











each. These measures might
subsequently be brought

together ro make global evalua-
tions of a child's physical progress
or state of health, but each con-
tributing measure is made by
focusing attention narrowly on just
one variable at a time.

In a similar way, teachers monitor
student development by focusing
assessments on one ared of learn-
ing at 4 tme. A decision might be
made to focus on progress in math-
ematics, for example, or perhaps
more narrowly on a student’s level
of achievement in number, meas-
urcment, space. chance and daga, or
algebra. In monitoring developing
competence in English, separate
assessments might be made in the
areas ol reading, speaking, listening,
writing, and viewing.

Although teachers monitor
development by focusing on one
dimension at a time, it is sometimes
possible to use the same classrom
task or activity as a source of
evidence about more than one
achievement dimension. An
extended mathematics problem
solving task, for example, might be
used as a source of evidence not
only about achievement in mathe-
matics, but also about achievement
in reading, writing, or working as a
member of a team.

ARK Progress Mups

In developmental

assessmment (see
also ARK Developmenial
Assessmend), the intention is to
focus attention narrowly on one
area or domain of learning and (o
COnStruct a ‘progress map’ as 4
frame of reference for estimating
students’ levels of achievement and
for monitoring individual progress
through that area of learning,

A decision might be made, for
example, to focus attention on
reading’ and to assess individuals’
levels of achievement in reading.
This intention raises a number of
questions: s the idea that children
differ in their levels of reading
achievement a useful idea? Is this
idea supported by assembled evi-
dence (observations of reading
behavioury Is the idea oo simplis-
tic: Is reading too complex to allow
a single measure of each student’s
reading achievement? Do students’
reading abilities vary across text
types, for example, meaning that
reading should be further subdivid-
ed and separate reading meusures
reported for different kinds of texts
(eg. fiction and non-fiction)?
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A progress map describes the path
of typical student progress through
an area of learning and so provides
a framework for addressing such
questions as:

» what is this student’s current
level of attainment?

- what kinds of skills and under-
standings are typically associated
with that level?

« how much progress has the
student made over time?

» have some students achieved
higher levels than others?

But a progress map, by itsell, does
not answer questions about the
adequacy of students’ achieve-
ments:

» is this student’s level of attain-
ment good enough?

« what should students of this age
be achieving?

+ will this level provide an ade-
quate foundation for the next
stage of learning?

Questions of this second kind go
heyond estimating students’ levels
of attainment to evaluating those
achievements—in other words,
making value judgements about
their adequacy. In this process it is
common to set benchmarlks as
points of reference.

Benchmarks can be either com-
parative or absolute.

Comparative benchmarls are set
by reference to the achievements
of others. An industry, for exam-
ple, might use achievements in
other, similar industries as bench-

marks for error rates, accident
levels, or return on capital. Compa-
rative benchmarking looks to
practices elsewhere as a guide to
what can be achieved.

In education, the performances of
students on past occasions, in other
schools, other States, or other courn-
tries are sometinmes used as com-
parative points of reference. In
making judgements about leveis of
student achievement, education
systems may seek answers to such
questions as:

« how do science achievements in
this country compare with
achievements in other countries?

« how do mathematics achieve-
ments in this State/Province
compare with the mathematics
achievements of students in
other States/Provinces?

« how do students’ literacy levels
today compare with literacy
levels ten years ago?

Absolute benchmarks, or ‘stan-
dards’, are set as desirable levels of
performance for a particular pur-
pose. For example, manufactured
items usually must satisfy specified
minimuin standards in relation to
properties such as flammability,
durability, and strength.

In education, absolute ‘standards’
are set by considering what it is
that students should know and be
able to do. For example,

« what kinds of mathematics
knowledge and skill should wc
set as goals for all students by
the end of the sixth grade?

ARK Progress Meps Mesters & Forster
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« what minimum levels of know-
ledge and skill should he
required for certification o prac-
tise as a physiotherapist?

Although absolute benchmarks are
expressed as desired levels of per-
formance, they always take some
account of current levels of stu-
dent achievement.

This article illustrates several
approaches to setting comparative
(pages 50-32) and absolute (pages
52-57) benchmarks for student
achievement.

Comparative

benchmarking

uses achievements

in other schools,
education systems, Slates, or cour-
tries as points of reterence for eval-
uating levels of achievement. The
process of comparing the perfor-
mances of a student or group of
students with the performances of
other students of the same age or
grade is called norm referencing’,
Usually, comparisons are made
with the performances of national-
ly-representative samples of stu-
dents.

Countries sometimes look to
achievements in other, similar
countries as a guide to evaluating
student performances. France, for
example, may be interested in
knowing how the mathematics
achievements of French students
compare with performances in
other Western European countries.
New Zealand may be interested in
knowing how the reading achieve-
ments of New Zealand students
compare with performances in
other English-speaking countries.

Achievement surveys conducted
by the International Association for
the Evaluation of Educational
Achievement (IEA) and as part of

the International Assessment of
Educational Progress (IAFEP) can he
used to establish comparative
benchmarks for countries wishing
to compare student achievements
with performances in other parts
of the world.

The picture on page 51 shows
results from one international
mathematics and science survey!
In this survey, representative sam-
ples of 13-year-olds were drawn
from about 100 schools in each of
five countries and four Canadian
provinces. Each sampled student
was dassessed in both mathematics
and science,

Page 51 shows average science
results in each participating system.
Results are reported against a
progress map along which five
levels of science achievement are
described. The published report
provides further details of these
levels, including examples of stu-
dent performance at each level.

Results are divided into three
groups (in different colours).
Differences herween groups are
statistically significant; differences
within groups are not. The shaded
band around each country’s/prov-
ince’s average level of achievement
indicates statistical uncertainty
about the exact location of the
average.

The inclusion of several Canadian
provinces, and the decision 1o
report results separately for
English-speaking and French-speak-
ing students in some provinces,
allows Canadian provinces to com-
pare their achievements with
performances in other parts of
Canada, as well as with perfor-
mances in several other countries.
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