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INTRODUCTION
I started work on this paper
 by describing current practice in assessment in Dutch schools, its use and recent changes. Writing it down, I wondered why the drawbacks of that practice - which have been  well known for a long time - have triggered so little change.

Obviously, there are several sorts of explanations. One of these is that some suggested changes in assessment do not match certain expectations of education held by the general public and many teachers. So the question arises how certain practices of assessment relate to value-positions about education. I decided only to sum up the description of Dutch practice -and to explore the meanings of education, the beliefs about what education should and can achieve and the relations of those meanings to the roles of assessment. Possibly, this is not the best approach to the issue. Many innovations start from small practical changes and not from broad concepts. But I believe that many practical attempts at innovatory assessment have created confusion or have failed, because of a lack of communication with stakeholders about the underlying change of meaning of what education is about.

Repeatedly, international studies have shown that assessment serves more than one function at the same time. Optimisation of practice towards one function may disturb the others. Solutions to that problem have not been found  yet. Some advocate different practices for different functions, others try to find practices that may serve several functions at the same time. I do not have a solution at hand either. But I feel that a solution can’t be reached by functional reasoning alone, but requires clearer communication about the meaning of education. That might help to decide which functions are crucial in a certain context and to what extent. 

The exercise was really a first try and at some point arrived only at the bare outline of an idea. Nevertheless, it leads to some suggestions about priorities for assessment-policies. I would be grateful for any comments. 

Sèvres, France, 6 February 1996.
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1
THE PRACTICE OF ASSESS​MENT, THE DUTCH CASE 

Assessment
 in Dutch schools is a normal part of educational life. In secondary education there are frequent short tests
 and about twice a term large and more formal ones. Teachers usually start lessons with oral questioning of some of the students. Assessment helps in organising learning time and learning effort. It serves the allocation of students to stages along the different educational pathways.

Allocation of students from primary education to secondary schools is based on the experienced pro​fessional judgement made by the primary school, often based on informal methods of assessment. 60% of schools add the results of a centrally set achievement test to this professional advice.

In secondary schools marks play a central role. Passes from school-year to school-year are based on marks from formal tests. Final examinations are important in second​ary schools. They set guidelines for educational practice and the marks are used for certification. Half of the marks are based on school-based tests. Univer​sities accept the secondary-school cer​tificate as adequate for entry.

2
CHANGES
centrally provided tests for about 200 attainment targets in lower secondary.

The intention of recent policies is to raise the level of basic education for all. In 1993 the government set more than 200 attainment targets which have to be met by all students after 3 years of lower secondary educa​tion. All schools should use centrally provided tests which are supposed to cover all the attainment targets. The first experiences seem rather chaotic. Main points of concern are (a) whether or not the data used for certification of individual students should also serve - by some means of aggregation - the purpose of evaluation of schools and quality-monitoring at the national level and (b) the appropriateness of the tests for weaker students. Other concerns include the workload for teachers and the costs and administrative burden for schools. For all those reasons, revision of the initiative is currently envisaged
.

examinations in upper secondary

Changes in final examinations are envisaged for both lower and upper secondary schools. For lower secondary education a major revision of examination syllabuses is taking place, together with a new definition of educational streams.

In general upper secondary, the curriculum is changing dramatically. An integral approach has been adopted instead of the current subject-based approach. Students will also have about 20% of their time available for a wide variety of activities, including the possibility of work-experience. Innovation is geared to more independent learning. The accompanying changes in the final examination have a pragmatic charac​ter. They are intended to provide more oppor​tunities for flexibility in learning, and to decrease the amount of teaching time that the examination takes. A school-monitored portfolio will replace the school examination. It is recognised that in the long run a form of formative assessment is needed in upper secon​dary, from which summative assessment may be drawn.

teacher-networks between secondary and tertiary education

It is beginning to be understood that examination-marks have a rather low predictive validity for success in higher education. This is why teachers from secondary schools and from tertiary education have started networks to discuss together and improve their instructional practice. Additional activities for students of both educational sectors are provided as well, in order to facilitate the transition from secondary schools to higher education.

3
FUNCTIONS OF ASSESSMENT

Both teachers and students see assessment in the first place as a means to monitor committment to lear​ning and judge general ability. Teachers often claim that they need testing as a means to stimulate students to put effort in their studies. Many students work for the test in relation to their perception (and even calculation) of chances to pass at the end of the year. Both teachers and students do accept low marks at tests, as long as it does not endanger a pass to a further stage. Marks on tests are central. Marks are used for decisions about passing from one school-year to another, about the take-up of subjects for examinations and for cer​tification. At the system-level assessment serves a specific selection-function: differentiation between students on a general scale which reflects a combination of ability and adjustment to certain socially valued behaviours. This “screening-function” of education is currently discussed in relation to a more allocative model of selection: the “qualification-function”.

The govern​ment and the general public value examinations as a means to guarantee quality and standardisation. Examinations in the Netherlands serve also as a means to consolidate certain innovations in the curriculum. There is a tendency to compensate for negative backwash effects of central written examinations by setting guidelines for the school-examination.

Assessment operates also as a ritual. Questions asked by the teacher often mark the beginning of instruction, the formal test at the end of a period of work marks the moment  to conclude a subject, to leave it behind. And assessment is the expression of power of the teacher.

If one considers the basic instrumental functions of assessment as identified by Harlen et al. (1993):

· the formative role: as a means for providing feedback to teachers and pupils about on-going progress in learning;

· the summative role: a means to summarise the nature and level of students’ achievements at various points in their schooling and when they leave;

· the certification role: as a means of summarising, for the purpose of selection and qualification;

· the quality control role: as  a provision of information used in judging the effectiveness of schools and of the system as a whole; 

then one can conclude that the summative and certification roles steal the show in the Netherlands. The summative role mainly serves as a ritual, the certification role a specific interpretation of selection: screening
. The formative role is not systematically practised. The quality control role is exercised only at the national level and is focused on standardisation. The emphasis in quality-control is currently shifting to the school-level and to more explicit means.

4
REFLECTIONS ABOUT CHANGE 

drawbacks of current practice

The current practice of assessment not only serves the positive, desired roles: summing up of achievements, certification and quality-control. It has also serious drawbacks. In summary, the present practise of assessment 

· creates failure: currently used tests and the way they are marked produce cumulative failure: within each group a 30% failure occurs again and again. Students tend to get mainly indications of what was wrong in stead of praise for what was good, which does not help to develop self-esteem. All this reinforces bias between social groups and between boys and girls in terms of educational achievement;

· is inefficient in terms of allocation
: it is well documented that marks have low predictive validity for higher education and employment, the most that an examination might do is to provide a reliable average for a school group; pass/fail decisions on the basis of marks are often wrong: many students who are not allowed to pass, would have been able to do so, while many others, who are allowed, do fail; this is - ironically enough - especially true for students who have medial scores. Students do not learn much from current assessment about their potential for a wide range of possible future tasks;

· discourages higher order learning processes and innovative and entrepreneurial talent; assessment often creates a culture of the right answer and discourages risk-taking, expression of doubts and social interactions

· creates a rat race between students for ever higher educational qualification, while the added value of such investments decreases where a long time is being spend only in initial formal education. 

	PRIVATE 
drawbacks of current assessment practice

	creates failure
	cumulative failure through school-years

negative feedback dominant

social and gender bias

	allocation inefficient
	many mistakes in pass/fail decisions

students do not get adequate information for choices

	prevents innovation
	culture of the right answer

social interaction, risk, doubt not rewarded

	ineffective rat-race
	the need to gain comparative advantage distorts matching processes

long initial education has diminishing profit


The first category of these drawbacks is currently explicitly attacked, at the level of lower secondary. As we have seen: the first experiences are chaotic. This is not only the case in the Netherlands (OECD, 1995, p. 46). The other points are not yet on the agenda! One may wonder why this is so, given the priority of many governments for more effective education.

Apparently, current assessment practice is quite resistant to change.

the stability of the current practice.

There are several reasons for this.

First of all, current practice is embedded in history and culture and any suggested change finds itself in a defending position against it. Parents have survived it, or even profited from it. It serves teachers as a semi-objective tool to deal with complex and difficult decisions in education and the accountability of those decisions to parents. This has been called the “rational authority” of marks. (Keith Hoskin, 1982)

Secondly, the drawbacks are felt to be compensated for by other means. The system compensates for the extreme effects of the draw​backs by allowing variation on other determinants of the system such as alternative pathways and repeating of school-years. Schools and teachers compensate for the the sharp edges by allowing special solutions for special cases. 

Thirdly, teachers who are inclined to change assessment are dis​couraged by a lack of practical support and instrumen​tal expertise. National testing programmes look towards standardisation and application across schools, and do not provide information about about what to do if results do not meet standards; at the same time a claim is being made for a formative role of assessment, aiming to influence the individual learner directly. These “double” messages confuse teachers, and not only them.
 Teachers find the information gained from tests difficult to use for feedback and remedial treatment. Test-results are also felt to be rapidly outdated. Teachers also mention serious organisational difficulties if they want to respond to children’s results in a differentiated way. 

Last, but certainly not least, such pragmatic and practical reasons are embedded in a culture where a specific meaning is attached to education: people believe that edu​cational achievement is basically the individuals’ merit, that it reflects individual commitment and ability. One expects education to reveal differences in individual merit. One is suspicious if education claims to achieve equal results for all and reluctant to invest in it, if it encompasses more than very basic skills.

The following table summarises these factors.

	PRIVATE 

explanations for the stability of current practice of assessment

	pragmatics
	-
current practice is simple, safe and well established;

-
“rational authority” of marks

	compensation
	extreme drawbacks are compensated for:

-
the system allows  variation on other system-factors

-
schools and teachers find special solutions for special cases

	lack of alternatives
	-
alternatives difficult, costly and not coherent

-
lack of supporting expertise

	values
	-
dominant stakeholders profit(ed): current practice is believed to be good (enough)

-
educational results seen as individual merit, education should show the differences


Any change suggested has to deal with each of these forces and indeed with their interactions. This sets a very complex agenda for action. In this paper I will concentrate on the question of how different value positions may relate to different options of assessment.

5
MEANINGS OF EDUCATION
A culture carries sets of socially established meanings. What are the  meanings constructed around education, what are the underlying values and how are they reflected in assessment-practices? Three sets of meanings may be relevant here: “education as supply”, “education for results” and “education for qualification”.

	PRIVATE 


EDUCATION AS SUPPLY




description

“Education as supply” is a vision where the primary task of educational service is seen as the supply of materials, teachers, classrooms and other conditions. In this view,  a rich and varied educational environment serves the per​sonal development of students. Debate concentrates on the question what “good” supply is. Supply is either equal for all students, or it is different for different groups of students, according to certain entry characteristics of students. Traditionally, results on tests play a role here. 

The achievement of results is certainly seen as related to the quality of supply.  But, whether students actually achieve results is felt as being basically dependent on their individual capabilities, effort and perseverance (“merit”), it is their individual responsibility and/or that of their parents.

educational policies

Educational policies aim to ensure “good” supply, guarantee accessibility, and control attendance. Whether students acquire results is not regulated, but summative assessment is.

assessment

Assessment could be basically summative and could very well lead to a profiled summary of achievements.

In practice supply-based systems tend to assess achievement in general terms of “school success” or “level”. This is on the one hand an artefact of specific psychological theories (Gifford & O’Connor, 1992). On the other hand, it suits the generally held view about individual merit. Together, these factors match the value that success in society should not be derived from religious or societal positions, but should only depend on personal merit. It is the educational system which is expected to show and measure such merit (meritocracy). This position reflects a stake of educational institutions.

Related to this value is a specific meaning of selection: the “screening” or “credentials” theory.. The underlying ideas are that the primary function of education is not to enhance individual abilities, but to reveal potential: which individuals carry basic abilities already, and that achievement of a certain level of education is an indicator of perseverance, adaptability and learning-competency. This explains why assessment for certification is dominant in supply-based systems and why it is based on uni-dimensional scales, referred to as “levels”. 

status

I believe that “education  as supply” has been the dominant position of educational policies for many decades and still is the dominant position of the general public, and indeed of many teachers.

	PRIVATE 


EDUCATION FOR RESULTS




description

“Education for results” reflects a political stake and a mission of some educators. The basic service of education is not longer “good” supply but results for all students. In the beginning of this movement, the term “results” referred to a set of “minimum results for all”, later “the best possible results for all” is added to its meaning. The debate is about what such minimum results c.q. such best possible results for all  should be.

The position is related to concerns of educators about the systematic bias in educational results, both in the case of common supply and in the case of differentiated supply, leading to systematic disadvantage of low social-economic groups and girls. The findings of research that schools differ in their effectiveness to accomplish results for their students have contributed to the new mission as well. 

At the political side “education for results” is connected to a general need for governments to look for cost-effectiveness and the belief that decentralisation and demand for accountability would serve that purpose.

educational policies

Educational policies focus on definition of “attainment targets”, make them obligatory for schools by regulation, and allow more autonomy of schools in terms of educational provision  (supply): curriculum, teachers, buildings, etc.. Tests are provided to control whether the desired results are achieved. 

School are accountable to parents and the government. Teachers loose autonomy and are bound to work as a team towards the school’s objectives. School-management is an object of primary concern, more than teachers’ professionalism, which is left to the school to foster.

assessment

Assessment in schools is far more complex than in the case of education as supply. It is expected to fulfil more roles. First: the formative role of getting continuing evidence about students’ progress and involvement, in order to improve those. Secondly, the role of summing up whether and to what extent the required results have been achieved. Thirdly: profiled certification based on differences in specific domains, not on the basis of a position on one scale. Finally, assessment for accountability of schools seems dominant, whether by inspection or by indicators aggregated from summative assessment.

status

“Education for results” is the dominant position taken by most national educational policies since the early eighties (Husén & Tuynman, 1994).

difficulties and limitations of “education for results” (I)

In spite of the political rhetoric and pressures on schools to raise standards, education for results is far from being a reality. 

Reasons for this include the following: 

A lack of instructional know how: concrete know-how about learning of students of specific subject matter is not readily available. If it is available, it shows that learning is much more complex than a model based upon simple progression through certain levels would suggest. Tacit knowledge of practising teachers is not systematically used for improvement
.

Organisation, management and facilities of schools do not allow for a highly differentiated instructional approach. A change from a supply-practice to a results-vision needs a real “re-engineering” of proces​ses in schools and this is often not addressed.

· The emphasis on the school as a unit of evaluation does not match teachers’ sense of professionalism. Teachers feel under-valued. This, together with the lack of concrete support and expertise, makes them suspicious, defensive and even cynical in relation to the proposed change, while for successful change,  teachers should understand, and be willing to work towards an innovation, and feel ownership.

· External pressures for accountability distract attention from primary instructional processes. This is indeed a paradox: the attention given to summative assessment and accountability  in order to improve results tends to push formative assessment and differentiated approaches to learning  to the margin and leave it under resourced, while better results inevitably require enhanced investment in primary processes.

The following table summarises these elements.

	PRIVATE 

difficulties and limitations of “education for results” (I)

	lack of instructional know-how
	-
lack of research knowledge about learning of specific subject matter

-
insufficient use of tacit knowledge of teachers

	lack of appropriate processes to change organisation of schools
	-
transformation of schools from supply-vision to results-vision demands specific change processes, different from those of curriculum innovation

	teachers feel under valued
	-
lack of support from outside

-
no support from parents

-
focus on school management and schools as  units of accountability tends to distract attention and resources away from primary processes

	pressures for accountability tend to push formative assessment to the margin
	-
demand for accountability finds its origin in general political circumstances, not well understood by educationalists and often not specifically related to education

-
this external pressure leads to attention and resources for summative assessment and its use for evaluation of the school and the national system


difficulties and limitations of “education for results” (II)

Of a different nature is the following set of reasons. Here, doubts are expressed about the basic values of “education for results” and its rigidity of use:

· The general public still adheres to a supply-vision, and is suspicious about equal results. Fishkin once wrote about the “trilemma” between the values of equal chances, individual merit and the autonomy of the family. His analysis revealed that it is indeed impossible to do justice to each of these values at the same time (Fishkin, 1983). Recruiting processes do reinforce the “screening” function of education by using achieved levels of education as a first order selection criterion and as we have seen, such levels do not refer to specific domains of content. 

· Others are suspicious about the targets set within the educational community. They fear that such targets are too abstract, too far away from human commitments in daily life or inadequately selected. These suspicions refer to inherent problems of the “education for results”-approach: the question whether it makes sense at all to base education on defined desired performance within the context of schools and only at a given moment, and whether it is possible to define such results in a way which carries meaning for the stakeholders on the one side, and are relevant for educational improvement on the other.

These elements are summarised in the following table:

	PRIVATE 

difficulties and limitations of “education for results” (II)

	supply-vision still dominant
	-
Fishkin’s “trilemma”: it is impossible to strive at the same time towards individual merit, equal chances and the autonomy of the family.

-
“screening” reinforced by recruitment processes

	limited value of defined results
	-
definition of meaningful results difficult

-
results at a given point of time may not represent potential

-
school is not a very relevant context for many desired performances


The conclusion is that the political (and educational) desire for “education for results” is being imposed on a system which in practice is matched to “education as supply”. This causes confusion, all sorts of unclear compromises and lack of mutual trust between policy makers and the educational community. The efforts to change that practice have not been well-defined, communicated and resourced.

At the same time, research about the complex processes of transfer from schools to the outside world reveal doubts about the idea that the primary mission of education should be the achievement of well defined results. The quest is for more interactive processes.

	PRIVATE 


EDUCATION FOR QUALIFICATION




description

“Education for qualification”
 refers to a position where educational elements, such as “good” supply or attainment targets, are directly connected with contexts in the world outside education. It is a response to the lack of validity of current school certificates for purposes of recruitment. Historically, it referred to methods to improve the definition of desired learning-outcomes by careful analysis of current practices in higher education, the world of work and leisure, and by involving people from outside education in the definition and selection of these desired outcomes. It was found that such methods alone - in fact a variant of the “education for results”-approach - have limited value and need  direct interactions on the level of learning processes and assessment to make them effective.

Education for qualification finds its ground in theories of learning on the one hand and is inspired by the wealth of experience and tacit knowledge about learning in organisational settings (referred to as “the learning organisation”, “empowerment”, “human resources management”, etc.) on the other. It also relates to new emerging modes of knowledge-production, where the traditional notion of  “learning knowledge first and than apply it” has changed to a notion where theory and practice are much more intertwined (Gibbons et al., 1994).

Initial education in formal schools is seen as valuable in some respects - for example: as a place where you are allowed to make mistakes, a place for reflection and a place where you can think for a certain time without time pressures; as a place to practice and gain some specific skills; basically “supply” factors - but only within the context of some agreement between the school, the student and some external agency.

Learning is seen and understood as an active process of construction  and as contextual. The assumption that learning implies mastery of basics (skills or concepts) which can later be applied to a varied set of contexts is  believed to be valid only in a limited sense. Fixed results determined by central governments are thus not seen as a major indicator for meaningful learning. Even if certain results are established, it is not sure at all whether such results are of much value for later life. Thus results are seen as important, but only in relation to some sort of external context. This means in operational terms that schools share ownership with other parties.

Learning is also seen as dynamic, results change over time. If certain results are not achieved at a certain time, they may be achieved later, and possibly more efficiently. Learning for qualification fits into initiatives for life long learning.

educational policies

Educational policies in the context of “education for qualification” focus on communication and co-makership between education and other institutions in society. Diversity in institutional settings and flexible arrangements and conditions for learning are allowed. Teachers’ professionalism is expected to cover both learning in schools and other learning processes. Mobility of teachers between schools and other places in the working society is encouraged. 

The objects of control and evaluation are the pathways of students through education and work-settings, the transparency of learning arrangements for students and local quality-control through accreditation by a diversity of interest-groups (“multiple accreditation”, van Vught & Westerheijden, 1994).

assessment

Assessment includes local, formative and dynamic arrangements, as in modern styles of human resour​ces manage​ment, including assessment centres. Certification is based on portfolio-methods, it may relate to agreed qualification levels. Certificates can be gained through work-experience as well as through educational arrangements. 

status

Education for qualification is an emerging vision.

The following table summarises some of the characteristics of these different meanings.

	PRIVATE 
meanings of education

	

	education as supply
	education for results
	education for qualification

(empowerment)

	main focus of regulation:
	-
materials, teachers, buildings

-
accessibility
	-
defining minimum results for all (attainment targets)

-
setting benchmarks for “the best possible results”

-
central tests for summative purposes

-
accountability of schools
	-
co-makerships

-
transparency of learning arrangements,

-
multiple accreditation

	basic unit for control and monitoring:
	-
attendance
	-
achievement per group
	-
pathways in and outside education

-
longitudinal studies


6
MEANINGS OF EDUCATION AND ROLES OF ASSESSMENT
The different roles of assessment as they relate to the different meanings of education may be summarised in the following table:

	PRIVATE 

meanings of education and assessment

	

	education as supply
	education for results
	education for qualification

(empowerment)

	summative assessment
	formal tests
	formal tests, used as a final “check-up”
	interactive methods:

inspection of self-reports, peer-evaluation and systematic observations

	
	school setting
	school setting
	variety of settings

	
	in principle: profiled results per prescribed domain
	profiled results per prescribed domain
	profiled results

	
	fixed times
	fixed times
	flexible in time, on demand

	
	teachers major assessors
	teachers major assessors
	variety of assessors

	formative assessment
	in practice: not used
	diagnostic tests 
	Incidental use of tests

	
	
	systematic informal assessment of learning against set stages of progression
	systematic continuing assessment of performance by informal means 

	
	
	criterion-referenced

criteria fixed in “attainment targets”
	criterion-referenced, criteria context-dependent



	
	
	use for quick allocation to tasks and settings for further learning
	use for both quick and long term allocation to tasks and settings for further learning

	certification
	based on tests with maximum discrimination
	mix of different tests, profiled reports
	mix of different means, profiled reports

	
	test- and score-reliability
	validity more important then reliability
	validity more important then reliability

	
	serves screening-purposes
	serves allocation purposes
	serves allocation purposes

	quality-control
	monitoring of 

-attendance

-supply as regulated

central tests for standardisation 
	monitoring by measurement of results achieved on group-level by central tests

school-accountability
	multiple accreditation

little use of central tests


7
CONCLUSIONS AND ISSUES FOR DISCUSSION
My conclusions and suggestions for discussion are the following:

1
recent educational policies focus upon “results for all” and accountability of schools. This sets an enormous agenda for work, indicated by each of the elements given in the tables under the heading “education for results” in paragraph 5 of this paper. In most countries such an agenda for work does not exist.

2
The current emphasis on education for results does address only one aspect of the drawbacks of the present practise of assessment (paragraph 4). Other aspects can only be addressed if educational policies shift from “education for results” towards “education for qualification”. 

3
The current emphasis in educational policies is a gradual shift from “education as supply” towards “education for results”. In many respects, it may be recommended to skip the result-phase and jump directly from “education as supply” to “education for qualification”. This would place initiatives for “education for results” in a more balanced position and avoid some of the inherent shortcomings and operational problems of the movement for results.

4
But this does not mean that education will be modelled according to the properties given to the qualification vision in this paper. Instead, education in the future will have elements of all three visions. Elements of supply will focus on matters such as higher-order learning processes, group-learning, creative learning, reflection etc. The “results-approach” will focus on very basic processes only and education for such results will only take a limited amount of time of learning time. Education for qualification will cover the other domains of knowledge and skills. The process of change in such a direction will be slow.

4
Schools may differ in what they offer, and may take responsibility for different combinations of the different modes. Some schools will develop towards a sort of educational broker, connecting students needs to learning-places and guiding progression.

5
If such perspectives make any sense, it helps to set priorities for assessment-policies, such as the following:

· formative: formative assessment is always a priority, but it takes different forms in different settings;

· summative: development of innovative tests in fields of higher order styles of learning, or domains of new curricular contents;

· certification: development of profiled summative certificates, geared to allocation and recruitment purposes, in a context of communication between schools and recruiters, and arrangements for life long learning;

· quality-control: development of methods, which fit the distinct missions of schools. A mix of the methods indicated in the table in paragraph 6 is indicated rather than one specific method.
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�	The views expressed in this paper are those of the author. They do not in any way commit the Organisation for Economic Co-operation and Development or its member states.


�	For a definition of the term "assessment" I refer to Harlen et al. (1992): "Assessment in education is the process of gathering, interpreting, recording and using information about pupils' responses to an educational task. At one end of a dimension of formality, the task may be normal classroom work and the process of gathering information would be the teacher reading a pupil's work or listening to what he or she has to say. At the other end of the dimension of formality, the task may be a written, timed examination which is read and marked according to certain rules and regulations. (-) All types of assessment (-) involve interpretation of a pupil's response against some standard of expectation. This standard may be set by the average performance of a particular section of the population or age group, as in norm-referenced tests. Alternatively, (-) the assessment may be criterion-referenced. Here the interpretation is in terms of progression in skills, concepts or aspects of personal development which are the objectives of learning (-)".


�	I use the term "test" for a formal educational task, under constraints of time, meant to judge responses. I do not use the term here in the sense of a measuring instrument, detached from education, as is often the case in the USA. I use the term "examination" to indicate a final test at the end of a period of schooling.


�	An advisory report is expected in April 1996.


� 	As I will explain later, this is related to the meritocratic function of  education in the Netherlands.


�	The term "allocation" is used to refer to a process of selection where the emphasis is on finding a place in or outside education where a person may develop further as well as possible.


�	Several authors think that both roles cannot be served by the same set of instruments (OECD, 1993; Harlen et al., 1992; Resnick and Resnick, 1992), others hope for special conditions under which that is nevertheless possible (Black, 1993b).


�	In an earlier publication I introduced a forth meaning: "education for effect". I do not deal with it in this paper, because the consequences for assessment are not yet ap�parent.


�	There are of course exceptions, such as the Dutch work on mathematics, some English work for science and the Australian PEEL project.


�	Innovation in schools, which involve major and lasting transformations, demands special arrangement, which are different from managed change as applied in some transformations in business or industry, because of little means available for changing personnel. Karen Seashore Louis (1994) gives some clues about the special challenges.


�	The term "qualification" stands for a definite meaning here: the “quality” a person may possess to perform a (future) task. A person is better qualified if the task is likely to be more efficiently performed. In principle “qualification” include personal characteristics such as height, but for education the concept condenses to learnable things: skills, competences, knowledge. Crucial is the relation to given contexts/tasks. Thus:  "qualification" does not refer to certification here. 


�	The Dutch networks of teachers of secondary and tertiary education which I referred to earlier illustrate the point.
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