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Unit 12 Assessment

Outline of this unit

This unit is concerned with how we can enable trainees to develop their knowledge and understanding of assessment. We need to help trainees to understand the nature of different types of assessment, its varying purposes and audiences and how they can become both competent in using assessment strategies and yet also contribute to professional debate as to how we might enhance the quality of our assessment practices. The unit addresses the following questions:

12.1  What is assessment and what are its purposes?

12.2  What is assessment for learning?

12.3  What are the requirements for summative assessment in history?

12.4  What are the key debates and issues related to assessment?

Each section of this unit is followed by one or more activities to enable you (and possibly your trainees) to explore the issues further..

12.1 What is assessment and what are its purposes?

Trainees are likely to have had diverse experiences of being assessed in school. For many (most perhaps) assessment is likely to be viewed as a process of setting tests, tasks and examinations, the results of which enable judgements to be made about the accumulated achievements of learners. These judgements are of interest to a broad audience: the learner, the teacher, the parent or carer, the school, the university, the employer, the government and so on. Whilst this type of summative assessment, designed  to measure performance, and associated with SATs, national curriculum levels, GCSE grades and AS and A2 results still dominates the education system there has been an explosion of interest in recent years with processes of assessment intended to improve teaching and learning. This conception of assessment is likely to be much less familiar to trainees: indeed, they may struggle to see it as assessment.  It is important that they recognise that here assessment is seen as formative and is embedded into the processes of teaching and learning: it is not something that the teacher, the exam board or the government tags onto the end of the process. Assessment for learning, the term most often used to describe this form of assessment, is primarily of interest to the teacher and the learner: it does not produce ‘hard data’ of the sort used to construct league tables of schools’ results or to distinguish between job applicants. Whilst the distinction between summative and formative assessment has the illusion of being clear, trainees will learn to recognise that reality is, inevitably, more messy. Summative assessment can be used for formative purposes, and it is entirely possible to aggregate what is known from formative assessment to offer a summative assessment.

Summative assessment is usually formal in nature. At key stage 3 it is likely to be associated with the national curriculum attainment target for history and at key stage 4 and 5 with the examination boards’ assessment criteria and marking schemes. So far as the Standards for QTS (draft, 2007) are concerned, trainees are required to:

Q11 Know the assessment requirements and arrangements for the subjects/curriculum areas they are trained to teach, including those relating to public examinations and qualifications (Q11). 

In contrast, formative assessment, or assessment for learning tends to be much more informal and part of the day-to-day processes of planning, teaching and learning, as the following Standards suggest: 

Q26 Make effective use of a range of assessment, monitoring and recording strategies; assess the learning needs of those they teach in order to set challenging learning objectives

Q27 Provide timely, accurate and constructive feedback on learners’ attainment, progress and areas for development.

Q28 Support and guide learners so that they can reflect on their learning, identify the progress they have made, and identify their emerging learning needs

Trainees may initially see issues of assessment as essentially concerned with more or less formal methods whereby they make judgements about what pupils have achieved and give pupils feedback about this. But hidden behind the relevant Standards are extensive debates about the nature and purpose of historical learning and understanding, and how you assess those things. As Christine Counsell wrote in 2004. ‘Once upon a time, there was a serious, well meaning and important attempt to help many teachers get beyond models of progression and assessment that were chiefly to do with piling up slabs of content knowledge. It appeared within the National Curriculum for history and it was served up in 1991…. Teachers screamed. I did too’ (Counsell, 2004: 2). In her editorial of a seminal edition of Teaching History, entitled ‘Assessment without Levels’, Counsell indicates just some of the debates that have – and continue – to rage. As she indicates, the original design and subsequent development of the national curriculum attainment target was, for some, the opportunity to think carefully about the nature of historical learning and how we might assess it in a way that supports pupils’ thinking. For others though ‘teaching to Levels’ fed into the drive for measurement and accountability that has characterised recent years. Assessment at GCSE has similarly attracted debate. Chris Culpin, a GCSE examiner for over 30 years, has argued that ‘the exam questions are often sterile exercises, especially those on source evaluation and on interpretations’. (Culpin, 2003: 17). Most recently, A level history – along with GCSE – has been roundly criticised by Sean Lang. Commenting on both GCSE and A level, he argues that ‘This narrowing of content is compounded by evidence of very poor historical practice in questions and in question setting, not just encouraging but rewarding speculation and unhistorical thinking.’ (Lang, 2005). He goes further, calling for a fundamental reform of history 14–19, including an overhaul of the assessment objectives and the assessment pattern. What we should assess in history, how and for what purpose are all subject to controversy.

Our task, in working with trainees in relation to assessment, is a complex one. A key preoccupation for them is likely to be summative assessment:  this may be expressed in the often heard but misinformed sort of comment ‘is this work a level 4 or 5?’ (see unit 11, especially section 2, for a discussion of why this is misinformed) or ‘how many marks does that GCSE answer warrant’?. It is common for them to worry about their capacity to fit into school procedures and practices: they want to do and be seen to do what they believe is a professional job. And of course they must become competent at making the judgements that are required. But we also need to help them to understand the tensions and dilemmas, between – for example – the ideal, the statutory requirements and the practices of a specific school. We need to help them see that debates about assessment (both formative and summative) go to the heart both of what it means to learn and make progress in history, and to the sort of history teacher they would like to be.

Given these complexities, one possible starting point is to discover something about trainee’s preconceptions in this area. Two possible ways of doing this are suggested in the following activity:

Activity 12.1.1 Your views of trainee’s preconceptions

Activity 12.1.2 How do trainees expect to be assessed on the PGCE?

12.2 What is assessment for learning?

The current prominence of Assessment for Learning has its roots in research conducted by Black and Wiliam (1998). They reviewed over 250 other assessment research studies to identify the effects of formative assessment on pupil achievement and potential ways in which this form of assessment might be used. They followed up this research review – which presented powerful evidence of the ways in which formative assessment or assessment for learning could lead to a significant rise in achievement – with practice based research in which they worked with teachers to discover if and how the methods they had identified as valuable could be used in the classroom.  Their two key works are Inside the Black Box and Working Inside the Black Box.

What is it?

‘The term assessment refers to all those activities undertaken by teachers and their students in assessing themselves which provide information to be used as feedback to modify teaching and learning activities in which they are engaged. Such assessment becomes formative when the evidence is actually used to adapt the teaching work to meet the needs.’

Black, P. and Wiliam, D. (1998) Inside the Black Box: raising standards through classroom assessment, King’s College London, p. 2

‘Assessment for learning involves:

· gathering and interpreting evidence about students’ learning; and

· learners and their teachers using that evidence to decide where students are in their learning, where they are going, and how to take the next steps’


       

      QCA and  the Assessment Reform Group (2001)

How do you do it?

There is a variety of approaches associated with assessment for learning and the Standards website, in the key stage 3 section, includes detail of methods advocated in the National Strategy, all of which are based on the work of Black and Wiliam. Trainees need to know about, try out and evaluate a range of approaches - and do so in the context of history classrooms. Several of the methods that have become well known (the best example of which is probably traffic lighting in which pupils give either the quality of their work or their confidence in their understanding a colour code from green – high/good – to red – low/poor), may have limited applicability to historical learning. Much of the early work, developing approaches, was conducted in the context of science and maths classes in which it may be easier to make such clear cut judgements.

Before you teach - to inform your planning

A key principle is to start from where the learner is and hence the need to establish that. A range of methods are possible: e.g. use group ‘brainstorms’ to establish what the pupils know/think they know already (in pairs, what do you already know about Elizabeth 1; share with the next pair, feedback to the class: record and return to later), quizzes or questionnaires designed for this purpose (which of these images comes from the second world war, which from the first? Draw a picture of where native Indians lived). 

As you teach – using questioning

Trainees will readily understand the range of purposes that questioning may have but they may find it difficult initially to see questioning as a form of assessment for learning: it’s teaching not assessing. But, as you can help them to recognise, questioning can help both the teacher and pupils to know what the pupils currently understand and need to develop further and can actually help to support that development. To see questioning as a strategy in action, Teachers’ TV has a very valuable programme (introduced by Paul Black) entitled Secondary Assessment: Effective Questioning (www.teachers.tv/video/566). This will help trainees to see that it is not just any old questioning that will work: the quick fire question and answer recap at the beginning of the lesson will not have the same benefits. The key characteristics of effective questioning that trainees need to identify are:

· The kinds of questions that are asked: open questions which invite exploration, rather than closed questions to which there tends to be just one right answer. Some of the pupils involved in the Black research project with teachers, shown on the Teachers’ TV programme, refer to fat and skinny questioning! These sorts of questions will need planning, especially by novices.

· When the teacher waits for an answer. Very often when teachers ask questions pupils are given no more than a couple of seconds to come up with an answer: hardly conducive to quality thinking.

· When pupils have the opportunity to talk to each other before they are asked to respond: not only does this give them confidence but it also means that teachers don’t necessarily have to ask for hands-up: they can anticipate that most should be able to attempt a response, particularly given that the question should be an open one.

In giving feedback on pupils’ work

Both the teacher and the pupil has a role to play here.

(i) Marking by the teacher: one of the powerful findings in the Black and Wiliam review was concerned with the relative effects of grades and comments on the pupils’ work. What emerged was that the approach that was most effective in enabling the pupil to make sustained improvement was when the teacher made a comment directly related to the success criteria (i.e. the marking criteria for the work) and set a specific focus for improvement. If just a grade was awarded there was an initial improvement but this was not sustained by the pupil. And – surprising though it is – if the teacher used both comments AND a grade there was steady decline over a series of tasks: all that the pupil saw was the grade – the comment was worthless. Advice about how to improve is critical for the learner to make progress and trainees need to have a clear sense of what will constitute an effective target.

(ii) Marking by the pupils: It is the pupils who have to make progress - the teacher cannot do it for them. The more the pupils understand what it means to make progress and what, specifically, they need to do to achieve this, the better. There is an increasing body of evidence from research and practice that the more pupils are involved in reflection about what they need to achieve and how they can do this, the more they will achieve. There is a range of possibilities here. The activity and resource at the end of this section suggest some ways of thinking about the range of possibilities here. : 

Note, though, as Black and Wiliam state: a key issue with all of these approaches is that pupils need to learn how to do them well:

‘The kids are not skilled in what I am trying to get them to do. I think the process is more effective long term. If you invest time in it, it will pay off big dividends, this process of getting the students to be more independent in the way that they learn and taking the responsibility themselves.’ 

(Black, P et al, 2002, Working Inside the Black Box, KCL, p. 11)

Trainees tend to forget this: they try out the approaches once or twice and become quickly disillusioned if the pupils don’t respond well e.g. by complaining that this isn’t their job, by giving all their friends high marks, by being more or less abusive about others. If Assessment for Learning is a relatively new approach in their school, then we (and their mentors) need to support trainees to integrate these approaches into their teaching over time and help them to understand the pupils’ reactions.

In revising: the formative use of summative tests

Several of the approaches suggested for pupils’ marking might be used here: peer review through the presentation of specific topics, the generation of appropriate questions by the pupils, peer marking of test answers

Whilst all these approaches are a direct reflection of the principles espoused by Black and Wiliam and the teachers and researchers involved in the ‘Black Box’ work, the pressures on teachers to provide senior management with hard data in the form of ‘levels’ and target grades, and their desire to ensure that learners make sense of these levels, means that ’most intriguingly, all the principles of assessment for learning have sometimes worked in curious ways’ (Counsell, 2004, 2). A great deal of time and effort is often expended, for example, in re-writing the national curriculum levels in pupil-friendly language and levels are talked about in virtually every lesson, with the intention of making them explicit to pupils. It seems that OFSTED inspectors regularly ask pupils both about their current ‘level’ of achievement and what they need to improve: a reflection of a curious mix of  philosophies. Teachers, it seems, are supposed to use assessment for learning to ensure that pupils ‘know their level’ – as if this is some real measure of their day-to-day achievement in history. As Unit 11, section 2 showed very clearly this is not what they were intended for, and a fundamental principle of Black and his team is that grades and numbers have little or no value in enabling pupils to make progress.

A final issue for trainees to consider in assessment for learning is the challenges it creates for record keeping. Summative assessment, or more traditional forms of marking, are relatively straightforward in this respect: it is usually a grade of some sort that is recorded. But if a key outcome of the teachers’ marking, for example, is a commentary on the pupils’ work this is not so easily recorded. Burnham and Brown (2004) make suggestions for how the teacher might record simple comments, and Cottingham (2004) and Cain and Neal (2004) suggest ways in which both pupils and teacher might keep records that are much more descriptive of the pupils’ progress and achievements. As these teachers reveal, when they do use and record marks and grades, these marks are the product of carefully designed criteria for assessment that seek to reflect the complexities of making progress in history.

Activity 12.2.1 Gaining access to pupils’ prior knowledge and understanding to inform planning

Activity 12.2.2 Teachers’ TV Secondary Assessment: Effective Questioning. 

Activity 12.2.3 Teachers’ feedback: effective targets

Activity 12.2.4 Pupil’s marking

Activity 12.2.5 Approaches to AfL practices in the partnership schools 

12.3 What are the requirements for summative assessment in history?

Haydn, Arthur and Hunt (2001) and The QCA website Innovating with history: Developing Assessment (http://www.qca.org.uk/history/innovating/assessment.htm) have valuable material associated with this. At Key stage 3, the most common tool used (despite the problems already discussed) is the national curriculum attainment target with its associated levels. Currently, Key stage 3 is being reviewed and whilst we know that the key concepts and processes (that replace the current knowledge, skills and understanding) are changing we do not yet know the shape of the attainment target. However, the current requirement for reporting attainment is likely to remain the same.  As QCA (the government body with responsibility for assessment) states very clearly ‘There is a statutory requirement for schools to report each pupil's level of attainment at the end of key stage 3 , normally Y9 [with a two year key stage 3 it would be Y8]. Teacher Assessment is used as the process by which these levels of attainment are judged.’ Unlike the core subjects of the curriculum there are no national, standard assessment tasks (SATs) for history. However, despite this statutory requirement, many schools require history departments to report levels much more frequently: and usually to parents as well as pupils, and trainees are often surprised to discover the discrepancy between policy and practice here: getting them to explore why this is the case, and the nature of the pressures on schools and teachers, is critically important.

QCA advise departments that ‘You will arrive at (end of key stage) judgements by taking into account strengths and weaknesses in performance across a range of contexts and over a period of time, rather than focusing on a single piece of work. A single piece of work will not cover all the expectations set out in a level description. It will probably provide partial evidence of attainment in one or more aspects of a level description. If you look at it alongside other pieces of work covering a range of contexts you will be able to make a judgement about which level best fits a pupil's overall performance.’ They emphasise that the level descriptions were not intended to be used for individual pieces of work: ‘Please note, level descriptions are not designed to be used to 'level' individual pieces of work’ Despite this statement it is very common for history departments to use them in this way, and to go way beyond the statutory reporting requirement. The complexities of measuring progression in history (see Unit 11) may help to explain why this is the case. The articles in Teaching History 115 show how several departments have created marking criteria to use for summative assessments that are much more subtle and sophisticated than the levels and by doing this they can more satisfactorily measure achievement and progression and report this to others. The demands by and on senior management in schools, in the pursuit of data and targets, are also highly relevant. Again, we need to ensure that trainees can explore these issues with their host departments. Such an exploration will be sensitive, for both trainees and mentors. Mentors could well feel that the trainees (or us) are criticising their practice, whilst trainees may struggle to satisfy the demands of two very different agendas. As with any controversial issue, discussion with mentors about the trainees’ learning needs is crucial.

At key stage 4, it is the GCSE assessment objectives and criteria that are central. Again, QCA has a central role to play. They set out common criteria that must be met by all specifications and these are then adopted in that form or slightly adjusted by each of the three examination boards for their three main specifications. The website of each board (www.edexcel.org.uk, www.ocr.org.uk, www,aqa.org.uk)  has detailed information about the assessment requirements for each examination, and there are few differences between them: how the assessment objectives are weighted varies a little and, currently, all except AQA’s modern world syllabus require coursework. There is one significant exception: a new specification offered by OCR that is in its pilot phase and restricted to the pilot schools. Here there are significant differences in both the criteria for assessment and, especially, the means of assessment – with teacher assessment playing a highly significant role (see www.ocr.org.uk/qualifications/GCSEHistoryPilot.html).

It has already been indicated that there are debates about assessment at GCSE in history. But these debates should be seen in the broader context of the reform of education and training for 14 to 19 year olds. Making sense of all this is challenging for us all – let alone trainee teachers. The Nuffield Review of Education 14-19, in its latest annual report (2006) indicates that although the government rejected the Tomlinson Review (that envisaged root and branch change to the examination systems in schools and beyond), it has implemented a range of changes and developments such as a National Qualifications framework and partnerships between schools and colleges. But the Nuffield Review group (amongst others) is nonetheless critical of the piecemeal change so far and there is no doubt that there is much more change to come. Our task with trainees must be to ensure that they become familiar with current GCSE assessment criteria and are able to use these not only for the assessment of pupils’ work, but also to guide their planning and teaching. But we should also equip them to operate within a changing world here: they should engage with the debates about the future of GCSE and other aspects of 14-19 education so that they can contribute to its development in the future.

The subject criteria (and the scheme of assessment) for AS and A level history have very recently undergone review, and in September 2006 a new set of criteria were published by QCA. Although the most significant changes relate to the aims and content, there is development in the assessment objectives, with a greater emphasis on the second order concepts of causation, continuity, change and significance: a reflection, perhaps, of the developments in this respect at key stage 3. Probably the key issue for trainees here is familiarity with the assessment objectives and marking schemes, and that they understand issues of progression between key stages.

Activity 12.3.1 Finding out about summative assessment in history at Key Stage 3 in partnership schools

Activity 12.3.2 Marking and moderation of GCSE and AS scripts: how can this be dome with trainees?

Activity 12.3.4 Debating the value of different assessment requirements at GCSE 

12.4 What are the key debates and issues related to assessment?

Many of the key debates associated with assessment in history have already been alluded to in this unit: 

· What is it that we are seeking to assess in history, and, so far as key stage 3 is concerned, how does the national curriculum attainment target and its associated level descriptions relate to this?

· What means do we use to assess, and are these valid and reliability? Are GCSE questions, for example, a valid instrument to assess aspects of historical understanding? How do we resolve the tension between reliable assessment (i.e. the outcomes of which are replicable, but may result in testing that which is not worth testing) and valid assessment (which may be messier but tests what it sets out to test: the complexity of historical understanding)

· How do we employ formative assessment techniques and approaches and yet also meet the demands of summative assessment, within a world of data collection, target setting and league tables?

One theme running through these debates is variation: between schools in their assessment practices and beliefs, between statutory requirements and adopted policies and practices; between what research and practitioners suggest is effective practice to support learning and achievement and the approaches adopted in many schools. Trainees need to engage in the debates associated with these variations, and their capacity to do so productively may be especially affected by two further factors:

· The engagement of mentors in the debates: if the variations are seen in superficial or judgemental terms, and especially if there is any suggestion of a ‘moral high ground’ occupied (probably) by researchers and higher education then it is likely that trainees will either adopt, relatively uncritically, whatever practices are espoused in their particular schools and ignore alternative views or they will be so confused that they will feel incompetent and helpless. The more we (subject tutors, mentors and trainees) talk together about the complexities of progression and assessment in history and the demands on schools and departments in a time of educational change the more likely it is that trainees will understand these debates as professional dilemmas and challenges faced by us all.

· When we address these issues in our courses:  how we develop them and how we link a consideration of assessment with other issues in the teaching and learning of history is a challenge for us all. There are no simple answers here – what is appropriate in one context may not work in another. As Unit 3 indicates we need to consider when trainees as ready to address certain issues, and how we weave them together: in Unit 11, Resource 11.4.1 shows how thinking about assessment is embedded into a developing sequence associated with progression in learning about causation. Whatever approach we chose, though, we must be mindful of our need to develop trainees’ confidence in meeting their day-to-day professional obligations as well as our need to develop the quality of their thinking about these obligations.

Activity 12.4.1 Digging deeper with the information from partnership schools

Activity 12.4.2 When to address these issues?

Activity 12.4.3 Key debates

Activity 12.4.4 Rewriting the relevant Standards 

Activities

Activity 12.1.1 Your views of the trainee’s preconceptions

It’s worth thinking through what you anticipate may be the starting points of your trainees. 

Some ways of doing this include:

· Use their GTTR forms to identify what range of examinations they have been involved in, when they were at school and what school they attended. Depending on the make-up of your group, these could vary considerably.

· Look too at their actual levels of academic and other achievement and what this may suggest.

· Look at their prior experience before beginning the course. There may well be several who have had experience as teaching assistants: how might this affect their views?

· Reflect on your own experience if you have worked with trainees in school: what views did they express? When and if they started marking work, how did they respond to it?

· You could design an activity which involves them marking a piece of work with little introduction as to how they do it. What do they choose to reward and why? How do they do this on the work? In comments? 

Activity 12.1.2 How do trainees expect to be assessed on the PGCE course?

As a way to get them thinking about assessment, and also to alert you to their ideas, you could get them to consider how they would want to be assessed on the PGCE: who by? How? What should be assessed? When? What evidence should be used? 

Activity 12.2.1 Gaining access to pupils’ prior knowledge and understanding to inform planning

It’s worth thinking of how you can get trainees to gain access to pupils’ existing understandings and how they can then use this knowledge. The resource in Unit 13 (13.1.2) is an article about how PGCE students gained access to pupils’ existing understandings. Would you use this sort of approach? If you did, what would you need to agree with mentors in advance? How might you prepare trainees for this sort of activity?

Resource 12.2.1 is a Move Me On article: this is another example of how a trainee gained access to pupils’ existing knowledge. It also indicates the challenge of then taking account of this knowledge. Could you use this Move Me On with your trainees? How? Could you get them doing something similar? As before, how would you need to prepare them for doing this? How would you enable them to then use the knowledge that they gained?

Activity 12.2.2 Teachers’ TV Secondary Assessment: Effective Questioning

Watch this programme (www.teachers.tv/video/566) and consider what you think it offers. Would you consider designing all or part of a session using it? What would you get the trainees to do whilst watching it? What would you want them to discuss afterwards?

Activity 12.2.3 Teachers’ feedback: effective targets

The following might characterise effective targets to give pupils: 

· few in number

· precise, measurable guidance on what to do to improve

· realistic & achievable in the short term

· task related: knowledge, skills, concepts to complete task

· regular opportunities to review

· pupils involved in setting them

· used as reference points (reminder beforehand)

· pupils involved in judging when they’ve been met

Pupils also request the following: 

· Do not use red pen – it ruins our work

· Write legibly so the comments can be read

· Write statements that can be understood

Are there others so far as you are concerned? How would you exemplify them for history? How could you introduce these to trainees?

Activity 12.2.4 Pupil’s marking

The following are all examples of ways in which pupils can be engaged in marking their own or others work. 

· Traffic lighting of various sorts e.g. (i) Get pupils to assess their own work and label it with a traffic lights colour coding (red for a bit of a disaster area, orange so-so, green good). The teacher can then get all the ‘reds’ together to go over the key issues, whilst ‘orange’ and ‘green’ do something else; or each ‘red’ has to find a ‘green’ and see what they have done (ii) pupils are given list of the goals for the lesson and assess themselves on a traffic light scale (iii) pupils in groups have to put together a short presentation or explanation on a given topic to others. They give the explanation and other pupils traffic light them i.e. green: better than I would have done, amber: as well as I would have done, red: not explained as well as I would have done. Scores have to be justified. (iv) revision: students traffic light on all the topics, key words, whatever. Homework: focus on red areas. 

· Pupils are given several examples of work produced (by this class or another or created by the teacher): they have to decide which is best/worst and why i.e. what the criteria - and levels of achievement - would be.

· Pupils work out what the criteria will be for marking a particular piece of work. Then either the teacher or the pupil they mark it using those.

· When pupils are given work back with comments on they have to turn this into two or three action points for the future

· Pupils make up test questions on completed work, set them for the rest of the class and evaluate the responses. Another version of this is that pairs of pupils have to come up with questions, all are collected and then decisions made about which are the best questions to ask.

· Selected pupils give a very brief talk at the end of the lesson on what they have learnt and the class questions them. Teacher has to remain silent, except for management issues.

For each, consider if you think it is an effective strategy and why. If you wanted to ensure that trainees try out some of these approaches what would you need to do to prepare them for it? If they do experiment in school, how would you run some sort of feedback session? How would you respond to a trainee who says that in their school they don’t think these approaches have any value or that their pupils hate doing them?

Activity 12.2.5 Approaches to AfL practices in the partnership schools 

Given that variations in school practices in assessment is one of the factors that makes working with trainees in this area especially challenging, it is worth you finding out about what the schools do. You could do this in a variety of ways e.g. initially, if you have mentor meetings, ask them to tell you (and each other - this could be an interesting discussion) what they do and why. If this isn’t feasible you could send out a brief questionnaire (you could use this to collect various pieces of valuable information e.g. GCSE and A level specification choices, ICT availability in school, proportion of pupils with EAL and so on). Once you have this information you can consider: what are its implications? How will it affect the design of sessions with trainees? 

Activity 12.3.1 Finding out about summative assessment in history at Key Stage 3 in partnership schools

Given that variations in school practices in assessment is one of the factors that makes working with trainees in this area especially challenging, it is worth you finding out about what the schools do. You could do this in a variety of ways e.g. initially, if you have mentor meetings, ask them to tell you (and each other - this could be an interesting discussion) what they do and why. If this isn’t feasible you could send out a brief questionnaire (you could use this to collect various pieces of valuable information e.g. GCSE and A level specification choices, ICT availability in school, proportion of pupils with EAL and so on). Once you have this information you can consider: what are its implications? How will it affect the design of sessions with trainees? 

Activity 12.3.2 Marking and moderation of GCSE and AS scripts: how can this be done with trainees?

Trainees usually find that having the opportunity to mark and moderate scripts is a powerful way of learning about examination requirements. 

· What value would you see in them having this type of experience?

· How could you set this up?

Activity 12.3.4 Debating the value of different assessment requirements at GCSE 

One way of doing this is by contrasting requirements. The OCR Pilot for history GCSE (www.ocr.org.uk/qualifications/GCSEHistoryPilot.html) has a very different set of requirements. You could consider getting trainees to look at these and compare them with a conventional GCSE as a way of thinking about what should be assessed and how. What would you hope they would learn from this exercise?

Activity 12.4.1 Digging deeper with the information from partnership schools

When you have gathered basic information about what your schools do in terms of assessment, it would be really good to learn more about why they do it. Probably the best way to find out about this is through face to face contact e.g. if you are visiting the school, see if you can ask them. If you are able to collect this you could then look for similarities and differences across the schools and use this as the basis to plan a session for trainees in which you know the schools’ differing views can be introduced. How would you use this information?

Activity 12.4.2 When to address these issues?

This is worth thinking about both on your own but also with your mentors. Unit 3 suggests some general issues to consider when thinking about what goes where in your programme, and it’s valuable to think this through for this topic: there are no right and wrong answers. There are all sorts of possibilities e.g. tackle formative assessment first and then summative (and the formative use of summative assessment), weave it into a consideration of teaching about pupils’ learning of a particular aspect of historical understanding (see unit 11, Resource 11.4.1 for an example here). You need too to think about what you will do in the university and what will happen in school – and how these will complement each other. It may be that you will be constrained by your general professional studies programme: how can you build on anything done there?

Activity 12.4.3 Key debates

What is your response to these questions? Would it be worth setting up some sort of formal debate amongst the trainees? How else could you ensure that they are engaging with these issues? What would you hope would be the learning outcomes of a session like this?

Activity 12.4.4 Rewriting the relevant Standards 

It is likely that the Standards in relation to assessment will not reflect in detail all the sorts of knowledge, understanding and skills that your trainees will have achieved in this area. Taking them as the starting point, what additional sorts of achievement are you really hoping for from your trainees - even if this is not formally required? If you were writing a reference for a trainee who you think is exceptionally knowledgeable and skilled here, what would you be saying about them?

Resources (to be supplied by HA)

Pendry et al article from Teaching History (also needed for unit 13)
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