to coach students on how to assess
their own learning and the learning of their peers. Teachers often desire that
students leave the schools as life-long learners, i.e., individuals who endlessly crave
for useful knowledge and skills. However, to be expert learners, students should also
be expert in self-assessment. Only individuals, who are capable of knowing what they
know and what they do not know, can aspire for that which they know not yet.
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Formative assessment can thus be utilized in helping students be on top of their own
learning (Carreira, 2012). Teachers should therefore help students get into the habit
of reflecting on their own learning. Educational psychologists call this metacognition.
Through metacognition, students likewise discover strategies they could use to be
effective in their studies. They also eventually learn to drop habits that are
roadblocks to academic success.

Cauley and McMillan (2010) mentions that students should learn how to
objectively examine their performance and identify the knowledge and skills they still
need to acquire, in relation to the school’s academic goals. Concomitant to
inculcating this skill of self-examination is the development of critical thinking skills
(Plata, 2010). Students receive countless information everyday from diverse sources.
Some of this information is beneficial to his academic life. On the other hand, a great
number of information coming from outside him may even jeopardize his ability for
sound reasoning. It is of great importance then that students are taught how to
distinguish what is helpful from what is not helpful to his normal functioning as a
learning individual. This is another area where teacher’s help is needed.

The importance of objectivity in self-assessment comes into light especially
when students experience some academic failures. For example, questions like, “Am |
to be blamed for failing this exam, or is it somebody else’s fault?” may require
battling against our tendency to be self-biased. This objective critical analysis ought
to pervade the different facets of academic and non-academic life of the students.

Teach students the skill of regular academic goal setting.

When teachers give specific feedback to students about their work, students
acquire knowledge on what academic goals they may set for themselves (Cauley &
McMillan, 2010). At times, however, students may need actual coaching on how to set
academic objectives for themselves. In our country, it is worth keeping in mind that
goal setting is not simply for students who are academically challenged. Rather, it is
likewise for those who are the so-called achievers. Academic achievers may be
contented of getting high scores without really making the effort to go deeper into
their lessons. In this case, making an emphasis on mastery goal orientation can spur
gifted students to acquire a mastery level of the targeted knowledge and skills.

Feedback should also be given to students as regards the content of their goals,
and how they try to achieve their goals. By giving them timely feedback on their goal-
setting and goal-achieving related activities, students are supplied with strategies
that they could eventually employ even in the absence of our help.

Conclusion

The present situation of our educational system poses challenges to
researchers, teachers, and concerned citizens of our country. One thing is certain.
Filipinos cannot give up in the midst of troubles that beset us. And besides, there are
numerous promising solutions that are backed by empirical support. While it may be
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true that cultural differences may not allow one solution to work in another country,
adjustments can be done and researchers could launch themselves to work and
examine under what conditions certain strategies may work in a particular setting.
Considering that formative assessment is very much appealing to sound reasoning, we
invite researchers and teachers in our country to study how our students can
maximize the benefits they can derive from formative assessment. We also encourage
school administrators to take seriously the training of teachers on assessment
(Stiggins, 1995). If we do all we can to arm teachers with the sorely needed skills of
assessment, and assist them in casting away fear of assessment, which many teachers
undergo (Stiggins, 1995), we will be doing so much good, not only to the teachers and
students, but to all our countrymen as well.
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Standards of
Teacher
Competence on
Student
Assessment in the
Philippines
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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.

Keywords:  teaching  standards, assessment
standards, educational standards, assessing student
learning

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
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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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