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Student First is based on the premise that every student wants to achieve, every teacher 

wants each student to achieve, and the role of the education system is to support them in 

that endeavour … students are motivated to achieve their best when they understand and 

have input into … assessments of the intended learning outcomes (Saskatchewan Ministry 

of Education, 2022, p. 6). 

In Saskatchewan, the preK-12 education sector is governed by multiple frameworks, policies, procedures, 
regulations, and legislation at both the provincial and local levels. While the purpose of these documents 
differs according to their focus, they are founded on consistent pillars, inspired by shared aspirations 
(goal/vision statements), and achieved through common strategies (Saskatchewan Ministry of Education, 
n.d.). While laudable in conception, the pillars, aspirations, and strategies lack the specificity necessary to 
ascertain the extent to which actions taken in service of espoused objectives are having the intended 
effect.  
 
Following extensive public engagement, the Saskatchewan School Boards Association (SSBA) found 
widespread support for the notion that we must “ensure there is a governance structure in place for 
accountability and oversight of the plan beyond 2020 that respects and includes local and provincial 
authority for education” (SSBA, 2019, p. 17). Research, and common sense, is clear – especially in an 
ecosystem characterized by centralized governance of decentralized operations (as is the case in 
Saskatchewan’s education sector), the most appropriate means of improvement and growth involves 
collaborative consideration of success “[because] building strong synergy among policymakers, school 
administrators, teachers and parents … is very important to improve student learning outcomes” (Gbollie 
& Gong, 2018, p. 270). The process required to inform this structure has been clearly articulated as 
follows: 

Adopt, in every school in Saskatchewan, community education philosophy and practices to create a 
welcoming environment where students, staff, parents, and communities are engaged in the pursuit 
of student achievement … [so that we] strengthen the communication and engagement around 
student achievement by making student success [measurement and] reporting more meaningful and 
consistent for students, parents, and families. (SSBA, 2019, p. 17) 
 

Purpose of this Project 
Broadly, our objective for this project is to use the literature to help us reframe, for the Saskatchewan 
context, the massive body of knowledge describing the ways in which school actors understand the 
processes of assessment at both the individual and collective levels and how those perspectives influence 
the ways in which they engage in improvement through assessment- and measurement-related activities. 
When conducting such work, Cohen et al. (2018) caution that  

Innovation has usually been understood as a targeted activity, with little attention to the complex 
organizations in which innovations operate, let alone to the possibility that innovation can occur 
at the system level … most [educational] research has been situated within a single type of school 
system, rather than comparing central issues or functions across systems … [and] research on 
improving [the process and outcomes of schooling] has not attended to the role that systems play 
in defining, designing, organizing, and improving instruction. (p. 210)  

 
Therefore, of particular importance to this project is to consider the context within which Saskatchewan’s 
educators perform their work (i.e., increasingly diverse student population due to the influx of newcomers 
who have travelled here in response to the province’s growth agenda and to ongoing desegregation of 
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specialized programs aimed at serving students with complex needs) to ensure that the findings from this 
scoping review and the recommendations emerging from it do not add undue stressors to educators’ 
already very full work lives. At the same time, Saskatchewan has a distinct advantage over most 
educational systems when it comes to charting improvement strategies (Cohen et al., 2017) because the 
province’s education sector devises its own curricula, influences pre-service teacher training programs, 
and establishes its own improvement targets. 
 
The project described herein had several purposes. We investigated, critically: 

• Research-supported strategies and tools for assessing system and student progress, 

• Metrics for student and system progress that are grounded in high-quality data and are relevant 
across the Saskatchewan prek-12 sector, and 

• Opportunities and challenges associated with implementing system-wide measurement and 
tracking initiatives in the SK context. 

 
Our scoping review of the literature was guided by key considerations identified in the Terms of Reference 
for this project. Specifically, we were directed to identify research-supported student assessment and 
reporting practice that embody the four principles outlined below. 

• Family-centric: Assessment and reporting that is meaningful and relevant to students and families. 

• Teacher Autonomy: Assessment and reporting that respects teacher autonomy and is informed 
by and mediated through teachers’ professional knowledge, skills, and abilities in the design, 
delivery, and choice of methods and tools to support effective and efficient practice. 

• System-relevant: Assessment and reporting that provides meaningful, relevant, and useful 
information to support school and school division leaders and policymakers in assessing the 
effectiveness of their efforts and reporting progress. 

• Provincial-relevant: Assessment and reporting that also provides the province with the 
information it needs to assess and report student outcomes effectively. 

 
In any education system, assessment activities do not take place in a vacuum. “Defining and measuring 
success are not merely process steps, but critical conversations that shape how education is understood 
and delivered” (Rennie Center, 2020, p. 1). In other words, the means chosen to define and measure 
success not only reveals the knowledge and skills the Sector believes to be important but also illustrates 
the nature of what it sees as valid means of representing or demonstrating that knowledge and skill. As 
researchers, we believe that, by examining research-supported mechanisms and processes of K-12 
assessment and reporting, we can reveal when and under what circumstances data drawn from 
assessments will become evidence to influence improvements in schools overall; but, especially with 
respect to both classroom instruction and system operation.  
 

Context 
Recognizing that “the context for reshaping the landscape of assessments and accountability, which drive 
education practices, is multifaceted” (Northwest Evaluation Association, 2012, p. 4), we explore in the 
following section of this report the context within which assessment takes place in education – both 
internationally and provincially. 
 
Over the last four decades, advocacy for “using” data has become de rigueur in educational circles. When 
standards-based education systems emerged in the early 1980s, they tended to be thought of as being 
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“driven” by data – ostensibly holding systems and individuals “accountable” to produce improved 
achievement. The foundation for data-driven accountability systems starts with the old business maxim 
that “what you measure is what you motivate [employees to do] … and until you measure quality on a 
personal level, you’re not going to motivate quality at that same individual level” (Plenert, 2012, p. xviii). 
 
Sparked by the 1983 release of the landmark report entitled A Nation at Risk: The Imperative for 
Educational Reform by the US Department of Education, the American education system adopted austere 
standards, measures, and consequences; educators and students were subjected to intrusive testing 
regimes to generate data in service of accountability; and schools – particularly in jurisdictions serving 
low-income and/or minoritized populations endured harsh sanctions if aggregate results from those tests 
were deemed over time not to meet “adequate yearly progress” targets.  
 
Parsing the text of the US Department of Education’s 2002-2007 Strategic Plan, Millitello et al. (2013) 
noted that its foundations were largely drawn from 1965’s Elementary and Secondary Education Act 
(ESEA) with minor adjustments to account for evolving conditions. Drawing inspiration from this 
observation, they re-examined core documents from each successive wave of education “reform” in the 
U.S. (e.g., No Child Left Behind Act, Race to the Top Act, Every Student Succeeds Act, etc.). They concluded 
that American education policy for more than 60 years has been grounded in the assumption that 
education operates “largely on the basis of ideology and professional consensus … and, as such … is subject 
to fads and is incapable of [achieving] cumulative progress” (pp. 100-101). Similarly, Kowalsky et al. (2008) 
pointed out that contemporary educational mores hold that “choices [educators] make should be guided 
by empirical evidence rather than emotion, personal bias, or political expediency” (p. 5). Yet, despite 
decades of federal and state directives cajoling education systems to improve, “when compared to rates 
of improvement observed in many other countries [with less authoritarian accountability structures], the 
performance in the United States looks stagnant” (Marion & Leather, 2015, p. 3). Furthermore, “schools 
that take the idea that it is imperative to meet students where they are might provide highly effective 
learning experiences to students who enroll in high school with fifth grade reading skills, and might also 
produce twice the expected growth; but [that growth] doesn’t show up on a state accountability exam” 
(Sturgis & Jones, 2017, p. 4) because such exams reduce the learning experience to a single 
uncontextualized score.  
 
Educators tend to agree that “data can provide valuable feedback loops to teachers to refine their 
pedagogical practices … [and] assessments can be used to directly, immediately, and positively impact 
student learning” (Militello et al., 2013, pp. 99-100 [emphases added]); but, in too many contexts, “data 
[have been] used as clubs to browbeat educational systems into conformity because they are typically 
gathered under the guise of the ‘accountability’ movement through standardized tests and other large-
scale assessments” (Tunison, 2007, p. 7). Moreover, as Mandinach and Honey (2008) point out,  

Teachers have [always] used a wide range of data … to make judgements about their students’ 
understandings … [and] school administrators have routinely used data to make managerial and 
operational decisions. What is new, however, is that data are now inextricably coupled with 
accountability. (p. 2 [emphasis added]) 

Furthermore, as Lester (2018) noted, “persistently low-performing schools [and teachers] have been 
repeatedly targeted for comprehensive reform … usually with poor results” (p. 1, [emphasis added]). 
Consequently, as argued by Militello and colleagues, “the terms data and assessment have taken on 
negative connotations due [in large part] to the … pressure created by high stakes testing” (2013, p. 100). 
 
The phenomenon of pedagogical autonomy within an accountability framework for education also merits 
exploration. It is often asserted that a systemic assessment program limits teachers’ pedagogical creativity 
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(e.g., Brown & Zhang, 2016; Curry et al., 2016; McClain, 2016). While that may be true in some cases, such 
an outcome is dependent upon the nature of the assessment regime, its definition of and relationship to 
student learning, and teachers’ curricular and pedagogical stances (Pyle & Deluca, 2013).  
 
Our orientation to this issue is that, if conducted appropriately, a system-wide monitoring plan that 
includes some elements of large-scale assessment can be a powerful lever for growth and improvement. 
According to Custer et al. (2018), a tighter relationship between educational system leadership decisions 
and evidence about progress drawn from a broad range of data “fuels progress toward three outcomes: 
improved student learning, increased equity, and stronger accountability relationships among 
policymakers, school administrators, teachers, parents, and students” (p. 4). In other words, as pointed 
out by Black and Wiliam (2010),  

Present policies in the US and many other countries treat the classroom as a black box. Certain 
inputs from the outside – pupils, teachers … standards, tests with high stakes, and so on – are fed 
into the box. Some outputs are supposed to follow: pupils who are more knowledgeable and 
competent, better test results … and so on. But what is happening inside the box? How can anyone 
be sure that a particular set of new inputs will produce better outputs if we don’t at least study 
what happens inside the box? (p. 81) 

 
Another source of data/evidence-informed educational practice’s identity crisis is that the statistics used 
as the impetus for A Nation at Risk and the baseline for the subsequent waves of educational reform in 
the American context were, themselves, contested. While the statistics cited in the report were accurate, 
the writers were influenced by a phenomenon that is now commonly referred to as Simpson’s Paradox – 
that is, when a phenomenon appears when data are looked at one way but disappears or reverses when 
looked at a different way.  
 
While it was true that 1980s students’ performance on standardized tests had been declining steadily for 
several years, the report’s authors failed to account for the fact that “more students than ever were 
graduating from high school and attending college in greater numbers” (Kamenetz, 2018). In other words, 
between the early 1960s and the mid-1980s, “college was more available to more people, and [was] more 
important to getting a good job – which meant that many more people (especially those from historically 
disadvantaged groups) were taking the SATs and applying to colleges.” Naturally, the trend away from 
high school completion and college attendance being seen largely as the domain of privileged White males 
to include a much wider cross-section of the American population affected the aggregate standardized 
test scores. However, “when you broke out test takers by subgroup … looking at men, women, Whites, 
Hispanics, African Americans and low-income students separately, you found that most of these groups 
of students were improving slightly on test-taking over that time” (Kamenetz, 2018). Kamenetz (2018), 
one of authors of the original report, admitted that he and his coauthors started with the assumption that 
American education was in decline and “looked for facts to fit that narrative ... [in order to] capture the 
attention of the American public” and spark a response. But, as argued by Guthrie and Springer (2004), 
“the idea that American schools were getting worse over time just wasn’t true” (p. 7).  
 
In recent years, dozens of researchers in the school effectiveness and improvement discipline – myself 
included – have argued that the notion of school systems being data-driven is a misnomer because it 
discounts professional experience as a legitimate source of information to guide practice. Instead, in the 
words of Amanda Datnow and Vicki Parks (2014) – two legends in this field, 

We strongly believe that data do not drive decisions by themselves. Individuals use data to engage 
in inquire around current practices and inform courses of actions. Data-informed leadership is 
thus a more appropriate term for what we’re asking leaders to do … leaders, we argue, should 
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use data carefully to inform thoughtful decision making as part of an ongoing process of 
continuous improvement. (pp. 2-3)  

 
In other words, despite the risks of assessment data being misused, educators and educational leaders 

Can take charge of change and use [assessment] data as a powerful tool for making wise and 
timely decisions that are consistent with the exigencies of their local contexts and responsive to 
their unique perspectives, not by slavishly applying external standards to their work or by plotting 
to ensure that they meet their targets. Rather, they can create their own future through careful 
planning, honest appraisal, and professional learning always focussed on improved conditions for 
teaching and learning as a way of being. (Earl & Katz, 2006, p. 23) 

 
This report is grounded in a scoping review that drew on the extant literature related to K-12 assessment 
and data use processes to understand how assessments inform instructional practices and shapes the 
educational experience broadly. However, as we undertook the review, we were surprised to find that 
there has been limited empirical research in this field over the last decade or so (one of the criteria for 
inclusion we set for the scoping review) examining the efficacy of “modern” approaches to assessment 
and reporting that we know exist and for which we have advocated in the field; instead, much of the peer-
reviewed literature we identified and considered for this scoping review studied the implementation of 
and outcomes from “traditional” assessment strategies (e.g., assessment for/as/of learning, standardized 
tests versus teacher-created assessments, criterion-referenced vs normed assessments, etc.) or novel 
applications of these and other traditional assessments (e.g., paper and pencil versus electronic 
administration). Given that we were aware of multiple “modern” assessments – and had employed 
several of them ourselves, we widened the aperture of our search strategy to include “grey” literature 
(i.e., non-empirical publications and advocacy pieces) so that we could incorporate a discussion of some 
of these ideas in the context of answering our research questions.   
 

Large-Scale Assessment in Saskatchewan 
Saskatchewan’s preK-12 education sector has long had an uneasy relationship with large-scale assessment 
(LSA). For example, as early as the mid-1990s, Saskatchewan’s school trustees were concerned about the 
difficulty they were experiencing in accessing relevant student achievement information to guide their 
work.  
 
At their 1997 annual convention, Saskatchewan School Trustees Association (the forerunner to the SSBA) 
delegates passed two resolutions referencing large-scale assessment: 

• That the SSTA urge Saskatchewan Education to lead and support the development of well-defined 
evaluation criteria and carefully crafted assessments which will serve as the foundation for 
defining performance standards for each curriculum area. 

• That the SSTA establish processes to develop a provincial consensus among educational partners 
regarding the nature, appropriateness, and utility of educational standards in improving teaching 
and learning. (SSTA Research Centre) 

 

Initial forays 
At about the same time, anxious to develop a clear picture of the status of student achievement and a 
sense of the range of large-scale assessment activities in the province from which those achievement 
statistics were drawn, Trustees commissioned a study of (i) the existing large-scale achievement data for 
Saskatchewan’s students and (ii) the literature associated with research-supported assessment practices 
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and critical components for effective policy to ensure that such practices would be implemented 
appropriately. The resultant report, Using Standards and Assessments to Support Student Learning 
(Thompson, 1999), noted that there were two provincial assessment programs and one national 
assessment program underway at the time: 

• Provincial Learning Assessment Program (PLAP) – The PLAP initiative ran from 1994 to 1999. It 
consisted of assessments of students’ performance in Mathematics (1995, 1997, and 1999) and 
English Language Arts (1994 and 1996 assessments focused on Reading and Writing; 1998 
assessment focused on Listening and Speaking) at Grade 5, 8, and 11. 
 

• Curriculum Evaluation Program (CEP) – The primary purpose of Saskatchewan’s CEP initiative was 
to evaluate the efficacy of newly-developed curricula to yield specific student learning outcomes 
(1993 – Science at Grades 1-5; 1994 – Health at Grades 7-9; 1995 – Mathematics at Grades 5, 8, 
and 11, and Social Studies at Grades 7-9; 1998 – Arts Education at Grades 1-9). Nevertheless, 
student achievement data that were collected to help curriculum writers align instructional 
materials, pedagogical recommendations, and intended outcomes were also used – in a limited 
capacity – to inform the Sector about student achievement. 
 

• School Achievement Indicators Program (SAIP) – The SAIP assessment was conducted under the 
auspices of the Council of Ministers of Education, Canada (CMEC). The SAIP “was conceived in 
1989 … as a program of pan-Canadian assessments of student performance in core subjects that 
would be administered on a cyclical basis to measure student achievement over time in 
Mathematics, Reading and Writing, and Science” (CMEC, 2002). Three complete cycles of the SAIP 
were conducted between 1993 and 2005. A representative sample of Canadian 13- and 16-year-
olds completed assessments in Science (1996, 1999, 2004), Mathematics (1993, 1997, 2001), and 
English Language Arts (1994, 1998, 2002).  

 
The SAIP had several unique features. For example, “while the essence of [assessments] … and 
the scoring criteria” (CMEC, 2002) were consistent, the specific items students completed were 
not identical from one cycle of the assessment to the next. In addition, for each cycle of 
mathematics assessments, participating students were randomly assigned to two different 
versions of the test – one group focusing on problem solving (i.e., the ability to reason and 
construct proofs, providing information and making inferences, and demonstrating 
communication skills) and the other focusing on typical content of mathematics instruction (i.e., 
numbers and operations, algebra and functions, measurement and geometry, etc.). Additionally, 
given that the measurement criteria for the assessments were designed to be representative of 
the continuum of skill development in the subject being assessed; all students sampled for each 
cycle of the SAIP – regardless of age and/or grade – completed the same test instrument “to study 
the change in student knowledge and skills due to the additional years of instruction” (CMEC, 
1997) “with the expectation that most 13-year-olds would perform at level 2 or better [out of 5] 
and most 16-year-olds at level 3 or better” (CMEC, 2002). 

 
These initial forays into the large-scale assessment process provided valuable information to help 
Saskatchewan’s preK-12 education sector gain a sense of learners’ competencies at various grade levels 
in key areas (i.e., Mathematics, English Language Arts, and Science).  

• When considering Saskatchewan students’ performance in SAIP as compared to their peers from 
across the country, it was discovered that the proportion of Saskatchewan students who reached 
expected levels was statistically significantly below that of the national sample in Mathematics 
and Science and about the same as the national sample in Reading and Writing. 
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• The proportion of Saskatchewan’s students who achieved at appropriate levels on the PLAP 
assessments: 

o Did not meet expectations in Mathematics at all grade levels in most curricular strands 
during each round of the PLAP; 

o Met or exceeded expectations at all grade levels in most curriculum strands in Reading; 
o Met expectations at Grade 5 and fell short of expectations in Grades 8 and 11 in many 

dimensions of the Listening and Speaking strands of the curriculum; and 
o Fell short of expectations in all grades for Writing in 1994 but had improved somewhat 

by 1996.   
However, given that results were provided to divisions and schools only at the aggregate level, their 
usefulness to guide instruction at the classroom and individual student levels was limited at best. 
 

Next steps 

The next step in the evolution of large-scale assessment in the province included a new provincial 
assessment program along with a renewed national assessment initiative and two international 
assessments. (Note: Canada participates in additional international assessments – such as Trends in 
International Mathematics and Science Study – but Saskatchewan does not participate in them and was 
also not included in the International Computer and Information Literacy Study when it was 
administered.) 

• Saskatchewan Assessment for Learning Program (AfL) – The AfL program began in 2001 with an 
assessment of Mathematics at Grades 5, 8, and 11 and expanded in subsequent years to include 
Reading and Writing (at several grades). In general, the AfL for any given curricular area was 
administered biannually and all students at the grade levels being assessed that year were 
required to participate – although, there were provisions for certain students to be excused from 
completing the assessment. Assessment instruments consisted of items developed and vetted by 
cadres of teachers from across Saskatchewan and referenced against provincial curriculum 
outcomes. The assessment instruments and scoring guides were released to the Sector after 
student work had been scored and division/school results had been reported; consequently, the 
assessment instruments themselves were redrafted for each round of AfL. 
   

• Pan-Canadian Assessment Program (PCAP) – The PCAP program began in 2007 with an 
assessment of Canada’s 13-year-olds’ (Grade 8 students) achievement on items related to 
Reading, Mathematics, and Science. Successive rounds of PCAP took place in 2010, 2013, 2016, 
2019, and 2023. The purpose of the PCAP assessment was “to investigate how prepared Grade 
8/Secondary II students are for future academic challenges and to help policy makers make 
informed decisions about education across Canada … [therefore] the results (were) compiled only 
for provinces/territories, not for individual schools, students, or school boards/districts” (CMEC, 
2023). 

 

• Programme for International Student Assessment (PISA) – The PISA is an international 
assessment focusing on 15-year-old students’ literacy with Reading, Mathematical, and Scientific 
concepts generally considered to be important for learners of that age and stage of development 
(CMEC, n.d.). The first PISA assessment focused primarily on Reading (but included elements of 
Mathematics and Science) and was administered in 2000 to a random sample of Canadian youth. 
Subsequent PISA assessments (2003, 2006, 2009, 2012, 2015, 2018, and 2022) also prioritized one 
subject area, while touching on the other two. Students are selected at random from across the 
province to participate in PISA; however, there are provisions for students to be excluded from 
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participation due to individual circumstances such as those requiring intensive educational 
supports. Given the purpose of the assessment and the sampling techniques used to select 
students to participate, PISA provides reports at the national and provincial levels only. 

 

• Progress in International Reading Literacy Study (PIRLS) – The PIRLS is administered every 5 years 
to study Grade 4 students’ “ability to understand information presented in the written format 
required by society and favoured by the person, and the ability to use it” (CMEC, n.d.). The PIRLS 
began in 2001 (when only Ontario and Quebec participated on behalf of Canada) and has been 
administered five times (Saskatchewan began participating in PIRLS in 2011 for the third round of 
data collection). While PIRLS results are valid to describe the performance of all Grade 4 students 
in Canada as a whole, provinces and territories must choose to “oversample” their Grade 4 
population (i.e., include more students in the assessment than is required to calculate valid 
national statistics) if they wish to receive a provincial-level report about how their students 
performed. Saskatchewan and Manitoba do not “oversample” the population at a level that is 
required to produce valid indicators of performance at the provincial level; thus, while our 
students are represented in the national statistics, we do not know how well Saskatchewan’s 
students performed on the PIRLS assessments. 

 
As was the case for the province’s first foray into large-scale assessments, the assessments included in 
the second generation of LSAs also provided valuable information to guide policy and practice decisions.  

• When considering Saskatchewan students’ performance on PISA as compared to their peers from 
across the country, we discovered that the proportion of Saskatchewan’s students who reached 
expected levels in all three subjects was statistically significantly below that of the national 
sample. Looked at another way, if Saskatchewan were a country, its youth compare very 
favourably to their international peers – typically ranking in the top third of the distribution of 
results. In other words, while Saskatchewan’s students are well-positioned to compete 
internationally, their skills and knowledge – as measured by the PISA initiative – are substantially 
behind those of their peers in most other Canadian provinces and territories. 

• With respect to PCAP, the proportion of Saskatchewan students who performed at expected 
levels in Mathematics tended to be statistically significantly lower than that of both the Canadian 
average and of most provinces. While there was a substantial improvement in Saskatchewan’s 
students’ overall performance in Mathematics between 2010 and 2013, there has been a steady 
decline in performance since then. In Reading, the performance of Saskatchewan’s students has 
also tended to be statistically significantly lower than that of both the Canadian average and of 
most other provinces; however, we have seen steady improvement since 2013. Saskatchewan’s 
students also tend to be outperformed by their Canadian peers in Science; however, there has 
been remarkable improvement in Saskatchewan students’ overall performance since 2013 (when 
Science was assessed for the first time).  

• As the Sector transitioned to the Education Sector Strategic Plan (ESSP) and the indicators of 
success were set, data from the AfL program data became less relevant than it was during the 
program’s tenure. Results from individual administrations of the AfL as well as longitudinal are no 
longer available publicly.   

    
Given that the purpose of the AfL program was to provide snapshots of student performance at the 
particular times the assessments were administered, the assessment instruments themselves were 
unique from one administration to the next. Statistical calisthenics were conducted to “level” the relative 
difficulty of the test instruments over time making it possible to calculate basic longitudinal comparisons; 
however, from a psychometric perspective, this practice became increasingly problematic across the 
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Sector over time as groups and individuals began to ascribe inappropriate significance to adjusted 
longitudinal results due to the intent and construction of the assessment program. Nevertheless, because 
AfL results were reported at the provincial, division, and school levels, they provided a wealth of 
information about student performance at multiple levels and, for many schools and divisions, the data 
profoundly influenced both professional learning and instructional activities.    
 
The psychometric properties of the PISA instrument and the precision of the statistical analyses have also 
made it an influential source of information about student performance. However, because the results 
are calculated only at the national and provincial levels, their utility at the local level (i.e., division, school, 
classroom, etc.) is limited.  
 
The PCAP initiative has been useful at the provincial and local levels as a model of key competencies for 
younger students; but, because the number of Saskatchewan students who have participated in the 
assessment falls short of requirements to derive valid statistics at the provincial level, their usefulness has 
been limited. 
 

Current Large-Scale Assessment Practices 

Inspired by the Student First core assumption that “every student wants to achieve, every teacher wants 
each student to achieve, and the role of the education system is to support them in that endeavour” 
(Saskatchewan Government, 2022, p. 6) and guided by provincial policy documents such as Supporting 
Student Assessment in Saskatchewan (2022) and grade-level curriculum guides, teachers in the province 
use an astonishing array of assessment techniques and strategies to support teaching and learning. These 
day-by-day and minute-by-minute activities are the backbone of the education system. They inform 
teachers not only about how well their students are acquiring the knowledge and skills to demonstrate 
mastery of curricular outcomes but also about how well their planned lessons hit the mark in terms of 
generating student understanding. They also provide students and their caregivers with vital information 
about progress and capability. 
 
At present, there are several LSA initiatives that, in addition to the national and international assessments 
mentioned above, are currently underway at the provincial level. While not all of them are “standardised” 
in the conventional sense and some do not focus on achievement directly, all of them are presently being 
used as standardised assessments. 
 

• Grade 3 reading – At the provincial level, recognizing the importance of the transition from 
learning to read to reading to learn that students typically experience as they move from Grade 3 
to Grade 4, it is expected that all Grade 3 students’ reading comprehension is assessed at least 
once. School divisions are required to select a literacy assessment that includes aspects of both 
diagnostic inquiry (to give teachers a sense of students’ strengths and areas for improvement) 
and developmental transition (to ensure that students are “on track” to make appropriate 
transitions). Teachers complete the assessments and enter the data in a database for aggregation, 
analysis, and reporting. While a few divisions use locally-developed reading assessment 
instruments, most divisions use one of a few standardised instruments designed by third-party 
providers.  

 
For the purposes of getting a sense of individual students’ skillsets, the fact that there is no 
common instrument being used across the Sector is entirely appropriate. Most of the literacy 
assessments currently in use in Saskatchewan are designed as and intended for use at the 
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individual student level. Nevertheless, each assessment instrument is built upon a unique set of 
theoretical assumptions about the ways in which humans develop their reading comprehension 
abilities. Given that the learning target (i.e., efficacious literacy skills appropriate for students’ 
developmental stage) is the same regardless of the means of measuring it, there are some 
commonalities from one assessment to the next; however, there are fundamental differences 
that both differentiate them in the marketplace and belie the human development assumptions 
that underpin the assessments themselves. Beyond a very general sense of development, it is 
usually inadvisable to compare results from one assessment to those of another; it is even more 
problematic to aggregate results from different assessments into one overall result. 
Nevertheless, as long as individual teachers administer the assessment to each student in their 
class in a consistent manner, the results can be considered reasonably valid at the local classroom 
level for monitoring individuals’ learning development. If a school division invests the 
considerable effort necessary to ensure that all teachers using the assessment understand and 
implement it in identical or nearly identical ways (a learning destination called “inter-rater 
reliability”), there is also some validity in aggregating the data at the school- and division-level to 
monitor trends and set targets.  

 

• Early Years Evaluation – Teacher Assessment (EYE-TA) – The EYE-TA is a standardised 
observational assessment that has a long history in Saskatchewan’s education sector. When using 
the assessment, prekindergarten and Kindergarten teachers reflect upon their students’ skills and 
abilities in particular areas consistently identified as indicators of children’s readiness to benefit 
from instruction as they transition to Grade 1 as observed over time in the classroom. The scales 
are consistent across all classrooms and are age-normed so that observations can take place at 
any time during the school year and results can be used to track development. Once a teacher 
has been taught how to apply the scales, the results are a statistically and psychometrically valid 
representation of a child’s readiness to start school. Because the scales are consistent, it is also 
appropriate to aggregate the results at the school, division, and provincial levels to get a sense of 
the developmental progress for groups of children. 

 

• Help me tell my story and Help me talk about math – Both of these assessments were developed 
by Saskatchewan’s Ministry of Education in partnership with Elders and Traditional Knowledge 
Keepers from across the province. Both are holistic in conception and standardized in delivery and 
scoring. Both also incorporate teacher and parent/caregiver perspectives along with student 
performance to arrive at a comprehensive picture of student achievement.  

 

• OurSCHOOL is an online survey administered annually with all Saskatchewan students from 
Grades 4-12. It measures several aspects of Student Engagement by asking them about their 
“attitudes toward learning, working with others and participating in all aspects of school life” (The 
Learning Bar, n.d.). Assuming that “when students feel connected to and safe in school, they will 
be more engaged in learning,” (Saskatchewan Government, n.d.), the Provincial Education Plan 
2030 (PEP) and its predecessor the Education Sector Strategic Plan 2015-2020 (ESSP) both 
selected components from OurSCHOOL (i.e., feeling safe at school, sense of belonging, and mental 
health composite) as essential indicators of success and worthy of tracking over time. 
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Scoping Review 
Assessments generate data – which in some circles is considered the currency of the education sector. 
Such data come in many forms, including large-scale test results (both standardized and otherwise), 
classroom assessments (both summative and formative), graduation rates, attendance, grade promotion, 
disciplinary outcomes, and many others (Beaver & Weinbaum, 2015). Data have the potential to shine “a 
clear unambiguous light on how to strengthen school performance or at least where [schools, systems, 
and the Sector] should direct their efforts” (Honig & Coburn, 2007); thus, much of the attention paid to 
large-scale assessment in K-12 systems is driven by mitigating the potential downsides of LSAs while 
maximizing the potential to (i) pinpoint their area or areas of strength and build on them and (ii) identify 
opportunities for growth and devise solutions that fit the specific problems they face (Beaver & 
Weinbaum, 2015); which, in turn, will hopefully lead to achievement gains (Linn, 2005) and system 
improvement (Wayman, 2005).  
 
Despite the long-standing interest in data use within the education sector, research demonstrates that 
data usage practices differ significantly from one setting to the next (Banilower et al., 2013; Farley-Ripple 
& Buttram, 2014). As a result, scholars have striven to identify the organizational characteristics that help 
or hinder appropriate data collection (e.g., student assessment, perceptual surveys, etc.) and data use 
(e.g., analyzing, interpreting, responding to, and reporting results). Previous studies, for example, have 
investigated the impact of teacher beliefs (Dunn et al., 2013), professional development (Nabaa-
McKinney, 2019), principal leadership (Wayman et al., 2007), and whole-school/system organizational 
culture (Henry, 2011) in promoting appropriate approaches to assessment. Lack of time to engage with 
and analyze data (James-Johnson, 2019), lack of competence to understand and interpret data (Loete, 
2014), and school actors’ beliefs about the worth, validity, purpose, and dependability of the information 
emerging from assessment (Pak & Desimone, 2019) are all major roadblocks to promoting assessment 
data-informed practices in schools. 
 

Project Underpinnings 
To achieve the objectives set out for this research, a modified scoping review process was applied. Scoping 
reviews are useful for synthesizing research evidence and are often used to map the nature, features, and 
volume of current literature in a particular topic (Arksey & O’Malley, 2005). According to Peters et al. 
(2022), “scoping reviews are widely accepted by scientific and knowledge-user communities … as a 
legitimate and rigorous methodology for providing an overview on the state of evidence on subjects that 
are emerging, poorly known, interdisciplinary, complex, or dispersed across varied methodologies” (p. 
954). As such, scoping reviews tend to be used to “identify broader, more descriptive elements of the 
literature … [consequently] scoping reviews do not aim to compare interventions in terms of pooled 
results effectiveness, but to descriptively map and explain the nature of a body of evidence” (Peters et al., 
2022, p. 954). 
 
For this project, we employed the steps delineated in the Preferred Reporting Items for Systematic 
Reviews and Meta-Analyses (PRISMA). Pioneered by researchers such as Aromataris and Riitano (2014) 
and Moher et al. (2009), the PRISMA process describes the steps required to ensure appropriate search 
inclusion/exclusion rigour and, at the same time, include a wide variety of source material.  
 
Peters et al. (2022) noted that, since “the task of screening and selecting sources to include from search 
results can be time consuming and unreliable without clearly articulated criteria” (p. 954), it is essential 
that researchers using the PRISMA method define and identify criteria of quality for search terms and 
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categories that are used to support a scoping review. Of particular importance is to establish, in advance, 
“the parameters of the review, the [progression for] decisions regarding inclusion and exclusion of 
evidence” (p. 954-955). 
 
The review process employed for this project included several planning and implementation stages, the 
first of which was the creation of the research protocol. A scoping review research protocol explains the 
rationale, questions, and planned methods for the project. The protocol for this review included search 
descriptors and keywords along with databases we believed would be likely to hold useful information. 
We also prepared the research questions and data inclusion and exclusion criteria (see Table 1) at this 
stage. Following that, we conducted a literature search in the chosen databases, refined the search filters, 
harvested the information, and populated a data grid before performing the data representation. 

 
Table 1 
Inclusion and Exclusion Criteria 

Inclusion criteria Exclusion criteria 

Peer-reviewed publications including journal 
articles and dissertations 

Book chapters, books, or other types of non-peer-
reviewed publication (Note: We viewed graduate 
advisory committees as a proxy for peer-review) 

Empirical research Conceptual studies and position papers 

Articles written in English language Articles not written in English language 

Articles published between January 2012 and 
June 2023 (when this paper was written) 

Articles published before January 2012 

Research conducted in Canada, United Kingdom, 
United States of America, Australia, and New 
Zealand 

Research not conducted in Canada, United Kingdom, 
United States of America, Australia, and New Zealand 

Studies that involve K-12 school/division 
leaders, policy experts, teachers, and students 
as research participants 

Research participants not K-12 school/division actors 
(school leaders, policy experts, teachers, and 
students) 

Studies that explore topics relating to how 
schools/districts in the K-12 sector conduct 
student assessment and use assessment data to 
inform instruction, leadership, and school 
improvement initiatives 

Research that did not discuss approaches to student 
assessment and data use in schools 

Publications that are freely available/accessible 
through institutional library nodes  

Articles are not freely available/accessible through 
institutional library nodes (require subscription)  

 

Search Strategy 
The search strategy focused on the databases most common in educational research: ERIC Ovid, Education 
Database, and ProQuest Dissertation and Theses (Global). We also employed USearch, a library search 
engine designed by the University of Saskatchewan which pulls together resources from multiple sources 
and displays them in a single list of relevance-ranked results.  
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The selection of these databases was motivated by their prestige and the quality standards they use to 
index articles. These databases encompass an array of academic literature in the fields of education, 
humanities, social sciences, and arts. 
 
With the aid of the Boolean Operators (OR, AND) and search terms including: [K-12 schools] AND [student 
assessment OR evaluation] AND [Canada OR United States of America OR United Kingdom OR Australia 
OR New Zealand] AND [educational leadership practices] OR [classroom instructional practices] OR 
[educational decision making] OR [leadership management] OR [educational management] AND 
[assessment culture] OR [assessing student learning] OR [student OR system success OR system reform 
OR “shift in school culture”] AND [formative OR summative OR large-scale OR standardized assessment] 
AND [efficacy], we embarked on our initial rounds of data collection. (see Table 2) 
 
Table 2 - Search Topics 

Database Search descriptors 

ERIC Ovid ((((data-informed or data-driven) AND 

“classroom assessment”) OR “classroom 

evaluation” OR “successful schools” OR 

“educational decision making” OR “large-scale 

assessment practices” OR “standardized 

assessment practices” OR “student success” OR 

“assessment culture” OR “effective 

assessment”) AND K-12 schools) 

Limiters applied: 

Document type = peer reviewed articles 

Time period = 2012 to 2023 

Country = Canada, USA, UK, New Zealand, 

Australia 

Language - English 

Education “data-informed” AND (“educational leadership” 

OR “assessment practices”) OR “standardized 

assessment” OR “large scale assessment” AND 

(“K-12 school”) OR elementar* OR secondar* 

Limiters applied: 

Document type = peer reviewed articles 

Time period = 2012 to 2023 

Country = Canada, USA, UK, New Zealand, 

Australia 

Language - English 
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ProQuest dissertation and theses (Global) “classroom assessment” AND “instructional 

practices” AND “K-12 schools” AND elementar* 

OR secondar* OR “standardized assessment” OR 

“large-scale assessment” OR “assessment 

culture” 

Note. * is used in order to be able to collect all the keywords that begin with those words. 
 
We opted to widen the search beyond the databases we used initially in order to increase the odds that 
we would identify a wide range of source material to support our analyses. We used Google Scholar, a 
leading educational search engine, and leveraged reference lists from articles identified in the first 
dataset to search the “grey” literature and review the references of the publications we found. Thus, 
once the databases were chosen, the descriptors were established, and the search equations were 
formed. 
 
Both researchers were involved in the process of selecting articles and the applying the search 
protocol’s rules. This was done to limit the possibility of study selection bias (Hinojo et al., 2019) and 
enhance interrater reliability. While selecting and screening relevant articles/studies, we employed the 
PRISMA protocol to ensure that no arbitrary inclusions/exclusions were made during the review process.  
 
The scoping review process used for this project involved four stages (see Figure 1).  

• The first stage was the data identification phase. During this stage, we kept track of all the 
articles (i.e., data) we found while employing the search terms during the identification process.  

• The volume of items was reduced in the second – or screening – stage. At this stage, we 
removed duplicate papers to ensure that no particular piece of data (i.e., article) was over-
represented in our analyses and syntheses. 

• In the third – or eligibility – stage, we imposed limiters (inclusion and exclusion criteria) for the 
review, and grouped studies (e.g., methodology, context) for the synthesis. 

• Finally, we identified the studies to be included in the review, and then synthesized data 
collected from them to develop the conceptual framework and report the findings. 

 
As we extracted the data from the articles, we employed constant comparison methods similar to those 
originally developed by Glaser and Strauss (1967) and refined by both Lincoln and Guba (1985) and 
Maykut and Morehouse (1994). In essence, “the task of the researcher is to find patters within [the 
original text] and to present those patters for others to inspect while at the same time staying as close to 
the construction of the world as the [source information presents]” (Maykut & Morehouse, 1994, p. 18). 
Finally, we classified them into eight key themes that run through the readings. 
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Figure 1 
PRISMA Flowchart of the Selection Process 
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Findings 
Findings from this scoping review are presented below in two major sections. First, we present the 
conceptual framework that we created based on the key themes emerging from our review of the 
literature. Second, we present a summary of the literature associated with each component of the 
conceptual framework (CF). 
  

Conceptual Framework 
A conceptual framework is an essential part of any research project. The CF illustrates the relationships 
among the key variables or components of the research project. There are multiple paths to creating a CF 
– the route appropriate for any particular research project is dependant upon both the purpose of that 
project and the questions guiding it. Sometimes, an existing framework is identified and used as an a priori 
analysis or organizational frame to help the researchers understand the data collected in service of 
answering the research questions. Another route is to begin with the data and create an original model 
that explains how the variables and components are related to each other and/or fit together (Marshall 
et al., 2022). 
 
The purpose of this research project was to use the literature to help us reframe, for the Saskatchewan 
context, the massive body of knowledge describing the ways in which school actors understand the 
processes of assessment at both the individual and collective levels and how those perspectives influence 
the ways in which they engage in assessment- and measurement-related activities. Through the project’s 
Terms of Reference (ToR), we were challenged to identify research-supported student assessment and 
reporting practice that embody four principles including: 

• Family-centric: Assessment and reporting that is meaningful and relevant to students and families. 

• Teacher Autonomy: Assessment and reporting that respects teacher autonomy and is informed 
by and mediated through teachers’ professional knowledge, skills, and abilities in the design, 
delivery, and choice of methods and tools to support effective and efficient practice. 

• System-relevant: Assessment and reporting that provides meaningful, relevant, and useful 
information to support school and school division leaders and policymakers in assessing the 
effectiveness of their efforts and reporting progress. 

• Provincial-relevant: Assessment and reporting that also provides the province with the 
information it needs to assess and report student outcomes effectively. 

Consequently, we began with a scan of the literature to see if there was an existing framework that could 
either account for all of the elements identified in the Terms of Reference (ToR) guiding the project or be 
adapted to do so.  
 
Considering that the assessment and accountability landscape in Saskatchewan is unique nationally and 
internationally (Newton et al., 2010; Tunison, 2020), we did not encounter an existing conceptual model 
that would explain and account for all of the crucial components relevant to the Saskatchewan context. 
Thus, we developed an original framework to ensure comprehensive findings that fulfilled the purpose of 
the project and cut a windrow through the literature with sufficient depth and breadth to ensure 
appropriate findings. 
 
Often, a CF places the research question(s) or purpose(s) of the project at the centre of the CF model and 

radiates elements from there. However, while the questions and the ToR guided inclusion/exclusion of 

the literature for the scoping review and our analysis of the data gleaned from this work, we recognize 
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that CFs sometimes become separated from the source materials. Since the purpose of assessment, 

ideally, is foster efficacious learning, we placed at the centre of our CF the objective of the education 

system writ large – ensuring that each and every learner has the opportunity to develop the requisite skills 

and knowledge to ensure that they are equipped for whatever is in store for them on their life journeys. 

In other words, we aspire to ensure that the efforts of the Sector enable community-, career- post-

secondary-ready graduates to emerge from their formal preK-12 schooling (see Figure 2). 

Figure 2: Conceptual Framework for Large-scale Assessment 
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The four nodal points on the circle surrounding the graduate – or the “product” of the system – point to 

characteristics of the assessments themselves identified in the literature as being critical to effective and 

informative large-scale assessments. According to the preponderance of the literature in this field, large-

scale assessments are most efficacious when they are: 

• Multi-modal and Multi-disciplinary; 

• Culturally Relevant; 

• Psychometrically Sound; and 

• Curriculum-aligned. 

 

Finally, the four pointers interspersed among the nodes highlight the assessment process and design 
issues identified to much of the literature in the field. These issues include the importance of: 

• Teacher-mediation of technologically-enabled assessment – selection of specific tasks at 
appropriate times aligned with progress through curriculum, 

• Longitudinality – both in terms of tracking individual students over time and of assessment tasks 
interspersed throughout the school year/term, 

• Performance/task-based items as a means of demonstrating knowledge, and 

• Assessment systems that generate information useful at all levels of the Sector – classroom, 
school, division, and province. 

 
Each component of the CF is explained in conjunction with the literature associated with it in the sections 
that follow. 
 

The inner circle: Characteristics of efficacious and 

progressive large-scale assessment systems 
As mentioned earlier, the CF developed through this project includes four characteristics that are common 
to most assessment systems that successfully produce community-, career-, post-secondary-ready 
graduates. Each characteristic is depicted in context of the literature associated with it in turn below. 
 

Multi-modal and Multi-disciplinary 

Teaching and learning, as presently organized in most schools, erects fences between certain types of 
knowledge – separating learning into discrete subjects, often for defined periods of the day and for limited 
portions of a school year. The education community recognizes that creating such artificial barriers 
between bodies of knowledge is, to a large degree, merely a means of managing the complexity of trying 
to ensure that all children and youth learn whatever they need to learn in a reasonably orderly and 
efficient manner; rather than a definitive declaration that subjects like Mathematics and Science ought to 
be studied and assessed separately (Evans, 2020). While expedient in practice, there is a growing call that 
we need “new ways of thinking about how to capture the full range of students’ experiences and 
understanding” (Rennie Center, 2020, p. 2). 
 
Multi-modal portfolios, curated by students and mediated by teachers, are emerging as an alternative to 
traditional state-administered high-stakes exams. In jurisdictions where these alternative approaches are 
taking hold, they tend to include: 

Collections of student work that demonstrate a set of competencies for graduation … illustrate 
core modes of inquiry in the disciplines (e.g., scientific investigation, mathematical modeling, 
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literary analysis, social scientific inquiry, or artistic performance) … and include interdisciplinary 
projects focused on [locally-relevant] problems. (Rennie Center, 2020, p. 3)  

 
Scholarship related to the application of such strategies consistently finds that, the disciplined and 
deliberate process of creating and curating relevant products not only reveal students’ understanding of 
complex concepts – allowing them to demonstrate their higher-order thinking skills and abilities; but also, 
it opens the door to building the metacognitive processes that are prized in contemporary society (Marion 
& Leather, 2015). Guha et al.’s recent (2018) landmark study of student transitions from K-12 to post-
secondary settings reinforces the claim that performance assessments that take place over time and 
generate products curated jointly by secondary students and their teachers are effective as a means of 
accurately demonstrating students’ knowledge and competencies. They found that, of the assessments 
typically completed toward the end of secondary school as a precursor to college in the US, the only one 
that reliably predicted success in post-secondary education settings was the SAT II – a performance 
assessment with open-ended questions requiring responses curated over time. In fact, none of the 
elements of the SAT I – a traditional defined-response test – “predicted initial and long-term success in 
the University of California system [effectively]” (Guha et al., 2018, p. 4). Furthermore, according to Evans 
(2020), 

while critical thinking is instructionally [and discipline] sensitive, it does not necessarily change 
over the short term … consequently, it would be prudent to collect a body of evidence of the 
course of the year (or even better over the course of a student’s high school experiences) to 
support any kind of generalizable claim about students’ critical thinking. (p. 14) 

 
Portfolios are only one tool that ought to be in the mix for an education sector to assess efficacy at 
multiple levels. “The education system serves diverse students with a range of abilities and lived 
experiences. To fully support all students in their educational experiences, we must Integrate multiple 
means of assessing student learning in daily pedagogy” (Rennie Center, 2020, p. 4).  
 
We also need a range of other types of assessment data to inform the full range of learning outcomes we 
expect from our curricula. Abrams et al. (2016) observed:  

If teachers are provided with time and resources to identify learning gaps and provide the 
appropriate remediation to help all students to master the necessary content and skills, they might 
use [assessment] data to group students who have mastered content with those who are still 
learning the content … or reteach a lesson to the whole class if the majority of the class performed 
poorly. (p. 16) 

 
Use of assessment data as described above is viable and appropriate only if the data themselves are of 
high quality and are instructive of the concepts being taught at the time. “The current emphasis on using 
assessment data to inform evidence-based instructional decisions requires an integrated system of 
assessment” (Abrams et al., 2016, p. 17) that includes both summative and formative assessments and 
crosses areas of instruction that tend to be siloed in current educational systems.  

Culturally Relevant 
All paths that seek to establish cultural relevance in education contexts must include checkpoints and trail 
markers guided by community traditions, knowledge, and needs (Oskineegish, 2015). Rennie Center’s 
review of innovative approaches to meeting the needs of diverse learners reminds us that: 

Serving all students requires the use of instructional [and assessment] practice and educational 
programming that adheres to the core tenets of diversity, equity, and inclusion. This means the 
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eradication of a ‘one-size-fits-all’ approach … and a shift toward a more student-centered 
personalized approach … that respects and supports students’ cultural, linguistic, and/or educational 
backgrounds and current levels of proficiency. (2020, p. 4) 
 

Northwest Education Association’s (2012) findings indicate that student learning itself as well as the 
quality of the evidence supporting the degree to which learning outcomes have been achieved overall are 
strongest when decisions about success (e.g., expected progress, learning targets, developmental 
indicators, etc.) are made locally and informed by parents and community. “Encourage local decision 
making on assessments that support learning … decisions about teaching and learning are best made … 
locally … [and] policymakers should support local education decisions and be responsive to the needs and 
preferences of families” (p. 23). Webb and Mashford-Pringle (2022) note that this sort of approach is a 
tall order for education systems that have centralized curricula and accountability systems but are hopeful 
that jurisdictions such as Saskatchewan’s education sector can “find comfort in the uncomfortable” (p. 
66) while the pre-requisite relationships are developed and trust is built. “Measuring student success with 
a focus on the whole child should involved a two-way exchange of information between school staff and 
students, families, and community members who can help round out the picture of student [growth]” 
(Rennie Center, 2020, p. 7) 
 
Most large-scale assessments are deliberately designed to measure a narrow band of information drawn 
from students from diverse backgrounds. However, “the lack of cultural and linguistic diversity within 
these assessments automatically disadvantages many students who make up 21st Century classrooms” 
(Ansorger, 2021, p. 2). As it embarks on the journey of developing a comprehensive approach to student 
assessment, Saskatchewan’s preK-12 education sector has the opportunity to chart its own course and 
ensure that there is enough commonality in the system to allow “educators and policy-makers to 
extrapolate [meaning]” and, at the same time, provide “rigorous and responsive assessments that 
recognize students’ needs and utilize their cultural and linguistic diversity” (Ansorger, p. 2) as strengths to 
be celebrated rather than as limitations to be remediated.   
 

Psychometrically Sound 

Traditional standardized tests offer information about the broad patterns of student responses about a 
narrow band of topics at a particular time (Tanner, 2023). “There is a dire need for better summative tests 
which encourage students to engage in real-world challenges, rather than regurgitate memorized 
information … [still] both summative and formative assessments are necessary in the teaching and 
learning process” (Compton, 2016, p. 40). 
 
The Innovation Lab Network’s Performance Assessment Resource Bank (PARB), for example, is widely 
recognized as a source of psychometrically sound assessment items that are aligned with particular 
competencies and curricular outcomes. “The PARB includes performance tasks and support materials for 
designing and effectively implementing innovative systems of assessment, all focused on more 
meaningful learning” (Guha, 2018, p. 7).   
 
There are several models of such systems. For example, New Zealand’s national assessment system 
(asTTle) contains over 2000 curriculum-aligned items that were normed on more than 50,000 students 
using sophisticated statistical techniques such as item-response theory (IRT) and hierarchical linear 
modelling (HLM). Consequently, it is possible for teachers to “compare any student’s performance, 
regardless of items [selected] for a test, to that of norms and curriculum achievement objectives and 
levels … [and] no matter how hard or easy any [teacher created] test is, scores are reported on a common 
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scale so that comparisons [for student progress] can be made” (Hattie et al., 2003, p. 776). Similarly, 
according to Rennie Center, “a multi-tiered system of support [and assessment] is a necessary component 
of effectively serving students … it begins with a user-friendly … [mix of] teacher-administered external 
assessments and student-centered internal assessments … and other data sources … to corroborate [and 
triangulate] findings from these assessments” (2020, p. 7). 
 

Curriculum-aligned 

A close examination of most large-scale assessments currently in use in Canada and the US reveals that 
they often provide information about student performance with a limited proportion of the curriculum. 
Saatcioglu et al. (2021), for example, found that state-level examinations tended to cover about half the 
material curricula expected teachers to cover in Mathematics and English Language Arts; often prompting 
teachers to narrow the curriculum and teach to the test. “Regardless of the assessment type, [educational 
systems must] ensure that their assessment practices prepare learners with 21st Century skills that 
measure a combination of content knowledge, basic skills, higher order thinking skills, deeper 
comprehension and understanding, applied knowledge” (Compton, 2016, p. 42).  
 
Universal Design for Learning (UDL) principles are useful as a starting point to ensure that assessment 
practices and approaches to eliciting evidence of learning from students retain the full breadth and depth 
envisioned by curricula. “By using technology, multiple modalities of instruction, flexible assessment, and 
group activities, students are given choice which provides them with opportunities to empower 
themselves as learners” (Capp, 2017, p. 794). This means that, while the learning destination is common 
to all students (i.e., curriculum outcomes), the path to demonstrating students’ progress toward that 
destination must “offer multiple methods for students to express the underlying … concepts” (Rennie 
Center, 2020, p. 11) being taught and assessed.  
 
New Zealand’s asTTle system gives teachers the tools to create 30-40 minute assessments that include as 
many as three out of eight core curriculum outcomes and specify the proportion of the assessment items 
from each content area they would like to appear in the assessment. Once the broad content areas have 
been selected, the asTTle system scans the massive item bank and picks a set of tasks that meet the 
teacher’s specifications (including length, difficulty, etc.). Any given assessment uses no more than seven 
source materials (i.e., reading passages, video clips, etc.) and limits the number of items that may have 
appeared in previous teacher-created assessments in that classroom – ensuring that “at least 30% of the 
items require deep cognitive processing” (Hattie et al., 2003, p. 775) – all of which takes no more than 
seven minutes to create! Once the test is created, the teacher is provided with a draft to ensure it aligns 
with their intentions – if there are any issues, the teacher may choose to revise the test and redraft it. In 
any case, this approach to assessment “gives teachers control and choice over not only the content but 
also the difficulty of the material within the test, such that teachers design a test according to their own 
understanding of the teaching and learning agenda and/or the needs of their own students” (Hattie et al, 
p. 776). 
 

Assessment Process and Design Factors 
The vision for a Made-in-Saskatchewan approach to assessment that both empowers learners to become 
community-, career-, post-secondary-ready graduates during their preK-12 schooling and provides 
information useful at multiple levels of the system must also consider four key characteristics that are 
common to such assessment systems. Each characteristic is depicted in context of the literature 
associated with it in turn below. 
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Teacher-mediated and Technology-enabled 

Any assessment system requires both summative and formative assessments that are well-constructed 
and mediated by the teacher. Considering the power of particular forms of formative feedback and guided 
practice on student learning outcomes, we have to increase systemic capacity to provide such feedback 
and practice opportunities. Beliram and Youde (2018) underscore this through their meta-analytic 
synthesis of relevant literatures and argue that “students receiving [particular kinds of formative] 
feedback will, on average, outperform 67% of students who receive no [or limited] feedback” (p. 88). 
There are multiple GenAI-enabled technological solutions that, when mediated effectively by classroom 
teachers, are capable of providing appropriate feedback that has the potential to yield such outcomes. 
 
Another key consideration to enable the maximum benefit from a new assessment system is the need to 
support educators appropriately as they learn how the system works and how it will affect their work. 
“Educators aren’t getting the full value from the assessment information they have now – and [may not 
be] prepared for new kinds of assessment data [that will be generated] in the future” (NWEA, 2021, p. 
23). “Teachers and administrators want to spend more time discussing assessment results and their 
implications for practice … particularly the formative and interim assessments they use throughout the 
year” (NWEA, 2012, p. 19). Yet, “teachers often begrudge top-down, mandated professional development 
… and are inclined to resist change coming from external sources” (Volante & Beckett, 2011, p. 249). 
Nevertheless, Volante and Becket remind us that, for a large-scale assessment system to be successful, 
“building consistency [especially if the responsibility for administering it is devolved to the local level] 
within assessment practices, across not only subject areas but also grades and schools” is essential (p. 
250). 
 
New Zealand, a world leader in assessment reform, established its national teacher-managed curriculum-
referenced assessment system in 2000. The Assessment Tools for Teaching and Learning system (asTTle) 
is based on official curriculum learning objectives, outcomes and intentions; leaves decisions to teachers 
about when, who, and what will be assessed; provides aggregate and sub-group norms and achievement 
standards aligned with recommended curriculum scope and sequence progressions; and uses innovative 
and informative means of reporting results – including diagnostic information to support classroom 
instruction (Hattie et al., 2003). Moreover, 

Both [summative and formative assessments] are necessary educational pedagogies, and students 
need exposure to each type to fully participate in the teaching and learning cycle. However, teachers 
should [be afforded] as much classroom autonomy as possible in order to reduce both the perception 
and pressure of the high-stake nature of many summative assessments. (Compton, 2016, p. 42) 

 
While there are jurisdictions internationally that have successfully implemented large-scale systems that 
are viewed positively and used appropriately, there are far more jurisdictions that have seen unfortunate 
and, usually, unintended negative impacts from large-scale assessment systems (Kamenetz, 2018). 
Generally, the negative impacts creep into the system when assessments meant for one purpose are 
inappropriately co-opted and/or repurposed.  
 
Ansorger (2021) suggested that large-scale assessments are most often misused because they “measured 
skills too narrowly” (p. 5), were characterized as measurements of ability, when they were really 
measurements of opportunity that are “the predictable result of systemic causes … [or a] representation 
the disparities in opportunities available to children of different racial, ethic, socioeconomic, and cultural 
backgrounds” (p. 1), or were ascribed with stakes that are unjustifiable given the circumstances of their 
administration and construction.   
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Students must also have an “active role in defining and measuring success by setting goals for their own 
learning and identifying how they will determine whether or not they have been successful” (Rennie 
Center, 2020, p. 12). Volante and Beckett similarly found that “assessment should be a collaborative 
process, including the teacher, student and peers” (2011, p. 251).  
 
Finally, developments in technology platforms and tools have always crept into the K-12 education sector 
in diverse ways. Educators are creative – almost to a fault (Tunison, 2003). They tend to be on the lookout 
for the next innovation that promises to improve their work and/or the learning outcomes of their 
students; while, at the same time, struggling to keep up with the multitude of tasks already “on their 
plates”. Around the turn of the century, Tunison (2002) observed that, despite predictions that computing 
technology was poised to make teachers obsolete – at least in their contemporary form, teachers would 
always be needed because “there is no substitute for good teaching and no technology can replace them” 
(p. 169); but, at the same time, computing technology presented an “engaging lure for students” that had 
yet to be fully incorporated into educational service delivery.  
 
With the general release of large-language models (LLMs) such as ChatGPT and others in late 2022, we 
are again awash with dire predictions that human teachers are soon to be replaced by ‘bots’ and that 
students will have their own ‘bots’ complete their assessment products at least as well as they would have 
done on their own. De Winter (2023), for example, found that ChatGPT 3.5 (the original tool released by 
Open.AI in 2022) performed about as well as the average Dutch student on the national English reading 
comprehension exam (ChatGPT 4.0 – an updated version of the Open.AI tool – significantly outperformed 
the average Dutch student). While the present tsunami of predictions foretelling the end of the classroom 
teacher are likely overblown, LLMs like ChatGPT present an opportunity for change that, if handled 
effectively, could transform teachers’ work and help realize the vision of the teacher as the “guide on the 
side”. That is because LLMs are exceptionally effective at providing “feedback” about content that is input 
into its chat functions. In Saskatchewan, such tools are already in wide use. All schools participating in 
Following Their Voices (FTV) implemented a new instructional tool called VersoLearning that promises to 
be a powerful tool for teachers and students to work together to improve instruction and learning. FTV 
teachers create “check-ins” using the Verso tool focused on gauging student understanding of learning 
through their response to questions specific to that day’s learning destination – in real time! In the 
background, Verso employs AI tools to take an initial cut at analyzing student responses – to save teachers 
time and help them incorporate student understanding data in their instructional planning more quickly. 
While the technology is in the early stages of implementation at time of writing this paper, early 
indications suggest that the tool has tremendous potential as a teaching and learning tool. Such 
technologies also have tremendous potential to enhance the efficacy and efficiency of large-scale 
assessments in the province. A major criticism of traditional large-scale assessments is that they tend to 
take the form of defined-response tests – which are difficult to massage into assessments of the kind of 
complex thinking and understanding targeted by contemporary curricula. The power of LLMs can be 
harnessed to support large-scale assessment and allow a wider variety of student response options to 
open-ended performance tasks.  
 

Longitudinal Tracking 
There is a mountain of research examining the linkages between assessment results and teachers’ 
pedagogical responses. Most of this research suggests that teachers are very adept at making adjustments 
“on the fly” in the classroom; but, are less comfortable with the processes associated with unpacking and 
responding to assessments that are more formal in nature (Schelling & Rubenstein, 2021). There are 
multiple examples of the positive impact of such work. For example, “defining and measuring success are 
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not merely process steps, but critical conversations that shape how education is understood and 
delivered” (Rennie Center, 2020, p. 1).  
 
A core tenet of performance/task/standards-based assessment is the fact that we, as humans, get better 
at things the more times we do them. Townsley and Buckmiller (2020) point out that the practice 
“repurposes homework as practice and emphasizes more recent evidence of learning rather than 
averaging multiple attempts” (pp. 2-3). Such practices embody “more comprehensive and equitable 
approach of measuring success – and building a system that supports positive long-term outcomes for all 
students” (Rennie Center, 2020, p. 2). “Understanding individual student learning, progress over time … 
are among the top priorities of parents, teachers, and district administrators” (NWEA, 2012, p. 6). 
 
A critical question the education sector must ask itself is, to what extent are we successfully facilitating 
student learning to the point at which they are at least “on track” developmentally. Hattie, in his 2015 
treatise What works in education, observed that, to be “on track” a system must ensure that every student 
experiences at least one year’s growth in one school year’s time. He argued that education systems must 
“reframe the narrative away from standards and achievement and to move it toward progression … 
[however] this is not to say that high achievement and high standards are not desired, but the way to get 
there is through a narrative focused on progression” (p. 5). He opined that education systems, in order to 
achieve the goal of success for all students, must create assessment systems that provide teachers with 
“decent assessment and evaluation tools to help them set and evaluate [progress toward the goal that all 
students achieve a minimum of one year’s growth for one year’s instruction] … we also need to move 
beyond a debate that is [currently] too obsessed with measuring achievement” (p. 13) and not concerned 
enough with understanding growth and improvement and with providing teachers with assessments that 
help them pinpoint what they ought to do next instructionally given students’ current status on their 
growth continuum. Houston and Henig (2023) concur that growth over time ought to be (i) measured 
more often and (ii) be placed at the core of the educational assessment debate. 
 
Finally, according to Abrams et al (2016), many teachers wish that they had access to longitudinal data to 
guide instruction – particularly early in the academic year. “Many teachers expressed the usefulness of 
having a longitudinal data system with information on previous assessment performance, portfolio 
grades, teacher comments on progress reports, and demographic data as being powerful tools to tailor 
instruction” (p. 23). 
 

Performance/task-based items 
Traditional standardized tests are deliberately designed to “sort and sift” students into categories; by their 
very nature, it is impossible for all students to achieve at or above a particular pre-determined level. 
“Despite implementing a series of education reforms and programs, many schools struggle to produce 
better outcomes largely because the traditional system is not set up to do so” (Sturgis & Jones, 2017, p. 
2). Instead, we need to implement instructional and assessment strategies that are designed to allow each 
and every student “to receive what [they] need to develop to [their] full academic and social potential” 
(Sturgis & Jones, 2017, p. 6). 
 
In the current schooling paradigm, progress through school – especially at the elementary school level – 
is tied more to time a child has spent in the classroom being taught more or less the same material as a 
group of their peers that are about the same age than to what they actually know and can do. An 
education system characterized by performance/task-based assessment “starts by assessing what a 
student knows then allows that student to advance as a pace that reflects his or her knowledge and skills 
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… [in such a system] the role of the educator changes from an individual lecturing in a classroom to that 
of a coach who guides learning” (Laine et al., 2015, p. 1). When evaluating the efficacy of competency-
based systems, Laine and colleagues point out that one must create “meaningful, high-quality 
assessments [that] allow students to demonstrate their mastery of skills and concepts when they have 
mastered them” (p. 3). Guskey and Gates (1986) found that “students in mastery learning programs at all 
levels show larger gains in achievement over those in traditional instruction programs … students retained 
what they had learned longer … both in short-term and long-term studies” (p. 79).  
 
Authenticity is also an important feature of performance/task-based assessments. “Authenticity is 
defined as assessment that is real in terms of processes and products, assessment conditions or the 
presented context, and true to life beyond school, curriculum, and classroom practice or learning and 
instruction” (Frey et al., 2012, p. 2). “The use of portfolio assessment and the use of scoring rubrics are 
both considered best practices in classroom assessment … [while they may not] reflect the real-world 
evaluation of real-world tasks, it is probable that portfolios would likely add to the validity of most 
assessment strategies and scoring rubrics with multiple indicators would likely increase the reliability of 
the scoring” (Frey et al., 2012, p. 12).   
 
In a recent study of US-based and international assessment reform efforts and their impact on students’ 
transition to post-secondary education opportunities, Guha et al. (2018) observed that, in the highest-
performing k-12 education systems, performance assessments have emerged as the most influential 
means of impacting positively on student learning. They describe performance assessments as follows: 

Performance assessments in education range from essays and open-ended problems on sit-down 
tests to classroom-based project that allow students to demonstrate skills such as research, 
collaboration, critical thinking, technology application, and written and oral communication. 
These assessments may be highly individualized, or they can be designed, like the driver’s test, as 
structured tasks with common elements that are used across classrooms and reliably scored with 
common rubrics. (p. 3)  

 

Assessment systems that generate information useful at multiple 

levels 
In the US, there are several research institutes and consortia focused on student assessment. Recognizing 
that scores from traditional standardized tests do not inform instruction (Tanner, 2023) and are not 
intended to do so, these bodies tend to focus on developing and evaluating innovative assessment 
systems that are grounded in psychometric properties that make them sufficiently aggregatable to serve 
federal and state reporting expectations; while, at the same time, providing teachers and students with 
useful information to guide ongoing learning. Furthermore, given the tremendous power of teacher-
mediated and student-initiated feedback loops to influence, positively, student learning and growth (e.g., 
Black & Wiliam, 2009; Graham et al., 2015; Hattie, 2009; Hattie & Timperley, 2007; Karaman, 2021; Klute 
et al., 2017; Lee et al., 2020), any province-wide assessment system must be leveraged to enhance this 
critical path to improved teaching and learning.   
 
The Innovation Lab Network’s Performance Assessment Resource Bank, for example, consists of “high-
quality performance assessment tasks and support materials for designing and effectively implementing 
innovative systems of assessment – all focused on more meaningful learning!” (Guha et al., 2018, p. 7). 
According to Guha et al.’s review of the assessment landscape, networks such as New York Performance 
Standards Consortium, International Network for Public Schools, Envision Schools, New Tech Network, 
Asia Society’s International Studies Schools, Network, and Big Picture Learning Schools, among others, are 
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also developing assessment systems that provide useful information at multiple levels of the K-12 
education system. While each of these networks has taken a slightly different approach to assessment, all 
of them are built on similar foundations. The California Performance Assessment Collaborative, for 
example, adopts nine principles that speak to the nature of and uses for such assessments. These 
principles include: 

• All features of the assessment system are aligned to clearly articulated student competencies 
focused on assessing readiness for … success in college, career, and civic life. 

• The system takes into account the needs of English language learners, recent newcomers to the 
country, and students with specific needs so that they can demonstrate what they know and can 
do. 

• Collects evidence of student proficiency in relation to the competencies. 

• Incorporates appropriate community members into the assessment approach to provide students 
with an authentic audience with whom to share and receive feedback about their learning. 

• Requires multiple opportunities to develop and demonstrate growth and mastery of curriculum 
outcomes and competencies. 

• Evaluates performance based on rubrics and clear criteria of competence across multiple 
disciplines and domains of learning. 

• All assessments are designed to generate information to guide future instruction and improve 
curriculum and instruction. 

• Because students have choice and voice over what they choose to include in their assessment 
portfolios, they take ownership of their own learning. 

• Both students and educators engage in metacognitive reflection about progress and efficacy and 
plan for growth and progress. (Guha et al., 2018) 

 
In Canadian contexts, there is also a movement toward gleaning information from school-based 
assessments to support and guide community development initiatives. Louie and Prince, for example, 
point out that “each school district presents a unique challenge that requires bespoke solutions bearing 
in mind context, strengths, local culture, and school faculty … to harness Indigenous student and 
community voices to guide change” (2023, p. 3). 

 

Conclusions 
Taken together, the eight components of the CF emerging from this project present both a challenge and 
an opportunity to Saskatchewan’s K-12 education sector. As pointed out by Compton (2016), 

We do not need more tests; we just need better tests that measure more of the basic and applied 
skills students need in the twenty-first century … [we need] assessments that more closely align with 
how students should creatively engage and display their ability to not only cope, but successfully 
participate in the dynamics of a changing global world. (p. 41) 

 
The significant body of literature reviewed for this project, while highlighting the potential downside of 
large-scale and/or standardized assessments, also provide a model for an approach to large-scale 
assessment that has potential tremendous upsides as well. Considering that Saskatchewan does not 
currently have a system-wide comprehensive assessment program, a new system – if developed – would 
not be replacing a cherished (or despised) legacy system. Despite the challenges encountered by some 
jurisdictions as they develop and implement assessment systems, “[large-scale or common assessments] 
are not meaningless … they can uncover important information about students’ educational experiences 
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and shine a light on individuals or groups of students in need of greater attention … but traditional 
methods of measurement are insufficient.” (Rennie Center, 2020, p. 2) 
 

Considerations and Recommendations
1. Recognizing the centrality of effective assessment practices in the teaching and learning cycle, the 

Provincial Education Plan (PEP) expresses one of its four priority actions as follows: “Improve student 
outcomes through effective assessment practices that guide and strengthen responsive instruction”.  

 
This project was founded on the expectation that an approach to large-scale or system-wide 
assessment that would be appropriate for the Saskatchewan context would have the following 
characteristics: 

• Family-centric: Assessment and reporting that is meaningful and relevant to students and 
families. 

• Teacher Mediated: Assessment and reporting that respects teacher autonomy and is informed 
by and mediated through teachers’ professional knowledge, skills, and abilities in the design, 
delivery, and choice of methods and tools to support effective and efficient practice. 

• System-relevant: Assessment and reporting that provides meaningful, relevant, and useful 
information to support school and school division leaders and policymakers in assessing the 
effectiveness of their efforts and reporting progress. 

• Provincial-relevant: Assessment and reporting that also provides the province with the 
information it needs to assess and report student outcomes effectively. 

 
We have demonstrated, through this 
scoping review, that the literature in this 
field has broad support for these 
characteristics. A key finding emerging 
from this research was the Conceptual 
Framework for Large-Scale Assessment 
(reproduced here). We recommend that 
the Sector engage in a broad-based effort 
to develop a comprehensive large-scale 
assessment program that incorporates all 
eight of the components of the CF as 
described in this document. 
 

2. Recognizing that any effort to assess Sector 
efficacy at a large-scale and/or system-
wide perspective must have three 
components including: (i) goals – ideally 
informed by past outcomes and framed in 
SMART terms, (ii) research-supported strategies for achieving those goals that include pre-
determined and regular “check-ins” to monitor progress and identify opportunities to enhance 
progress, and (iii) “accountability”  mechanisms that are adaptable and relevant to both local and 
system-wide circumstances, we recommend that the Provincial Education Plan includes explicit 
statements regarding all three components of effective assessment systems. Moreover, considering 
that any such plan must include provisions for building system and individual capacity, we encourage 
the Sector to allocate dedicated resources to ensure that those charged with implementing the plan 
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have access to opportunities to build the necessary capacity and to debate the provisions of the plan 
to allay the inevitable concerns that will arise from implementing an unfamiliar system. 
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Appendix A: PRISMA Data Collection Grid 

Author/Study Title Aim/Purpose Methodology 
Type of Assessment Data 

Used & Data Use 
Effectiveness 

Data-Based Instructional 
and Assessment Practices 

Leadership Practices 
Facilitators/Barriers to 

Assessment Practices (APs) 

Abrams et al 
(2016). Unpacking 
instructional 
alignment: the 
influence of 
teachers’ use of 
assessment data on 
instruction. 

• This paper describes 
results of a qualitative 
study of teachers’ 
data use in a mid-
Atlantic metropolitan 
area in the United 
States. 

• Focus group interviews 
with 60 upper elementary 
and middle school 
teachers from 45 schools 
were conducted. 

• Qualitative data 
gathering. 

• Findings indicate 
teachers aligned 
instruction and 
assessments with the 
state curriculum with the 
goal of improving 
student performance. 

• While teachers found 
day-to-day informal 
assessments essential to 
shaping instruction, 
periodic formal 
assessments helped 
them monitor student 
progress and 
remediation efforts. 

• Teachers’ data use 

practice was situated 

within their school’s 

data use culture, i.e., 

the structural policies 

and expectations about 

data use, leadership, 

language, and collegial 

interactions 

surrounding data. 

• The type of assessment 

data influenced 

teachers’ use in a way 

that balanced 

expectations for each 

data source and the 

time constraints for 

making instructional 

adjustments. 

• School and district 
leadership can provide 
the guidance in the 
creation of data use 
culture which will help 
guide the work of 
teachers in their data 
sue and assessment 
creation. 

Facilitators 

• As with all student reporting 
sufficient guidance, 
leadership and training are 
required for teachers to be 
effective communicators to 
students, parents, and 
guardians. 

Barriers 

• The effort of academic 
reporting means that other 
aspects of student 
reporting, such as LSWH, is 
not included in some report 
cards. 

Ansorger (2021). 
An analysis of 
education reforms 
and assessment in 
the core subjects 
using an adapted 
Maslow’s 
Hierarchy: Pre and 
post COVID-19. 

• This study considers 
the impact of COVID-
19 on student 
achievement through 
the lens of an 
adapted version of 
Maslow’s hierarchy of 
needs. 

• Utilizing the ERIC 
database, a review of 
relevant research was 
conducted using the 
keywords: Maslow’s 
hierarchy, CLD, SES, 
marginalized, COVID-19, 
assessment, and 
educational reforms. 

• With very few returns, the 
term “Maslow’s 
Hierarchy” was removed 
from the search terms. 

• Qualitative analysis of 
returned research 
papers was undertaken. 

• When considering the 
impact of COVID-19 on 
student achievement 
through the lens of an 
adapted Maslow’s 
Hierarchy, many 
students, most notably 
culturally and 
linguistically diverse 
CLD and those of low 
SES, are working at a 
deficit. 

 

• As with all 
educational/assessme
nt reforms, effective 
state, district, and 
school level leadership 
are required to 
implement classroom 
instruction and 
assessment reforms.  

• As noted in the data, 
educational reforms 
are not enough to 
narrow the gap.  

Facilitators 

• Statewide assessment 
initiatives that allow for 
teacher collaboration 
amongst districts. 

Barriers 

• Lack of alignment of district 
level assessment practices 
with the key elements of 
Maslow’s Hierarchy. 
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• The keywords: culturally 
responsive assessment 
and culturally responsive 
pedagogy were later 
added to the search. 

• Reforms that address 
the physiological and 
safety needs of 
students should 
become a priority. 

Balicki (2016). 
Teacher 
perceptions (K-8) of 
data-driven 
decision-making 
practices: A case 
study of one urban 
Saskatchewan 
school district. 

• A study to examine 
the current data 
culture and the extent 
to which teachers 
value data-driven 
decision-making 
practices. 

• Examination of K-8 
teacher perceptions 
in relation to data-
driven decision-
making practices and 
what might improve 
these practices. 

• The study used a 
sequential mixed-method 
explanatory case study 
approach. 

• An online survey was 
conducted (n=109). 

• A follow-up interpretation 
panel was set up to 
examine the quantitative 
data. 

• Qualitative data collection 
and analysis.  

• Data gathered in one 
urban school district in 
Saskatchewan. 

 
 

Used multiple data types:  

• Language assessment 

• Academic and cognitive 
test data. 

• On-the-moment data. 

• Classroom-based teacher 
generated data. 

• Formative assessment 
data. 

 
 

Teachers’ data use 
Practices 

• To plan intervention for 
students’ needs. 

• For instructional 
planning. 

 
 

Leadership on data use 

• To allocate time for 
teachers to discuss 
assessment and data 
with colleagues.  

Barrier to data use 

• Teachers’ perceptions of 
hierarchical roles can affect 
use of data for instruction. 

• Limited time for data use 
practices. 

• Lack of training and data use 
skills. 

Baliram & Youde 
(2018). A meta-
analytic synthesis: 
Examining the 
academic impacts 
of feedback on 
student 
achievement. 

• The current study 
aimed to synthesize 
quantitative research 
studies to further 
explore the impact of 
feedback on academic 
achievement. 

• Results indicated the 
overall summary effect to 
be moderate and 
statistically significant 
(Hedges’ g = .40), thus 
lending support to the 
notion that feedback, 
considered a best 
practice, positively 
influences academic 
achievement. 

• From an initial pool of 419 
studies, the final meta-
analysis was conducted on 
eight studies where the 
researchers were able to 
extract 26 viable sets of 

• Data was gathered 
through the meta-
analysis of eight studies 
with 26 data sets. 

• Analysis of the 
literature suggests that 
students receiving 
feedback will on 
average most likely 
outperform 67% of 
student sample who 
receive no feedback. 

• Results suggest that 
students at the K-12 
level may show positive 
impacts in academic 
achievement when 
provided with 
feedback. 

• Results suggest that 
students may show 
positive impacts in 

• District and school-
level leadership should 
be encouraged to 
work to ensure that 
teachers can make 
appropriate use of 
feedback protocols in 
the classroom. 

Facilitators 

• State and district level policy 
changes and teachers 
education will be needed to  
support the work of teaches 
in implementing 
competency-based 
education. 

Barriers 

• For some states or districts 
it may be a difficult ask to 
move from an accountability 
framework to a system that 
emphasized developing 
competency and equity at 
its core. 
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data for comparative 
analysis. 

academic achievement 
when provided with 
teacher-to-student 
feedback. 

• This was not the case 
with student-to-
student feedback. 

• Results suggest that 
students may show 
positive impacts in 
academic achievement 
when provided with 
content specific 
feedback. 

Barmore (2018). 
Journey from data 
into instruction: 
How teacher teams  
engage in data-
driven inquiry. 
 
 
 
 
 

• To unpack the 
cognitive and social 
processes by which 
teacher teams gain 
knowledge from 
assessment data and 
then use such 
knowledge to shape 
instruction. 

• Exploratory study. 

• Qualitative case studies.  

• Data collected from three 
teacher teams from one 
urban school district. 

• Participants were 13 
female teachers.  

• Data was gathered 
through interviews with 
teachers and observation 
of teacher team inquiry 
cycle meetings (n=33). 
Each team was treated as 
a case. 

• Used multiple data 
sources including 
running records, 
concepts of print, sight 
word inventories, and 
student essays to 
diagnose student 
learning challenges. 

• District-administered 
assessment results. 

• The Honeycomb 
kindergarten team used 
multiple assessment 
data sources to focus 
on reading skills 
development. 

• Student performance 
data were also collected 
in excel spreadsheets 
with the same color 
coding for each student 
in rows to track 
students’ learning 
challenges. 

• Students’ reading video 
data were analyzed to 
identify their reading 
strategies, mistakes, 
and ways to overcome 
them. 

 

 Barriers 

• Schools and teachers having 
trouble translating the state 
test or assessment data into 
actionable activities. 

Beaver & 
Weinbaum (2015). 
State test data and 
school 
improvement  

• To examine how 
schools use state 
assessment data to 
drive improvement 

• A qualitative case study 
design.  

• Data were gathered from 
11 elementary and 9 
secondary schools.  

• State-mandated 
accountability 
assessment data (i.e., 
state test data for school 
improvement). 

How schools/teachers use 
state test data: 

• To guide school-level 
test prep. 

School leaders use state 
test data to: 

• design school-wide 
improvement actions 
(e.g., “aligning the 

Barriers 

• Schools and teachers have 
trouble translating the state 
test or assessment data into 
actionable activities. 
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efforts. 
 
 
 
  

efforts in Pennsynia, 
USA. 

• About 97 interviews with 
principals, administrators, 
and teachers were 
conducted.  

• A performance-based 
accountability theory - 
“No Child Left Behind” 
was used as a conceptual 
framework in the study. 

Data Usefulness 

• Teachers perceived 
school-generated data to 
be more useful than the 
state test data, as the 
latter is a single measure 
test and didn’t measure 
students’ progress over 
time. 

• Students didn’t take the 
test seriously because it 
had less impact on them. 

• State test data did not 
provide new information 
about students. 

• To develop benchmark 
exams or interim 
assessment plans. 

• To develop data teams 
for future data use 
practices. 

• To track student 
performance. 

• To help teachers 
readjust instruction 
time for non-tested 
subjects, e.g., social 
studies and physical 
education. 

• To identify students 
needing extra attention 
or remediation 

• To design test-taking 
preps or skills. 

 
 

curriculum to the state 
test, limiting instruction 
in non-tested subjects, 
or providing 
professional 
development for 
teachers” (p. 489)). 

• identify gaps in the 
curriculum. 

•  provide professional 
development for 
teachers. 

• improve reading and 
math courses. 

Note: Unlike teachers, 
school administrators saw 
much utility in the state 
test data, as it was more 
useful for programmatic 
decisions than for 
instructional changes (p. 
497). 
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Black, P., & Wiliam, 

D. (2010). A 

pleasant surprise. 

• Discussion of Changing 
classroom practice ten 
years after its 
publication.  

• It contained an 
extensive review of 
research evidence that 
showed that formative 
assessment 
innovations could 
improve the 
attainments of 
learners at all levels of 
education. 

• It included a proposal 
about how teaching 
should be changed to 
make it more 
effective. 

Ten years later, it is much 
clearer that interactive 
dialogue, between teacher 
and learners, and between 
learners themselves, is at 
the heart of formative 
practice, and that such 
practice should enrich the 
central task of teachers. 
 

Qualitative analysis of 
Changing Classroom 
Practice in the light of new 
understandings of 
formative assessment. 

• Formative assessment 
will require a 
fundamental change in 
the way teachers relate 
to students, to become 
better listeners 
themselves and to learn 
to promote, respect, 
encourage and build on 
students’ contributions 
to a learning discourse. 

Educational leaders 
should continue to 
champion formative 
assessment at the 
classroom level to help 
students, and their 
teachers, understand how 
successful educational 
outcomes are being 
achieved.  
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Black, P., & Wiliam, 

D. (2009). 

Assessment and 

classroom learning. 

This article is a review of 
the literature of 
classroom formative 
assessment. 

• Literature review of 
classroom formative 
assessment, looking at 
formative assessment by 
teachers in their school or 
college classrooms and 
defined broadly as 
‘encompassing all those 
activities undertaken by 
teachers, and/or by their 
students, which provide 
information to be used as 
feedback to modify the 
teaching and learning 
activities in which they are 
engaged’. 

• The review surveys 250 
publications mostly from 
1988 to 1997 and includes 
evidence based on work in 
classrooms by teachers as 
well as work outside of 
normal classroom 
conditions. 

• Qualitative examination 
of educational literature 
concerning formative 
assessment in the 
classroom with students 
from the ages of five to 
college students. 

• Results in the literature 
indicate that “attention 
to formative assessment 
can lead to significant 
learning gains. 

 

Results from this analysis 
of formative assessment 
suggests that it is an 
effective teaching 
methodology for 
improving the learning 
process. 

As with any new, large-
scale assessment initiative 
in schools, there is a need 
for careful leadership in 
the planning and delivery 
of formative instruction. 

Facilitators 

• Teachers will require 
support not only to become 
proficient in the use of 
formative assessments but 
also in understanding how 
this kind of assessment 
regime fits with they 
personal and professional 
beliefs. 

Barriers 

• Without ongoing 
professional learning, 
reticent teachers will find it 
difficult to implement 
formative assessment in 
their classrooms. 
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Brindley, G. (2001). 

Outcomes-based 

assessment in 

practice: Some 

examples and 

emerging insights. 

The paper Illustrates 
some of the issues that 
have arisen in the 
implementation of 
outcomes-based 
systems of assessment 
and reporting including 
the balance between 
formative assessment 
and accountability 
requirements. 

Two examples from school 
and adult immigrant 
education in Australia are 
provided that demonstrate 
some of the political and 
technical problems involved 
in implementation in both 
high- and low-stakes 
contexts. 

• Analysis of the issues 
suggests that some 
learner groups may be 
disadvantaged by the 
practice of reporting 
aggregate outcomes in 
terms of minimum 
standards. 

• The second example 
discusses teacher-
developed assessment 
tasks used to assess the 
achievement of language 
competencies in the 
Australian Adult Migrant 
English Program. 

• It is argued that 
problems of consistency 
and comparability that 
have been identified by 
research can be 
addressed through the 
development of fully 
piloted task banks and 
the provision of 
appropriate forms of 
professional 
development.  

• Greater attention needs 
to be given to the role 
of the teacher if 
outcomes-based 
assessments are to 
provide high quality 
information. 
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Brown, C., & Zhang, 

D. (2016). How can 

school leaders 

establish evidence-

informed schools: 

An analysis of the 

effectiveness of 

potential school 

policy levers. 

This article has three 
aims: 

• First, it examines the 
notion of evidence-
informed practice and 
its benefits. 

• Second, it examines 
four distinct but 
overlapping and 
interdependent 
factors that school 
leaders need to 
consider if they wish 
to establish evidence-
informed practice 
within their school. 

• Third, the article’s 
authors undertook a 
survey of 696 
practitioners in 
relation to these 
factors. 

• With the resultant data a 
Gradient Boosted Tree 
predictive model was built 
to examine the potential 
policy levers available to 
school leaders wishing to 
promote evidence use in 
their schools. 

  School leaders need to 
ensure they and their staff 
seek out and engage with 
quality evidence in 
relation to issues of 
teaching and learning 
while addressing several 
factors: 

• The existence of 
teacher capacity (i.e. 
ability) to engage in and 
with research and data. 

• School cultures that are 
attuned to evidence use 
(i.e. that make 
research-use a cultural 
norm). 

• Schools promoting the 
use of research as part 
of an effective learning 
environment.  

• The existence of 
effective structures, 
system and resource 
that facilitate research-
use and the sharing of 
best practice. 
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Bowers (2010). 

Analyzing the 

Longitudinal K-12 

Grading Histories of 

Entire Cohorts of 

Students: Grades, 

Data Driven 

Decision Making, 

Dropping Out and 

Hierarchical Cluster 

Analysis. 

 

• This study provides 
pattern visualization 
in which all 
assessment data 
points of every 
student in a cohort 
can be patterned, 
visualized, and 
interpreted to aid in 
data driven decision 
making by teachers 
and administrators. 

• Particular attention 
will be paid to drop 
out rates and how 
pattern visualization 
may provide a 
predictor of 
dropouts. 

• K -12 report cards data 
were collected for 188 
students in two 
midwestern school 
divisions.  

• Letter grades were 
converted into a number 
scale.  

• An analysis of this data 
was done to discover the 
underlying structure 
patterns within the 
dataset. 

• Summative data: e.g. all 
K – 12 report cards for 
sampled students were 
utilized in the study.  

• This study has come to 
a rather obvious 
finding, students with 
generally low grades 
throughout their career 
in school dropout. 

• Pattern analysis used in 
this study maintain 
student data in a 
disaggregated form, 
thus allowing teachers 
to see their students in 
the analysed data set. 

• Using pattern 
visualization to engage 
in data driven decision 
making may allow 
teachers and school 
leaders to identify 
students who require 
remediation at a 
younger age and across 
an entire cohort or 
district. 

• Pattern visualization at 
the cohort level 
removes the burden of 
classroom analysis by 
individual teachers. 

Facilitators 

• Community-driven ECD 
evaluation can be an 
effective method of 
culturally effective student 
evaluation. 

 
Barriers 

• Developing community 
driven evaluations can take 
time and needs to be 
conducted in many different 
communities, thus creating a 
slow implementation 
process. 

Capp, M. (2017). 
The effectiveness 
of universal design 
for learning: A 
meta-analysis of 
literature between 
2013 and 2016. 

To examine Universal 
Design for Learning 
(UDL) effectiveness, a 
meta-analysis was 
conducted on empirical 
research, containing 
pre- and post-testing, 
published in peer-
reviewed journals 
between 2013 and 2016 
(N = 18). 

This study investigates and 
analyses (n = 13) studies that 
used pre-and post-research 
designs aimed to examine 
the effectiveness of UDL 
principles in educational 
settings intending to 
decolonise the research 
conducted in English 
speaking countries. 

• Results from the meta-
analysis of the literature 
suggest that UDL is an 
effective teaching 
methodology for 
improving the learning 
process for all students. 
The impact on 
educational outcomes 
has not been 
demonstrated. 

• Results from this 
analysis suggest that 
UDL is an effective 
teaching methodology 
for improving the 
learning process for all 
students. The impact on 
educational outcomes 
has not been 
demonstrated. 

• There is a need for 
careful engineering of 
planning and 
implementing UDL  
instruction as well as 
assessing the learning 
outcomes. 

 

Chandler (2020). 
The effects of data-
driven instructional 
leadership on 
student 
achievement.  

To examine the 
outcomes of data-driven 
instructional leadership 
practices on student 
reading and math 
achievement within the 
context of social 
cognitive theory. 

• A quantitative, causal-
comparative study. 

• Compares schools that use 
data-driven instructional 
practices vs. schools that 
do not.  

• 81 elementary and middle 
schools participated. 
Control group (n=42 

• Used reading and math 
scores from the 
Partnership for 
Assessment of Readiness 
for College and Careers 
(PARCC) Assessment 

• Dependable variable = 
reading and math scores. 

 • To create time for 
collaboration. 

• To plan trainings and 
professional 
developments 
programs. 

• Results provide 
evidence that 
leadership has a 
positive impact on data-

Facilitators 

• Teachers’ depth of 
knowledge about data. 

• Their beliefs on data 
relevance and students’ 
ability to learn. 

• Teacher collaboration and 
team learning. 

• Teachers’ expectations 
about student learning is a 
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schools), treatment group 
(n=39 schools).  

• Used the Partnership for 
Assessment of Readiness 
for College and Careers 
(PARCC) assessment. 

• Independent variable = 
instructional leadership 
practices. 

driven practices and 
students’ math and 
reading scores.  

crucial facilitator of data use 
among teachers. 

Barriers  

• Lack of knowledge on how 
to collect and organize data. 

• Difficulties in data 
interpretation. 

• Limited knowledge of 
content and assessment 
(i.e., no focus on what to 
monitor).  

• Low expectations of student 
performance. 

Coburn, C., & 
Turner, E. (2012). 
The practice of data 
use: An 
introduction. 

A series of articles 
review and reframe the 
small body of research 
that examines what we 
know about how 
individuals interpret and 
make meaning of data 
of various sorts and 
what happens when 
new data interventions, 
processes, and protocols 
enter the complex 
ecology of the 
classroom, school, and 
administrative offices. 

• A discussion of recent 
research into making 
meaning from educational 
data use. 

• research on the practice 
of data use has provided 
insight into such 
mechanisms as the 
process by which people 
interpret and make 
decisions with data. 

Existing studies have 
investigated how social 
interaction influences how 
people interpret the 
meaning and implications 
of data 

 District and school 
leadership should 
determine how best to 
use data both large-scale 
and school level. 

 

Cohen, D., Spillane, 
J., & Peurach, D. 
(2017). The 
dilemmas of 
educational reform. 

The paper examines the 
issues that school 
systems face with the 
changing educational 
accountability 
environment and 
identifying 
considerations for 
researchers interested in 
reform as educational 
system building. 

A general position paper is 
developed from referencing 
a number of research papers 
in the field of educational 
reform. 

• We identify four activity 
domains that are defined 
by competing pressures. 

• Consensus on outcomes. 

• Infrastructure to connect 
outcomes with 
instruction. 

• Recruitment that is 
aligned with outcomes. 

• Competing 
environmental pressures. 

No assessment practices 
outlined. 

• Educational leaders 
should envision school 
systems as open 
systems that are 
vulnerable to and 
depend on their 
environments.  

• The frame should 
attend to the 
interaction between 
managing externally 
(their environment) and 
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managing internally 
(staffing, consensus 
building, and 
instruction). 

Compton, J. (2016). 
The twenty-first 
century landscape 
of assessment: 
Implications on 
student 
engagement. 

Position paper that 
argues high-stakes 
summative assessment 
does little for student 
success and attends 
primarily to the 
accountability needs at 
the state and district 
level. 

Examination of several 
relevant educational 
research papers examining 
the efficacy of high stakes 
testing in an American 
environment. 

• Large-scale assessment 
that targets lower-level 
thinking skills cannot 
capture higher order 
thinking skills that 
students my possess. 

Higher level assessments 
will help develop higher 
order thinking skills which 
help students meet more 
academic success in 
school. 

Leadership needs to 
support the use of 
efficacious use of 
summative assessment to 
support student learning 
and the development of 
higher order thinking 
skills. 

 

 

Conn & Tenam-
Zemach (2019).  
Confronting the 
Assessment 
Industrial Complex  
A Call for a Shift 
from Testing 
Rhetoric. 

Research to 
demonstrate the impact 
of the Assessment 
Industrial Complex (AIC) 
on education and 
society, as well as to 
develop a counter- 
narrative to the AIC.  

A description of how 
neoliberal attitudes to 
public education have led 
to large corporations 
controlling large-scale 
assessments in school 
districts. Assessments 
disproportionally and 
negatively affect poor and 
coloured students. 

Historic survey of the rise 
of neoliberalism’s influence 
in public education and the 
anti-democratic nature of 
that influence. 

Large-scale assessment 
data are often used to sort 
and sift students rather 
than create the 
circumstance where 
students can grow 
academically through the 
utilization of assessment 
results. 

School leaders must work 
with teachers to 
determine how best to 
use large-scale 
assessment results to help 
student achieve personal 
and academic growth. 

Facilitators 

• State level expectations that 
teachers will assess the 
whole child. 

• Professional training and 
support to implement and 
maintain a diverse 
assessment regime to 
enhance student success. 

Barriers 

• A new and more diverse 
approach to student 
assessment requires time to 
put in place the supports 
teachers need to implement 
new assessment strategies. 

Curry et al. (2016). 
Getting assessment 
right at the 
classroom level. 
 
 
 
 

Research to gain a better 
understanding of 
district-wide, teacher-
centred approaches to 
assessment data use. 
 
 
 

• Qualitative case study 
design in a suburban 
public school district in 
the Midwest. 

• Purposive sampling and 
self-determination theory. 
Participants were 
elementary school 
classrooms and grades 2-4 
teachers, building leaders, 
and curriculum specialists. 

• Formative data: e.g., 
daily observations, 
anecdotal notes and 
records resulting from 
daily practice 

• Assess students while 
lessons are ongoing and 
adjust lessons as 
needed. 

• Engage students in goal 
setting/revision and 
developing new 
strategies for effective 
learning. 

• District leaders built 
common schedules to 
help teachers meet and 
discuss. 

• Plan monthly meetings 
(2hrs) for teachers to 
discuss students’ 
progress collected in 
the previous month. 

• Administrators charged 
teachers to create their 

Facilitators 

• When teachers collaborate, 
have autonomy and 
competence to create 
assessments and use data 
generated from them, it 
facilitates data-informed 
leadership. 

• District-level structural and 
normative support. 
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• Conducted interviews, 
observations, document 
analysis, and made field 
notes. 

• Build relationships with 
other teachers and 
share skills/knowledge. 

• Share students’ data 
and learning outcomes 
with parents and invite 
their support. 

• Mentorship in data use 
practice among 
teachers. 

own assessments and 
held them accountable 
to do so.  

• Promoted collaborative 
assessment data use 
practices.  

• Curriculum/reading 
nights event for 
teachers and parents to 
deliberate on 
assessment data. 

• Presence of a standard frame 
of assessment. 

 

Custer et al. (2018). 
Toward data-driven 
education systems: 
Insights into using 
information to 
measure results 
and manage 
change.  

• To examine the use 
of data by education 
policymakers in 
decision-making. 

• To take stock of what 
information decision-
makers use to 
measure results and 
manage change. 

 

• Literature review. 

• Surveys (Listening to 
Leaders Survey, Education 
Snap Poll). 

• Survey participants 
included senior and mid-
level government officials, 
in-country staff of 
development partner 
organizations, and 
domestic civil society 
leaders. 

• Listening to Leaders (LtL) 
Survey captured the views 
of nearly 3,500 
participants in 126 low- 
and middle-income 
countries from 22 policy 
domains, including 
education. 

• Education Snap Poll: 
Approximately 180 leaders 
from 78 countries 
responded to the 2017 
Education Snap Poll. 

• Disaggregated data. 

• Performance indicators 
and targets. 

• Education Management 
Information System 
(EMIS). 

• Learning assessments 
(PISA). 

• To fuel progress toward 
improved student 
learning. 

• Organization of 
instruction. 

 

• To allocate resources 
(target resources 
efficiently to areas of 
greatest need or 
highest return). 

• Plan programs and 
evaluate results 
(formulate school 
action plans). 

• Close programs that do 
not work. 

• Increased equity. 

• Personnel 
management. 

• Stronger accountability 
relationships. 

 

Facilitators 

• Intrapersonal (e.g., prior 
understandings about data 
use and content knowledge, 
personal values, 
experiences, and 
expectations). 

• Interpersonal (e.g., trust). 
Structure 

• Organizational and 
environmental factors (e.g., 
strong district and school 
leadership, ongoing 
professional development 
and allocating dedicated 
time for data analysis/use).  

de Winter, J. 
(2023). Can 
ChatGPT pass high 
school exams on 

In this study, we 
employed ChatGPT 
versions 3.5 and 4 to 
analyze their perfor-

• ChatGPT achieved a mean 
grade of 7.3 on the Dutch 
scale of 1 to 10—
comparable to the mean 

• The present findings 
highlight significant 
opportunities but also 
raise concerns about 

• Although students are 
prohibited from using 
computers during 
conventional in-person 

• Examination of the 
appropriate use of 
ChatGPT in classroom 
learning and 
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English Language 
comprehension?    

mance on Dutch 
national exams, focusing 
on English reading 
comprehension. 

grade of all students who 
took the exam in the 
Netherlands, 6.99 

• The same exams were 
submitted to GPT-4, it 
achieved a score of 8.3. 

the impact of ChatGPT 
and similar large 
language models on 
educational 
assessment. 

examinations, our 
findings suggest that 
ChatGPT could 
compromise the 
integrity of computer-
based exams, which 
have gained popularity 
in the wake of the 
COVID-19 pandemic. 

assessment is an 
appropriate analysis of 
the power of this large 
language module. 

Datnow, A. (2011). 
Collaboration and 
contrived 
collegiality: 
Revisiting 
Hargreaves in the 
age of 
accountability. 

The article brings 
Hargreaves’ ideas about 
teacher collaboration to 
bear in an investigation 
of the current 
educational reform 
movement: data-driven 
decision making. 

• Description of how two 
school systems integrated 
teacher collaboration as 
an important feature of 
their movements towards 
using data. 

 

• Various summative 
assessments can be used 
as sources for discussions 
in collaborative teacher 
groupings. 

Teacher collaboration to 
analyse assessment 
results can be a powerful 
tool should teachers have 
the skills and time to 
make use of these 
collaborative 
opportunities. 

Leaders need to provide 
teachers with the data 
interpretation skills, and 
necessary time, to work 
with other teachers to 
analyse assessments and 
plan next steps. 

 

Datnow, A., & 
Hubbard, L. (2016). 
Teacher capacity 
for and beliefs 
about data-driven 
decision making: A 
literature review of 
international 
research. 

The purpose of this 
article is to examine 
teachers' capacity for 
and beliefs about data 
use. 

These issues are examined 
through a review of research 
in the past decade. 

• Teachers' beliefs about 
and capacity for data use 
are often not connected 
within the literature or in 
practice, but we argue 
they are the heart of the 
connection between data 
and instructional change. 

• Teachers' capacity to use 
data and their beliefs 
about data use are 
shaped within their 
professional 
communities, in training 
sessions, and in their 
interactions with 
coaches, consultants, 
and principals. 

• For teachers to be more 
successful with data 
use, capacity building 
should directly address 
teachers' beliefs, and 
data use must be 
decoupled from 
external accountability 
demands and involve a 
variety of information 
on student learning. 

• Educational leaders will 
need to address the real 
or perceived lack of 
capacity that teachers 
often feel when using 
achievement data to 
inform instructions. 

Facilitators 

• Teacher training to help 
build capacity for the use of 
achievement data in the 
classroom. 

Barriers 

• Lack of teacher confidence 
in the sue of achievement 
data in the classroom. 

• The belief amongst teachers 
that achievement data only 
serves accountability 
purposes. 

Datnow, A., & 
Parks, V. (2014). 
Data-driven 
leadership. 

This book is a guide to 
meeting the challenges 
of high-stakes 
accountability, building 
performance-based 

 • Readers will be able to 
transform data overload 
into a data-positive 
school culture.  

 • Leaders will learn how 
to support inquiry, build 
trust in data-based 
initiatives, establish 
goals for evidence use, 
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schools, and improving 
student outcomes. 

• The book outlines the 
difference between 
"data-driven leadership" 
and "data-informed 
leadership," and how to 
use distributed 
leadership to inspire 
collaboration and guided 
analysis. 

and provide educators 
with the skills they need 
to mobilize data for the 
good of all 
stakeholders. 

Davin, K., Rempert, 
T., & Kammerand, 
A. (2014). 
Converting data 
to knowledge: One 
district’s 
experience using 
large-scale 
proficiency 
assessment. 

The study reports data 
from a large-scale 
foreign language 
proficiency assessment 
to explore trends across 
a large urban school 
district. 

These data were used in 
conjunction with data from 
teacher and student 
questionnaires to make 
recommendations for 
foreign language programs 
across the district. 

 The evaluation process 
resulted in 
recommendations related 
to a need for consistency 
in curriculum and 
assessment, program 
articulation, and 
responsive placement 
strategies, as well as the 
need for greater emphasis 
in interpretive and 
interpersonal 
communication. 

It is not enough to simply 
administer a foreign 
language proficiency 
assessment; district 
leadership must ensure 
that a team is in place to 
oversee the collection, 
organization, and analyses 
of the data. 

Facilitators 

• Teacher training is required 
to properly implement 
foreign language 
assessment. 

Barriers 

• Without practice and time 
to learn new skills, it will be 
difficult to properly analyse 
assessments and implement 
classroom interventions. 

Dunn, K., Airola, D., 
Lo, W., & Garrison, 
M. (2013). What 
teachers think 
about what they 
can do with data: 
Development and 
validation of the 
data driven 
decision-making 
efficacy and 
anxiety inventory. 

The aim of this work was 
to introduce two 
variables, DDDM 
efficacy and DDDM 
anxiety, and a measure 
of these constructs. 
 

The 1728 participants in this 
study were K-12 teachers 
who had experienced 
varying levels of DDDM 
professional development in 
a Pacific Northwestern state.  

Research has shown 
significant increases in 
mathematics achievement 
and notable increases in 
reading achievement after 
a year of data-driven 
assessment reforms in 
some schools. 

There are sufficient 
improvements in student 
achievement after 
implementing data-driven 
assessment practices that 
district and school leaders 
should advance and 
support the use of DDDM 
in schools. 

Teachers utilizing DDDM 
in their classrooms 
require initial professional 
development before they 
can effectively use data in 
an efficacious manner. 
Educational leaders need 
to provide the learning 
opportunities that 
teachers will need to 
make the best use of 
DDDM. 

Facilitators 

• As with any change to a 
school’s assessment 
regimes, teachers will need 
opportunities to engage in 
professional learning to 
support utilizing new 
protocols. 

Barriers 

• Any new assessment 
protocols challenge some 
teacher’s professional belief 
system and these teachers 
will require support to 
implement DDDM in an 
effective manner. 

Evans (2020). 
Measuring student 

• The purpose of this 
literature review is 

• A literature review was 
undertaken to explore 

• Qualitative analysis of 
the literature and 

• Effective instructional 
approaches include 

• Critical thinking is a field 
where further research 

Facilitators 
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success skills: A 
review of the 
literature on 
critical thinking 

to explore the 
conceptualizations, 
definitions, and 
understandings in 
the research 
literature related to 
critical thinking. 

the conceptualizations, 
definitions, and 
understandings in the 
research literature 
related to critical 
thinking. 

reports focusing on 
critical thinking. 

explicit teaching of 
subject matter content 
within a course that 
also teaches critical 
thinking skills. 

• Instructional strategies 
that promote critical 
thinking include 
providing: 

• Opportunities for 
students to solve 
problems with multiple 
solutions, 

• Structure that allows 
students to respond to 
open-ended questions 
and formulate solutions 
to problems, and a 
variety of learning 
activities that allow 
students to choose and 
engage in solving 
authentic problems. 

is needed to determine 
if this is a general skill 
students should learn or 
is it subject specific. 

• Provincial leaders in Ontario 
are beginning to recognize 
the large-scale assessments 
are accountability tools not 
student diagnostic tools. 

Barriers 

• Inappropriate uses of EQAO 
and other large-scale 
assessments for student 
diagnostic purposes is an 
inappropriate use for large-
scale testing. 

 

Ezzani (2015). 
Coherent district 
reform: A case 
study of two 
California school  
Districts. 
 
 

• To understand how 
districts implement 
assessment data-
driven decision 
making to enhance 
student 
achievement. 

• Qualitative case study 
design.  

• Data were obtained from 
two California K-12 urban 
school districts. 

• Purposive sampling was 
used. An elementary, 
middle, and high school 
were selected in each of 
the districts. 

• Semi-structured 
interviews, observations, 
and artifact analysis were 
used to gather data.  

• District superintendents, 
school principals, and 
teachers were involved. 

Varied data forms:  

• Classroom data 
(attendance, personal 
and social skills, etc.) 

• Assessment data. 

• Summative grade-level 
data 

• District benchmark tests 
results. 

 
 

• Teams of teachers 
empowered to lead 
the improvement 
process at their 
schools through 
ongoing collaboration, 
learning, and 
engagement in DDDM 
(p. 8). 

• Collaboration – 
Principals, teachers, 
and students included 
in assessment and 
data leadership roles. 

• New maths curriculum 
training which 
emphasized lesson 

• District and school 
leaders created events 
to develop assessment 
and data-use 
relationships with 
teachers. 

• Promoted capacity 
building of school 
leaders in assessment, 
data use, analysis, and 
facilitation to guide 
teachers in effective 
practices. 

• Year-long training 
workshops for 
leadership skills 
acquisition among 

• Collaboration between 
district-level leaders, school 
leaders, and teachers 
enhance APs. 

• Coordination and 
monitoring to support AP 
practices - what gets 
monitored, gets done (p. 9). 

• Professional learning - 
formal district and school 
training; use of outside 
consultants; workshops 
outside of the district; peer 
mentoring; and coaching. 

• Leadership structure, 
professional development 
training, resource 
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• Knapp et al.’s (2006) data-
informed leadership 
framework guided data 
analysis. 

design, pacing, and 
planning (instruction 
and assessment 
embedded). 

• Teachers meet 
regularly to discuss 
and share ideas and 
best practices on how 
to engage with broad 
range of student data 
and include students 
in meta-cognitive 
strategies. 

school-based 
administrators. 

• Enhanced school-
community relationship 
and support through 
media communication 
(monthly videos, 
monthly principal 
professional 
development sessions).  

mobilization, and 
systematic coordination are 
key to improved APs. 

• Schools and district leaders 
must invest resources to 
develop an integrated data 
system, develop web-based 
guidelines for best 
practices, and invest in 
human capacity to create 
assessments and use data 
from them and other 
assessment. 

Farrell (2015). 
Designing school 
systems to 
encourage data use 
and instructional 
improvement: A 
comparison of 
school districts and 
charter 
management 
organizations. 
 
 

• To understand what 
organizational factors 
shape data-use efforts 

• To understand how 
these factors enable or 
constrain educators’ 
use of data for 
instructional 
improvement. 

 
 
 
 

• Exploratory research. 

• Qualitative comparative 
case study. 

• Data was collected from 6 
secondary schools in 2 
districts and 2 Charter 
Management 
Organizations (CMOs) 
during the 2010-2011 
school year. 

• semi-structured 
interviews, focus groups, 
document analysis, and 
observations. 

• Over 70 interviews were 
conducted with teachers 
and school and system 
leaders. 

 

Educators used multiple 
sources of data for 
instructional improvement:  

• High-stakes, state 
assessment data. 

• Classroom data (student 
essays, readers’/writers’ 
notebooks, and 
documented 
conversations with 
students). 

• College-ready indicators 
such as PSATs, SATs, and 
ACTs. 

 

• To measure student 
achievement. 

• To focus instruction on 
“power standards” (p. 
450). 

• To provide immediate 
feedback concerning 
students’ 
understanding of a 
concept. 

• To allow an instructor 
to adjust teaching and 
reteach when 
necessary. 

• For college preparation 
“CMO” teachers 
reported using data 
from the PSATs and 
SATs, along with 
knowledge of students’ 
reading levels, to weave 
appropriate high-
frequency SAT 
vocabulary into their 
lessons (p. 450). 

 
 

• For student placement: 
administrators in 
district used state 
assessment results for 
classroom assignment 
and student scheduling, 
placing students who 
scored far below basic 
or below basic in double 
periods of resource 
classes, whereas 
students who scored 
proficient or advanced 
were placed in Honors 
classes” (p. 451). 

• For expansion one 
leader felt the current 
charter landscape was 
“crowded,” and their 
authorizer, the local 
school district, may be 
less likely to grant 
charters to new schools 
in the future. High 
scores on the state 
assessment would 
provide evidence to 

Barriers 

• Schools and teachers having 
trouble translating the state 
test or assessment data into 
actionable activities. 
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“prove the success” of 
the model and support 
the case for future 
replication” (p. 452). 

• Marketing and 
Community 
Accountability. “Data 
displays of college-
ready metrics 
established the CMOs’ 
“reputations” and were 
included in recruitment 
materials, the 
organizational websites, 
and as part of the 
parent/student 
handbooks” (p. 453). 

Flournoy, E. L., & 
Bauman, L. C. 
(2021). 
Collaborative 
assessment: Using 
self-assessment 
and reflection for 
student learning 
and program 
development. 

A paper outlining a 
collaborative program-
assessment process 
which provides an 
opportunity to reflect on 
larger assessment 
conversations, collect 
assessment data, and 
encourage student 
learning. 

Program assessment 
process: 

• Program-level student 
learning outcomes are 
crafted to be accessible 
and useful to students. 

• Students are given all the 
student learning 
outcomes at the beginning 
of a course. 

• External representatives 
survey students at the end 
of the course so that 
students can reflex on 
their achievements. 

Formative and summative 
data collection where 
students self-assess on 
their learning outcomes 
and the self-assessment 
process, they were involved 
in. 

Self-assessment 
opportunities are built in 
a course. 

  

Frey et al. (2012). 
Defining authentic 
classroom 
assessment. 

• This study presents a 
conceptual analysis of 
authentic assessment 
as it is used in 
educational research 
and training to 
describe an approach 

• For this study, a review of 
the literature was 
conducted to develop a 
comprehensive list of 
critical components that 
various authors and 
researchers believe 
determine the authentic 

• Nine distinct 
components or 
dimensions of 
authenticity were 
identified. 

• Definition of authentic 
assessment as an 
assessment that poses 
an intellectually 
interesting and 
personally meaningful 
problem or task. 

As there is merit to 
engaging students in 
authentic assessments, 
district and school 
leadership should 
facilitate teacher 
education through either 
professional development 

Facilitators 

• Many educators utilize 
Formative assessment in an 
efficient and consistent 
manner and are thus able to 
support teachers new to the 
methodology. 

Barriers 
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to classroom 
assessment. 

nature of any classroom 
assessment. 

• Authentic assessment is 
supposed to engage the 
student; it works when 
the student has found it 
to be rewarding for its 
own sake. 

opportunities or 
collaborative work lead by 
teachers who are 
effectively using authentic 
assessments in their 
classrooms. 

• Educators who have not 
embraced formative 
assessment may require 
additional support to 
understand their reluctance 
to embrace the assessment 
protocols.  

Flournoy, E. L., & 
Bauman, L. C. 
(2021). 
Collaborative 
assessment: Using 
self-assessment 
and reflection for 
student learning 
and program 
development. 

• An assessment process 
is presented that 
improves student 
learning by asking 
students to reflect on 
their achievement of 
learning outcomes and 
by providing 
assessment 
practitioners with 
authentic, 
contextualized data on 
which to make claims 
about curricula. 

This article presents a 
process that provides an 
opportunity to reflect on the 
larger assessment 
conversations, collect 
assessment data, and 
encourage student learning 
where students are an 
integral part of the process. 

Examination of assessment 
literature. 

Develop within students 
the ability to self-assess, 
gather evidence of 
progress, and Reflect on 
their learning journey. 

Leaders must be prepared 
to offer support for 
teachers who wish to use 
collaborative assessment 
techniques between 
teachers and staff and 
accept these types of 
assessment as a valid way 
of gathering student 
achievement data. 

Facilitators 

• Supporting teachers in the 
use of large-scale 
assessment results in their 
classrooms. 

Barriers 

• Teachers, quite rightly, see 
large-scale assessments as 
accountability measures and 
an assault on educator 
autonomy. 

Frey, B. B., Schmitt, 
V. L., & Allen, J. P. 
(2012). Defining 
authentic 
classroom 
assessment. 

This study presents a 
conceptual analysis of 
authentic assessment as 
it is used in educational 
research and training to 
describe an approach to 
classroom assessment. 

Following a literature review, 
nine distinct components or 
dimensions of authenticity 
are identified and can be 
summarized as assessments 
are only authentic if they 
have meaning or value 
beyond the score or grade 
that participation might 
produce. Further, 
assessment tasks that are 
interesting, require complex 
thought, and require high 
levels of student 
participation are authentic. 

Authentic assessment 
definition could be grouped 
into three broad categories: 

• The context of the 
assessment. 

• The role of the 
student. 

• variety of scoring 
methods. 

   

For every child, 
multiple measures: 
What parents and 
educators want 

This position paper 
explores the assessment 
needs of various 
stakeholders who 

Position paper. Educational stakeholders 
want multiple measures 

Data based educational 
practices come out of 
assessments to provide 
ongoing formative 

State and District Leaders 
should:  

• Share decision-making 
authority and 

Facilitators 

• Providing teachers with the 
skills and time to create 
and utilize a range of 
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from K-12 
assessments. 
(2012) Northwest 
Evaluation 
Association 
Assessment 
Perceptions Study 

want different kinds of 
assessments 
throughout the school 
year to balance 
assessments at the end 
of the school year. They 
want both assessments 
for learning and 
assessments of learning 

of student performance 
that are both formative 
and summative in nature. 

assessment during the 
school year that allow for 
course corrections as 
needed. Only then can 
summative assessment be 
seen as being useful to 
students, teachers, and 
parents. 

responsibility for 
teaching and learning 
with teachers, 
principals, and school 
leaders. 

• Select assessments that 
provide useful and 
timely information. 

• Establish professional 
learning communities 
and provide training 
and time for educators 
to understand different 
assessments and make 
effective use of 
assessment data. 

• Dare to compare 
student data locally and 
nationally. 

formative and summative 
assessments. 

• Communication amongst 
students, teachers, and 
parents in essential. 

Barriers 

• Relying almost entirely on 
large-scale summative 
assessments derails the 
importance of formative 
assessment. 

Gbollie & Gong 
(2018). Enhancing 
pre-k-12 student 
learning outcomes: 
The need for 
synergies of policy-
makers, school 
administrators, and 
parents. 

This paper examines and 
discusses synergic 
alignment of education 
stakeholder roles 
towards the primary 
goal of better learning 
outcomes for students 
from pre-primary 
through high school, 
focusing on the need for 
combined efforts. 

Position paper based on 
educational literature, 
argues for the importance of 
developing “synergy” in 
classroom instruction. 

Formative analysis of 
educational literature 
devoted to developing 
collaborative atmospheres 
in schools. 

• Building strong 
synergy among 
policy-makers, school 
administrators, 
teachers and parents 
in the execution of 
their roles is 
important to improve 
student learning 
outcomes. 

• Future efforts at 
strengthening 
synergy among 
education 
stakeholders should 
focus on constructing 
model to harness 
potential areas of 
collaboration. 

• District leaders 
create the conditions 
to allow 
collaboration 
between educational 
stakeholders during 
and after school, 
based on the needs 
and schedule of 
those involved. 

Facilitators 

• Educational leaders will 
need to encourage 
Maslow’s Hierarchy of 
needs as a valid tool to 
assess and support 
students in the classroom. 

Barriers 

• This use of this hierarchy 
will require teacher 
support to implement 
widely and effectively.   

Gleason, P., Crissey, 
S., Chojnacki, G., 

This study examined a 
data-driven instruction 

The DDI intervention 
included two key supports, a 

Formative and summative 
utilization of student 

• Teacher 
collaboration with 

Educational leaders who 
choose to lead the 

Facilitators 
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Zukiewicz, M., Silva, 
T., Costelloe, S., 
& O’Reilly, F. 
(2019). Evaluation 
of support for using 
student data to 
inform teachers’ 
instruction (NCEE 
2019-4008). 

(DDI) intervention that 
provided substantial 
training and support to 
school leaders and 
teachers to help 
teachers use data 
effectively. 
 
The study examined the 
following questions:  

• How did support for 
data-driven 
instruction affect 
teachers’ use of data 
and instructional 
strategies? 

• How did support for 
data-driven 
instruction affect 
students’ 
achievement?  

 

half-time data coach for 
each school and consultants 
from an external DDI 
provider. Schools were 
divided into “treatment” and 
“control” groups. 

achievement data with 
data related teacher 
collaborative activities in 
common preparation 
times. 
These activities did not 
seem to be significantly 
higher in treatment school 
compared to control 
schools. 

one another and 
with data coaches 
increased somewhat. 

• Student achievement 
in treatment school 
utilizing DDI did not 
increase significantly. 

implementation of DDI in 
a school or district face an 
implementation 
conundrum whereby 
significant increases in 
teacher supports showed 
only a slight increase in 
DDI use and little to no 
improvement in student 
outcomes. 

• Teachers will require 
significant supports to 
effectively utilize DDI in the 
classroom. 

• Students must also be well 
grounded in DDI if they are 
to benefit from its 
implementation in the 
classroom. 

Barriers 

• As with many new 
instructional initiatives, 
without significant teacher 
and student support, the 
efficacy of DDI will be 
limited. 

Guthrie, J., & 
Springer, M. (2004). 
A ‘Nation at Risk’ 
revisited: Did 
‘wrong’ reasoning 
result in ‘right’ 
results? At what 
cost? 

The question this 
position paper is 
concerned with is: "can 
a report (A Nation at 
Risk, 1983) that is a 
wrong result contribute 
to new policy conditions 
that are right?" 

As this is a position paper, 
there is no methodology. 

Examination of the “No 
Child Left Behind” 
legislation as an outgrown 
of the 1983 A “Nation at 
Risk” document. 

The NCLB act is a legacy of 
the Education 
Department’s NAR report. 
It has resulted in a 
powerful accountability 
model for America’ public 
schools, but it is 
revolutionary 
in terms of the federal 
government’s 
involvement in education. 

Educational leaders must 
walk the line between 
Federal accountability 
expectations and those of 
local educational 
expectations. 

 

Hall (2011). 
Affective 
assessment: The 
missing piece of the 
educational reform 
puzzle. 

The article highlights the 
significance and 
necessity of affective 
assessment and the 
ways in which data 
obtained through such 
assessments may be 

A discussion of the value of 
affective student assessment 
as an important aspect to 
understand the holistic 
learning of a student. 

Several assessment tools 
are available to conduct 
affective assessments, 
including Likert, rating, and 
semantic differential scales, 
as well as self-reporting 
inventories, self-esteem 

• Student data should 
be gathered 
anonymously and 
used to develop an 
understanding of the 
entire group rather 

• School leaders may 
wish to encourage 
teachers collect 
affective assessment 
data to classroom 
learning. 

Facilitators 

• Effective school leadership is 
one of the most important 
school-based drivers of 
student achievement.  
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used to better assist 
students on their 
learning journeys. 

inventories, Q-Sort 
instruments, 
questionnaires, and 
adjective checklists are all 
acceptable tools for 
collecting affective 
assessment data.  

than individual 
students. 

• Group-focused 
inferences are 
entirely appropriate 
and most feasible for 
making instructional 
decisions for an 
entire class. 

• Effective teachers are the 
most important drivers of 
student achievement. 

• Successful schools cultivate 
an environment of high 
expectations.  

• Safe, orderly school 
environments that are free 
of bullying and disciplinary 
problems promote higher 
student achievement. 

Barriers 

• School reforms that are 
poorly implemented or 
insufficiently grounded in 
rigorous research or lack 
effective leadership. 

 

Hargreaves (2020). 
Large-scale 
assessments and 
their effects: The 
case of mid-stakes 
tests in Ontario. 

This paper analyzes the 
nature and perceived 
effects of mid-stakes 
testing (known as the 
EQAO) in Ontario, 
Canada. 

The author’s work includes 
long-term research in 
Ontario across two different 
ages of educational change. 

Mid-stakes assessments are 
seen as an accountability 
tool that provide little in 
the way of useful student 
assessment for classroom 
use. 

Promoting well-being 
while continuing to 
perpetuate ill-being 
through large-scale, 
standardized assessment 
practices, runs contrary to 
the goals of achieving 
systemic coherence, and 
corrodes the sense of 
moral purpose that high 
performing systems 
proclaim and promote. 

Provincial and district 
leaders need to see mid-
stake testing or what it is 
– an accountability 
exercise more often than 
a useful classroom tool. 

Facilitators 

• As with all school change, 
effort and resources need to 
be initiated to help teachers 
make instructional changes. 

Barriers 

• Teachers’ personal beliefs 
greatly affect their 
motivation to engage in 
instructional change and 
these beliefs are often not 
address in teacher 
inservices. 

Harrison et al 
(2017). Changing 
the culture of 
assessment: The 
dominance of the 
summative 
assessment 
paradigm. 

Practical 
implementation of AFL 
approaches is often 
problematic. The study 
examines how personal 
and collective beliefs 
influence proposals to 
redesign a summative 
assessment culture. 

• A focus group of medical 
students, clinical teachers 
and senior faculty 
members worked to 
develop methods to 
radically solutions to 
improve post-assessment 
feedback. 

Data collected through 
focus group activity and 
follow up interviews. 

Fous group results 
showed a strong 
preference for the 
summative assessment 
paradigm but were unable 
develop new methods to 
improve post-assessment 
feedback. 

Leading any change in AFL 
practices in schools will 
require dealing with 
personal biases and prior 
personal experiences 
before successful changes 
can be undertaken. 

Facilitators 

• Collaboration amongst 
various levels of education 
as well as the wider 
community will assist 
teachers in the effective 
instruction of indigenous 
content in all aspects of the 
curricula. 
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• Follow up interviews were 
conducted with focus 
group members to explore 
their personal beliefs 
about the proposed 
methods developed by the 
focus group. 

Barriers 

• This is an ongoing learning 
journey for all teachers and 
required formal and 
informal supports. 

Henry, S. S. (2011). 
Principals' use of 
assessment data to 
drive student 
academic achievem
ent (Publication No. 
3489142) [Doctoral 
dissertation, 
California State 
University]. 

The purpose of this 
mixed-methods study 
was to examine how 
secondary principals in 
Orange Count, CA use 
summative and 
formative assessment 
data to improve 
academic achievement. 

The research examined the 
level of preparation of high 
school principals to use 
assessment data, the value 
they placed on both 
summative and formative 
assessment data, the ways 
the principals use 
assessment data to improve 
achievement, and the 
supports and barriers to 
effective data use by school 
principals. 

Mixed methods review of 
survey data. 

Research yielded the 
following findings: 

• High school principals 
felt prepared to use 
both summative and 
formative assessment 
data to improve 
academic achievement. 

• Principals value 
formative assessments 
over summative 
assessments in areas of 
curriculum and 
instruction as an 
indicator of student 
learning and to gauge 
overall school success.  

• Principals indicated that 
they use summative 
more than formative 
data. 

• Principals rely on their 
own knowledge as the 
biggest support to data. 

Secondary principals 
possess the skills and 
inclination to use 
formative and summative 
assessments to inform 
school level strengths and 
areas needing 
improvement.  

 

Harrison C. J., 
Könings K. D., 
Schuwirth L. W. T., 
Wass V., & van der 
Vleuten C. P. M. 
(2017) Changing 
the culture of 
assessment: the 
dominance of the 

Organisational culture 
change is often hindered 
by personal and 
collective beliefs which 
encourage adherence to 
the existing 
organisational paradigm. 
This paper aims to 
explore how these 

• Using the principles of 
participatory design, a 
mixed group 
comprising medical 
students, clinical 
teachers and senior 
faculty members was 
challenged to develop 
radical solutions to 

Assessment of group 
dynamics and assessment 
culture beliefs through 
observations and 
interviews. 

While best assessment 
practices can be 
identified, group beliefs 
and past practices need to 
be identified and 
addressed before new 
assessment practices can 
be successfully 
introduced. 

For educational leaders to 
successfully implement a 
change in assessment 
culture, firmly held 
intuitive beliefs about 
summative assessment 
will need to be clearly 
understood as a first step. 

Facilitators 

• Educational leaders who can 
engage teachers is a 
discussion of their existing 
belief systems will be able to 
identify personal barriers to 
making changes to school 
assessment systems. 

Barriers 
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summative 
assessment 
paradigm. 

beliefs influence 
proposals to redesign a 
summative assessment 
culture. 

improve the use of 
post-assessment 
feedback. Follow-up 
interviews were 
conducted with 
individual members of 
the group. 

• Proposed changes were 
dominated by a shared 
belief in the primacy of 
the summative 
assessment paradigm, 
which prevented radical 
redesign solutions from 
being accepted by 
group members. 

• Attempting education 
changes without engaging in 
the affective domain of 
teacher beliefs will make 
those changes difficult to 
implement. 

Houston & Henig 
(2023). The ‘good’ 
schools: Academic 
performance data, 
school choice, and 
segregation. 

The paper examines the 
effects of sharing 
school-level academic 
performance data—
achievement status, 
achievement growth, or 
both—on parents’ 
school choices and their 
implications for racial, 
ethnic, and economic 
segregation. 

• Quantitative analysis of 
factors affecting 
parents’ school choice. 

• Nationally 
representative sample 
of 2,800 
parents/caretakers of 
children ages 0–12 for 
an online survey. The 
survey took place 
March 16–31, 2021. 

• Parents were randomly 
assigned to one of four 
groups before being 
asked to decide which 
type of school they 
would choose for their 
children: 

• Control group: 
Participants receive 
neither status nor 
growth data when 
choosing schools. 

Quantitative data collected 
through the analysis of 
parent interviews and the 
school’s choices they would 
make. 

• Analysis of parent 
choices indicates that 
giving parents 
information about 
school-level status 
guides them toward 
higher status schools. 

• Giving parents 
information about 
school-level growth 
motivates parents to 
select more effective 
school regardless of 
their status. 

District and school 
leadership may find it 
advantageous to increase 
capacity to convert 
student-level assessment 
data into meaningful 
measures of learning 
growth. This will assist 
parents to make school 
choice decisions on 
factors other than where 
the most prestigious ones 
are. 

Facilitators 

• Providing teaches with the 
supports to incorporate 
student self-assessment into 
their classroom routine may 
have positive academic 
performance results. 

Barriers 

• Teaches need to see the 
benefits of including this 
type of instruction in their 
already busy classroom 
routines. 
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• Status group: 
Participants receive 
status data when 
choosing schools. 

• Growth group: 
Participants receive 
growth data when 
choosing schools. 

Both groups: Participants 
receive both status and 
growth data when choosing 
schools. 

Izci (2016). Internal 
and external 
factors affecting 
teacher’ adoption 
of formative 
assessment to 
support learning. 

• The study reviews 
literature about 
formative 
assessment and 
proposes a 
tentative model 
that illustrates the 
factors impacting 
teachers' adoption 
of formative 
assessment in their 
teaching. 

• The study aims to 
review the educational 
research literature to 
demonstrate possible 
factors that affect 
teachers’ adoption of 
FA into their practice 
and classify these 
factors using a 
framework similar to 
the teachers’ change 
environment. 

• Four components of 
the change 
environment that 
facilitates adoption of 
FA in classroom were 
examined, consisting 
of personal, 
contextual, resource-
related and external 
factors that influence 
teachers' practices of 
formative assessment. 

• Internal and external 
factors affect 
teachers’ adoption of 
formative 
assessment including 
existing school 
policies, school 
support, parents’ 
expectations, 
students’ ability to 
work within a fs 
environment to 
name but a few. 

• Educational leaders 
must attend to all 
factors of the change 
environment to help 
teacher effectively 
implement formative 
assessment in the 
classroom. 

Facilitators 

• Engaging in planned action 
steps will help to ensure 
teacher and student success. 

Barriers 

• Sufficient time and training 
needs to be set aside to 
ensure changes to school-
level assessment meets with 
success. 

Jimerson, J., & 
Wayman, J. (2015). 
Professional 
learning for using 
data: Examining 
teacher needs and 
supports. 

This study aimed at 
examining teacher 
needs specific to data-
related professional 
learning 

The qualitative study draws 
on document analysis as 
well as interview and focus 
group data collected from 
n=110 participants 
(teachers, school leaders, 
and district support staff) in 
three school districts in 
central Texas. 

Flexible coding rooted in 
the conceptual framework 
of the research was 
employed to examine data 
for themes common across 
district settings and across 
school levels. Code counts 
were used to further 
examine areas of 
professional learning focus. 

Educators articulated 
professional learning 
needs related to data use 
in six main areas:  

• Asking appropriate 
questions of data (to 
guide analysis and use). 

• Accessing and 
operating district data 
systems. 

• Data 
literacy/interpretation 

• Fitting data use with 
day-do-day practice. 

Educational leaders can 
assist with the following 
recommendations: 

• Purposefully embed 
professional learning 
for data use in ongoing 
organizational routines. 

• Mitigate the district 
level silos that separate 
training-on-computer-
systems from 
professional learning 
focused on turning data 
into action at the 
classroom level. 

Facilitators 

• Like so many educational 
reforms, teacher support for 
professional learning will 
assist in the successful 
transition to new ways of 
knowing. 

Barriers 

• Lack of teacher education 
will lead to the unsuccessful 
implementation of new 
assessment strategies. 
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• Sharing information via 
collaboration. 

• Knowledge codification. 

• Seek balance in 
supporting the 
constellation of 
knowledge and skills 
that contribute to data 
use capacity. 

James-Johnson 
(2019). Exploring 
teachers’ intention 
to use data to 
inform instruction. 

To identify, analyze, and 
address issues 
concerning math 
teachers’ beliefs 
regarding and intentions 
to use data to inform 
instructional practices. 

• Mixed methods action 
research case study 
approach.  

• Data collected using 
interviews, 
observations, and a 
survey among 8 
teachers. 

• Data was analyzed and 
interpreted using 
Theory of Plan 
Behaviour. 

• Student assessment or 
achievement data. 

• To improve content 
delivery. 

• To enhance creative 
instructional 
processes. 

• To promote 
collaborative 
instructional support. 

• To help teachers 
innovate new 
instructional models. 

• To plan for and 
improve instructional 
practices 

 
Note: Reviewing data with 
school administrators was 
less helpful for teachers 
compared to working with 
their peers. 
 

Barriers: 

• Time. 

• Location of data wall. 

• Accessibility. 

• Training. 
Facilitators: 

• Collaboration and 
teamwork. 

• Leadership support. 

Jones, Ashley. 
(2017). In pursuit of 
equality: a 
framework for 
equity strategies in 
competency-based 
education. 

This draft paper seeks to 
unpack the concept of 
equity and review key 
equity strategies that 
have been developed to 
serve historically 
underserved students. 

Three important concepts 
are introduced: 

• A definition of 
educational equity to 
guide the field’s 
conversations. 

• A set of equity 
strategies that every 
district and school 
should fully integrate 
into instructional 
capacity. 

• A framework that 
includes a set of guiding 
principles for ensuring 
that competency-based 
education is fully 
designed to support 
equity strategies and 
ensure all students are 

Formative data points to 
help 100% of students 
achieve to their potential. 
The data points help 
teachers understand how 
to support all students on 
their learning journey. 

All students must be 
motivated so they can 
learn. Assessments should 
be equitable and allow all 
students to move forward 
to their learning goals. 

Leadership is the ability to 
create and sustain 
conditions for 
operationalizing a school’s 
core values and goals 
including: 

• Demonstrate 
respect, build trust, 
and empower others. 

• New hires should be 
able to address 
inequity, and show 
knowledge of equity 
strategies, and of 
improving equality 
within systems. 

• Demonstrate a 
personal 
accountability for 
overcoming bias. 

Facilitators 

• As with all major cultural 
changes in schools, 
teachers who receive 
support and feedback 
about their assessment 
practices will succeed the 
most. 

Barriers 

• Without a school 
commitment to the 
implementation of 
equitable, formative 
assessment, there will be 
no consistent application 
of these principles.  
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growing and 
progressing.  

Kamenetz, A. 
(2018). What ‘A 
Nation at Risk’ got 
wrong, and right, 
about U.S. schools. 

A position paper 
questioning the validity 
of “A Nation at Risk” 
(1983). 

An analysis of the validity of 
“A Nation at Risk” and how 
to address its findings in 
2018. 

Review of educational 
literature and interviews 
with key educators. 

Much of the data used in 
the report was cited to 
raise alarm and support 
the writers’ pre-existing 
belief in the trouble public 
education faced. No 
competing data was ever 
examined. 

Assessment for 
accountability has been 
the hallmark of 
assessment initiatives 
since 1983. Educational 
leaders at the state and 
district level must find 
ways to balance the 
accountability aspects of 
assessment with the kind 
formative assessments 
students need to use to 
succeed. 

Facilitators 

• Initiatives that balance 
accountability regimes 
with assessments that 
help students to learn. 

Barriers 

• Continued reliance of 
accountability 
assessments believing 
they help students to 
learn. 

Karaman (2021) 
The impact of self-
assessment on 
academic 
performance: A 
meta-analysis 
study. 

Meta-analysis study 
examined the effects of 
self-Assessment 
interventions on student 
academic performance 
from primary to higher 
education. 

• An initial search for 
research papers in the 
field of self-assessment 
returned 119 eligible 
papers. 

• Further analysis culled 
this number to 
eighteen papers used in 
the meta-analysis. 

Analysis: 

• Eighteen research 
papers were included 
in the meta-analysis. 

• Research synthesis 
showed that an 
overall small 
influence of self-
assessment 
interventions on 
academic 
performance (g=.37, 
p< .05). 

• District and school 
leaders may wish to 
encourage the 
teaching of student 
self-assessment 
techniques given the 
positive correlation 
between these 
techniques and 
academic 
performance. 

 

Kardas (2019). 
Putting 
bureaucratic 
accountability into 
a perspective in 
terms of academic 
achievement. 

To understand the 
perceptions of a group 
of secondary school 
teachers and principals 
regarding the place of 
academic achievement 
within the bureaucratic 
accountability structure. 

• Data were obtained 
from semi-structured 
interviews with a group 
of 30 teachers and 
school principals from 
seven secondary 
schools in Turkey. 

• Interviews were 
conducted by the 
researcher with a total 
of 30 educators 
consisting of 8 
principals, 5 deputies 

The findings indicate that 
the accountability 
relationship between the 
upper hierarchical units of 
Turkey’s education system 
and the schools is 
perceived to be quite weak 
or even uncertain in terms 
of academic achievement. 

• Findings show that 
schools in Turkey are 
surrounded by very 
poor accountability 
environments in the 
context of academic 
achievement. 

• With only a weak 
national educational 
accountability 
structure, it falls to 
district and school 
level leaders to 
ensure that curricular 
implementation and 
assessment are 
efficacious and 
timely.  
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and 17 teachers who 
worked in 8 secondary 
schools. 

Kunkel (2016). An 
investigation of 
indicators of 
success in 
graduates of a 
progressive, urban, 
public high school. 

The purpose of the 
study was to examine 
participants’ 
perceptions of indicators 
of success while they 
attended this school, 
their levels of success 
and happiness after high 
school, and then how 
their success in life after 
school might be 
attributed to their 
experiences at the Key 
Learning Community. 

• Fifty-seven participants 
completed a survey to 
identify markers for 
success both while in 
school as well as later 
in adult life. 

• Qualitative and 
quantitative analysis 
of 65 questions in 
participants’ surveys. 

• Authentic data 
gathering mentioned 
by participant 
included: 

• Project 
presentations, 
reflective portfolio 
work, leadership and 
service experiences, 
daily classroom and 
quarterly 
assessments, 
graduation and 
acceptance into 
college were 
identified as 
indicators of success 
while in high school. 

While standardized test 
scores offer a snapshot of 
information about K-12 
students, educational 
leaders need to look far 
beyond these scores to 
gauge true success. 

Facilitators 

• Critical Thinking skills can be 
taught generically or subject 
specifically. 

• Teacher training will be an 
integral part of 
implementation success. 

Barriers 

• Attempting to implement 
Critical Thinking initiatives 
without teacher support. 

Laine et al (2015). 
Expanding student 
success: A primer 
on competency-
based education 
from kindergarten 
through higher 
education. 

The paper argues that 
traditional education 
methodologies where 
time on task is a 
constant should be 
replaced by a 
competency-based 
model (CBE) where 
outcomes aren’t fixed by 
time on task but varies 
by individual student 
needs. 

A discussion paper outlining 
the failure of current 
educational practices in K-12 
and post secondary 
education and the promise 
of CBE to solve these 
performance issues. 

• Students engaged in 
CBE do not seem to 
become demotivated 
by poor assessment 
results as there is no 
time limit on the 
successful completion 
of an assessment. 

• Evaluation of the 
effectiveness of CBE is 
still in its early stages.  

As time is the variable in 
CBE, assessments 
themselves may be like 
traditional methodologies 
but the time needed to 
master an assessment 
varies among students. 

• State level leadership 
will be required to 
successfully encourage 
and implement CBE 
from kindergarten to 
post-secondary 
institutions and 
includes: 

• Defining the new roll of 
teachers as coaches of 
students and their 
learning rather than 
providing direct 
instruction. 

• More flexible 
assessment of student 
learning based on 
personalized pacing and 
progress. 
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• New funding models 
based on a measure of 
what students learn. 

Lawton (2014). 
Beyond bubble 
sheets and number 
two pencils: 
Assessment in the 
digital age. 

The paper provides a 
brief overview of the 
history of assessment 
and explores the 
possibilities of creating 
tests that facilitate 
student achievement by 
presenting complex, 
multistep problems for 
students to solve. 

Position paper drawing on 
educational research 
sources. 

The judicious use of new 
technologies for formative 
assessment can strengthen 
the quality of instruction. 
Students have responded 
positively to tests designed 
in a game format that 
require them to apply 
creative problem-solving 
skills. 

Assessments that offer 
novel ways of engaging 
with the material, that can 
maintain student 
motivation and 
engagement may create 
higher student 
achievement.  

District and school leaders 
should encourage the use 
of novel assessment 
practices to motivate 
student learners. 

Facilitators 

• Teacher led collaboration to 
hone the necessary skills o 
utilized authentic 
assessments in the 
classroom. 

Barriers 

• Teachers need to value this 
kind of assessment and set 
aside the time to develop 
the skills to make authentic 
assessment work in their 
classrooms. 

Lester (2018). 
Evidence-Based 
comprehensive 
school 
improvement: How 
using proven 
models and 
practices could 
overcome decades 
of failure. 

This paper reviews the 
history of K-12 
turnaround efforts in 
low performing schools 
and how evidence has 
been, and could be, 
used to improve upon 
these previous efforts. 

A discussion of evidence-
based school reforms at the 
federal, state, and local 
levels. 

• No research 
conducted. 

• The paper provides 
several suggestions to 
support low-achieving 
schools. 

• No analysis of the 
effectiveness of each 
method is articulated. 

• Every Student 
Succeeds Act of 2015 
articulates a 
framework to assist 
low-achieving 
schools which can be 
augmented. 

• The effective 
implementation of 
school reforms 
require school level 
leadership that can 
help teachers 
develop effective 
instruction and 
assessment 
techniques. 

Facilitators 

• More opportunities for 
staff, students, parents 
and first nations 
communities to dialogue 
to make effective 
educational changes 

• Student voices more 
prevalent in their own 
learning. 

Barriers 

• Need for decolonization. 

• Some students still 
experiencing racism. 

• Students not seeing 
themselves in their learning. 

Louie & Prince 
(2023). Achieving 
equity in 
graduation rates 
and other 
indicators of 
success for 

• Identify the voices 
of Indigenous 
students and how 
they guide the 
pursuit of equity in 
a northern British 
Columbia school 
district. 

• Surveys of Indigenous 
students from Grades 7 
to 10 in four high 
schools, and their 
parents or guardians.  

• Analysis of the findings 
from surveys 
completed by 138 

• Varied data forms: 

• Equity surveys of 
students, parents, and 
teachers in the school 
district. 

• Surveys included 
demographic 
questions, students’ 

• Identification of 
three indicators of 
indigenous student 
engagement in 
school are: 

• Ensure that students 
see themselves in 
their learning. 

District and school leaders 
need to: 

• Help students see 
themselves in their 
education. 

•  Help parents and 
guardians believe 
their children are 

Facilitators 

• Student preparation to take 
large-scale tests. 

• Creation of appropriate and 
supportive conditions to 
take large-scale tests, e.g. a 
smaller classroom 
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indigenous learners 
in Canada. 

• Reframe the 
concept of 
Indigenous school 
success to include 
the perspectives 
and voices of 
Indigenous 
students and 
families. 

• Understand the 
current context of 
Indigenous 
education to 
improve outcomes 
for Indigenous 
learners and attend 
to the pervasive 
gaps in educational 
achievement. 

teachers, who made up 
52% percent of the 
district faculty.  

• Surveys conducted with 
Indigenous girls in one 
high school in the 
district. 

• 119 surveys were 
conducted – 51 parent 
and guardian surveys 
and 68 student surveys. 

• 265 teacher surveys 
were conducted. 

perceived strengths 
and successes, 
community support, 
transitions, and 
experiences of racism. 

• Ensure that students 
feel safe and 
welcome it school. 

• Improved graduation 
rates. 

• Ensure open and 
honest 
communication 
between the school 
district and the 
various first nations 
communities. 

safe, respected and 
cared for. 

• Assist teachers to 
support indigenous 
student learning and 
help eradicate racism 
at school and in the 
classroom. 

environment as opposed to 
a large gathering. 

Barriers 

• Lack of preparation of 
students and the 
environment the test is 
taken in. 

Linn, R. L. (2005). 
Issues in the design 
of accountability 
systems. 

The purpose of this 
report is to identify and 
clarify design issues that 
are critical in the 
creation of an 
accountability system, 
and can contribute to 
improved teaching and 
student learning. 

Position paper referencing 
relevant literature to argue 
that large-scale formative 
assessments should not be 
the sole measure of student 
achievement. 

While various summative 
assessment regimes exist 
across states, too little 
attention has been given to 
the evaluation of the 
alignment of assessments 
and standards. 

• Assessments need to 
be aligned with 
content standards, 
which in turn need to 
provide clear 
indications of the 
content to be taught, 
and to the cognitive 
processes that 
students are 
expected to use in 
demonstrating 
understanding and 
solving problems. 

• Attention needs to 
be given to the 
performance of 
student subgroups 
who have lagged 
behind their better-
off peers in the past. 

Educational leaders need 
to use various data sets to 
examine student and 
instructional successes 
rather than relying solely 
on large-scale assessment 
results. 
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Love, N. B., Stiles, 
K. E., Mundry, S. E., 
& DiRanna, K. 
(Eds.). (2008). The 
data coach’s guide 
to improving 
learning for all 
students: 
Unleashing the 
power of 
collaborative 
inquiry. 

This book provides 
guidance for helping 
schools move away from 
unproductive data 
practices and toward 
examining data as a 
catalyst for systematic 
and continuous 
improvement in 
instruction and student 
learning. 

This book outlines how to 
develop the skills to become 
effective data coaches. 

    

McDonald, J. 
(2019). Toward 
more effective data 
use in teaching. 

This study reports 
findings from a study of 
nine poverty-impacted 
schools in New York City 
striving to use student 
performance data more 
effectively in teaching. 

We focused on nine high-
poverty elementary and 
middle schools in New York 
City. 
 
The research studied these 
schools’ data use in teaching 
literacy at the 4th- and 7th-
grade levels. Relying on 
observations and interviews, 
aspects of the schools’ data 
use systems were studied. 

Large-scale and school level 
assessments – both 
formative and summative 
should be shared with 
students so that “next 
steps” can be agreed on. 

In the most successful 
schools, formative and 
summative data were 
shared with students. 

Successful data use at the 
school level needs to be 
implemented and guided 
to obtain by in from 
school leaders, teachers, 
students, and parents. 

 

McMillan et al. 
(2013) 
Studies of the 
effect of formative 
assessment on 
student 
achievement: So 
much more is 
needed. 

• This investigation 
analyzes the 
methodology used in 
the Kingston and 
Nash (2011) meta-
analysis and provides 
further analyses of 
the studies included 
in the study. 

• The Kingston Nash 
conclusion that 
formative assessment 
on student K-12 
achievement may be 
spurious. 

• The KN analysis was re-
examined looking at 
several components: 

• Which formative 
assessment components 
were included in the 
interventions? 

• Re-examine which 
studies to include in the 
analysis. 

• Re-examine the quality 
of study methodologies 
included in the KN Meta-
analysis. 

• Determine which 
formative assessment 

Summative assessment of 
KN Meta-analysis was re-
examined following criteria 
suggested by the What 
Works Clearinghouse 
(2011) and threats to 
internal validity suggested 
by Valentine and Cooper 
(2008), and McMillan 
(2007). 

Although KN employed a 
statistically sophisticated 
meta-analysis to 
investigate the effect of 
formative assessment on 
K-12 student 
achievement, several 
weaknesses in their 
methodology, along with 
limitations in the quality 
of the studies, mitigates 
their conclusions. 

• The diverse nature of 
the research used by KN 
to arrive at the 
conclusion that there is 
a large effect size 
between formative 
assessment and student 
achievement lowers 
that effect size when 
the research is re-
examined to control for 
research variants. 

• This analysis may not be 
the best resource to 
rely on at the district or 
school level to study 

Facilitators 

• Students benefit from early 
remediation and 
intervention. 

• Pattern visualization helps 
district and schools put in 
place interventions at an 
earlier age. 
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components should be 
included in the study. 

  

effect size of formative 
assessment on student 
achievement. 

Marion & Leather 
(2015). Assessment 
and accountability 
to support 
meaningful 
learning. 

This paper presents an 
overview of New 
Hampshire's efforts to 
implement a pilot 
accountability system 
designed to support 
deeper learning for 
students and powerful 
organization change for 
schools and districts. 

The paper describes the 
system of assessments being 
implemented as part of the 
Performance Assessment of 
Competency Education 
(PACE) pilot. 

Performance assessments 
are used as both 
summative and interim 
measures in the PACE 
system to document 
student learning of their  
competencies and to 
support remediation or 
extension interventions. 

PACE will raise the bar for 
all students by defining 
college and career-
readiness to encompass 
the knowledge, skills, and 
work-study practices that 
students need for post-
secondary success 
including deeper learning 
skills such as critical 
thinking, problem-solving, 
persistence, 
communication, 
collaboration, academic 
mindset, and learning to 
learn. 

Cross district assessment 
collaboration seems to be 
a better professional 
learning structure than 
having district teachers 
work on their own – 
hence the need for a 
system like PACE. 

Facilitators 

• Collaboration between 
teachers and educational 
leadership will be necessary 
to create the conditions to 
allow DDDM to grow. 

• Support for teacher training 
to utilize DDDM in the 
classroom is critical for 
success. 

Barriers 

• Lack of teacher support and 
training will make the 
implementation of DDDM 
difficult. 

Marsh & Farrell 
(2013). How 
leaders can support 
teachers with data-
driven decision 
making. 
 
 

To present the practices 
and artifacts 
employed in data use 
capacity building 
interventions (CBIs), 
challenges to their 
enactment, and 
conditions that appear 
to mediate the CBIs. 

• A qualitative comparative 
case study.  

• Data gathered from six 
low income, secondary 
schools in four districts in 
the USA.  

• Data were collected using 
interviews with district 
leaders (n=13); school 
administrators, CBI leads, 
and case study teachers 
(n=79). 

• Focus groups (n=6) with 
non-case study teachers 
(n=24). 

• Observations (n=20). 

• Document analysis. 

• NVivo software was used 
to guide data analysis 
based on sociocultural 
learning theory. 

Assessment results 
 
 
 

Teachers’ data use 
practices 

• One-on-one coaching 
on instructional 
content, curricular, 
and data analysis. 

• Group meetings to 
analyze assessment 
results and plan 
instructional 
responses. 

• Assessing teacher 
needs to create 
specific goals for their 
data-use on termly 
basis. 

• Modeling data use. 
Thus, explain and 
demonstrate ways to 
interpret, respond to, 
and act on data. 

Leadership on data use 

• To create environments 
for dialogue, discussion, 
and questioning. 

• To provide training and 
data use strategies. 

• To provide teachers 
with conceptual tools 
(e.g., a framework for 
thinking about the data-
use cycle) and practical 
tools (e.g., a worksheet 
for recording analysis). 

- 

Facilitators 

• Good leadership creates a 
collaborative environment 
for teaching and learning. 

• Train leaders with skills in 
data-driven practices. 
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 • Analyzing students’ 
work and provide 
expertise and 
feedback. 

Marsh et al. (2016). 
Trickle-down 
accountability: How 
middle school 
teachers engage 
students in data 
use. 

To provide an in-depth, 
exploratory analysis of 
how teachers and 
administrators in six low 
performing middle 
schools engaged 
students in analyzing 
and responding to 
students’ learning data. 

• Used a comparative 
case study of six low-
performing middle 
schools.  

• Interviews (n=79), focus 
groups (n=24), and 
observations (n=20) 
were conducted.  

• 13 district wide leaders 
were interviewed. 

• Participants included 
school administrators, 
non/case-study 
teachers. 

Students’ scores and other 
assessment data. 

Why engage students in 
data use: 

• “Teachers and 
administrators believed 
that if students saw 
their data, then they 
would work hard, take 
assessments seriously, 
and invest more in their 
own learning” (p. 254). 

Ways to engage students: 

• Using copies of 
students’ multiple-
choice answer sheets 
and work with students 
to correct the results 
and provide feedback 
on student needs. 

• Using intangible 
rewards to emphasize 
key messages about 
progress. 

Other ways of engaging 
students in data use: 

• Adopted a “correct and 
reflect” method, which 
required students to 
write a narrative 
reflection on “Where 
did I go wrong?” and 
“Why is it wrong?” (p. 
258). 

• Peer-to-peer 
engagement where high 
performing students 
supported their peers 
to work out solutions to 
questions the others 
got wrong. 

• Teachers re-taught not-
well-understood 
materials. 

• Whole class error 
analysis of after test 
questions. 

Facilitators: 

• Strong instructional 
leadership. 

• Individual support for data 
use. 

• Climate of trust and 
collaboration - school 
culture that promotes and 
integrates DDDM. 

• Evidence of professional 
development programs. 

Merchant et al 
(2022). Assessing 
learning skills and 
work habits: what 
do report card data 
tell us? 

• The research 
addresses three 
research questions. 

• To what extent are 
the six Learning 
Skills Work Habits 
(LSWH) assessed 
independently of 
each other?  

• To what extent are 
the six LSWH 
assessed 
independently of 

• Report card data were 
obtained from two 
school districts in 
Ontario, Canada. The 
data included final 
report card grades for 
all Grade 9 and 12 
students within each 
district. District 1 raw 
data consisted of 
57,230 sets of grades, 
but 982 of those were 

Varied data sets: 

• Empirical data were 
obtained through 
interviews, report cards, 
and an online survey to 
provide a better 
understanding of how 
teachers define, assess, 
and grade the LSWH. 

• Report card data were 
gathered and analysed 
from two Ontario School 
Districts. 

• Results indicate that a 
set of six different skills 
(known in Ontario as 
“learning skills and 
work habits”) are 
assessed. 

• grades on these skills 
have higher correlations 
with teacher awarded 
grades than with 
standardized test 
scores. 

• The role of school 
leaders in assisting 
teachers become 
comfortable with 
reporting out not only 
academic achievement 
but Learning Skills Work 
Habits is very 
important. 

• Effective training must 
be available for all 
teachers to become 
comfortable on 

Facilitators 

• Both principals and teachers 
found value in using 
assessment data although 
for different purposes. 

Barriers 

• Guidance from the district 
level on data utilization was 
not always as available as 
leaders and teachers would 
have liked. 
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academic 
achievement?  

• What gender 
differences exist in 
patterns of grades 
on the LSWH?  

 

missing the LSWH 
component. 

 

• Not all report cards 
analysed reported on 
LSWH. 

• Findings from this study 
indicate a broad range 
of assessment practices 
are present in Ontario 
secondary classrooms, 
and that teachers make 
holistic judgements 
about students’ LSWH 
and use those 
judgements to inform 
their grading decisions. 

• A number of report 
cards, while indicating 
academic achievement, 
did not provide LSWH 
achievement.  

reporting out of all 
aspects of academic 
learning. 

• As LSWH grades do not 
appear to be used for 
any purpose other than 
reporting to parents 
and guardians, their 
importance needs to be 
addressed and not 
disregarded. 

Militello et al 
(2013). How data 
are used and 
misused in schools: 
Perceptions from 
teachers and 
principals. 

To understand 
perceptions of principals 
and teachers about how 
data are used or 
misused in a school 
setting. 

• Participants were asked 
to rank order 23 report 
card statements about 
data use as well as to 
complete a 
questionnaire after 
they performed the 
sort. 

• Thirty-four teachers 
completed the teacher 
q-sort and the 
subsequent open 
response questions. 

• Twenty-eight principals 
completed the same 
activities. 

 

Various data sources: 

• Data collected through 

ranked responses and 

follow up questionnaires. 

• Principals in the sample 
were found to use data 
mostly to evaluate the 
school, make 
improvements, and 
model best practices of 
data use.  

• Teachers used data to 
improve instruction and 
outcomes for students. 

• School principals and 
teachers utilized 
assessment data in 
different ways. 

• Guidance for principals 
or other data leaders 
were helpful in the 
analysis and utilization 
of assessment data. 

Facilitators 

• Teachers are not limited to 
a particular assessment 
approach in standards-
based curriculum 
implementation. 

• There is more that one 
assessment approach that is 
effective in the classroom. 

• Teachers should be 
supported in utilizing 
different assessment 
approaches in the 
classroom. 

Barriers 

• Some teachers may feel 
they are “boxed in” by 
curricular expectations and 
feel they cannot develop 
their own effective 
assessment strategies. 
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Militello, M., & 
Militello, L. (2013). 
Fear and loathing 
in elementary 
school: Lessons 
from a third grader. 
About Better 
Assessments. 
 
 

This article tells the 
story of the 
consequences of 
high stakes testing on a 
father and his son in 
North Carolina. 

Anecdotal presentation of 
the effects of high stakes 
testing on a student in grade 
3 as students this young 
have reported signs of 
anxiety, and depression over 
testing 

Large-scale assessments 
are designed to “sort and 
sift” but results are not 
valid evidence to diagnose 
specific elements of 
individual student learning. 

More formative 
assessments are now 
being put in place to 
mitigate some the 
perceived downsides of 
large-scale summative 
assessments. 

Educators should consider 
the purpose any 
assessment and the 
intended uses by school-
level educators when 
finalizing decisions about 
assessment systems. 

Facilitators 

• Ensure that teachers and 
students understand how 
large-scale assessment 
provide useful information 
or them just not for them 
use by an anonymous 
“they”. 

Barriers 

• Teachers and students will 
not “buy in” to large-scale 
assessments unless they see 
benefit to the assessment. 

Mitton & Murray-
Orr (2021). 
Identifying the 
impact of culturally 
relevant pedagogy: 
Evidence of 
academic risk-
taking in culturally 
and economically 
diverse Nova Scotia 
classrooms. 

Qualitative research 
study investigating ways 
to support learners from 
populations who have 
been historically 
underserved by the 
Nova Scotia education 
system. 

• Two years of 
classrooms 
observations and 
documenting 
pedagogical practices in 
the teaching of science 
and social studies. 

• Research results 
complement what is 
known about how to 
support vulnerable 
learners in diverse 
school contexts and 
provide insights into 
how teachers create 
conditions for student 
success. 

Formative data: 

• classroom observations. 

• Data collection methods 
included: weekly 
observations of 
participants’ teaching as 
well as two interviews 
with teacher participants 
and two focus group 
interviews with student 
participants from Grades 
5 through 8. 

Fostering Academic Risk 
Taking (ART) in the 
classroom 

• Communicating a 
belief in Academic 
Assets. 

• Cultivating Student 
Thinking Routines. 

• Acknowledging 
Student Voice. 

• Emphasis on 
communication and 
multiple 
opportunities for 
students to 
demonstrate their 
learning. 

• Creating Conditions 
for Fair Assessments 
with student buy in. 

• Making Learning 
Goals Visible to all 
students. 

• District and school-
level leaders should 
telegraph the 
importance of 
culturally relevant 
pedagogy in the 
classroom. 

• Leaders foster 
culturally relevant 
pedagogy in the 
classroom and school 
through teacher 
learning 
opportunities and 
peer collaboration. 

Facilitators 

• Implementation of any new 
educational model will 
require constant initial 
support from state and 
district leaders. 

Barriers 

• Some teachers will see the 
implementation of CBE as an 
illiberal agenda to tie 
funding to student 
performance and may not 
whole-heartedly embrace 
the change. 

Nabaa-McKinney 
(2019). Impact of 
data-driven 
instruction and the 

To examine the impact 
of data-driven 
instruction, and the use 
data walls have on 

• Mixed-method cohort 
study. 

• The cohort model 
enabled the researcher 

• School's annual 
standardized 
assessment. 

• To gain better insight 
into student 
performance. 

School-wide 
improvement. 

Facilitators 

• Human capital. 

• Technology & tools. 

• Processes & practices. 
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use of data walls on 
reading and 
mathematics 
achievement.  

reading and 
mathematics 
achievement. 
 

to conduct a 
longitudinal study over 
two academic school 
years. 

• Two groups (Cohort 1: 
students in grades 2-8 
in 2016-2017 academic 
session - whose 
teachers had not been 
introduced to data-
driven instruction and 
the use of data walls, 
Cohort 2: students in 
grades 2-8 in 2017-
2018 academic session 
students had teachers 
who were introduced). 

• Total sample student 
population was 168. 

• A collection of data 
from ITBS, Star360, 
focus groups, principal, 
and teacher surveys. 

Qualitative measures:   

• Two separate focus 
groups with teachers, 
an open-ended 
question on the 
principal survey. 

Quantitative measures:  

• Student achievement 
data and Likert scale 
principal and teacher 
surveys. 

• Interim assessment 
results. 

• The Star360 
assessment. 

• The Iowa Test of Basic 
Skills (ITBS). 

 
 

• To differentiate 
learning. 

• To adjust instruction. 
 
 

• Reserved time for in-school 
data analysis. 

• Cross-network collaboration 
to collectively analyze data 
and share instructional 
strategies. 

Barriers: 

• Educators may not have the 
knowledge and skills to 
identify questions, select 
appropriate metrics, analyze 
results, and create 
actionable solutions. 

• Structure. “Hierarchical, 
centralized structure limited 
collaborative structures 
between sites around data 
and instruction” (p. 455). 

• Financial resources (Overall 
constraint for resource 
mobilization). 

Newton, P. (2007). 
Clarifying the 
purpose of 
educational 
assessment. 

This article concerns the 
importance of clarity in 
thinking and talking 
about certain core 
concepts of educational 
assessment. 

Formative and summative 
assessments are necessary 
at various times of the 
school year to identify 
needed course correction 
and to determine student 

Assessment systems need 
to: 

• Derive standards-
referenced judgements, 
and performance 
descriptions. 

 Educational leaders can 
help lead discussions 
about when and why 
formative and summative 
assessments should be 
used in the classroom. 
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success at the end of the 
year. 

• Have high reliability 
across the range of 
performance levels. 

• Ensure that students 
remain motivated 

• The assessment might be 
administered on a unit-
by-unit basis.  

 

Northwest 
Evaluation 
Association (2012). 
For every child, 
multiple measures: 
What parents and 
educators want 
from K-12 
assessments. 

• This study intends 
to address several 
questions: 

• After a decade of 
high-stakes 
accountability 
assessments, what 
lessons can we 
learn from those 
closest to 
students? 

• What’s working—
and what’s not?  

• What do parents, 
teachers and 
district 
administrators 
really want from 
assessments? 

• What innovations 
should be expected 
of    assessments? 

• Nationally 
representative 
surveys of K–12 
parents, teachers and 
district administrator 
were conducted.  

• The purpose of the 
study was to gauge 
perceptions of different 
assessments of learning 
and to discover where 
the opportunities are 
for improvement and 
innovation. 

Qualitative examination of 
parent, teacher, and 
administrator survey 
results. 

• Parents, teachers, and 
district administrators 
want assessments to 
focus on the whole 
child, on a whole range 
of knowledge and skills, 
and on the whole 
school year. 

• An overwhelming 
majority of parents are 
most interested in 
teaching and learning 
that is centered on their 
child. 

• Most teachers say that 
individual student 
performance and 
personalized education 
are of paramount 
importance to them. 

• Substantial percentages 
of district 
administrators cite the 
importance of student-
centered teaching and 
learning. 

 

Implementing effective 
multiple measures of 
student achievement 
requires the collaboration 
of educational leadership, 
parents, teachers, and 
students. 

Facilitators 

• Providing teachers with the 
skill set to effectively 
provide students with 
academic feedback may help 
students achieve at a higher 
level. 

Barriers 

• Like most new teaching 
techniques, time and 
resources will have to be 
expended to ensure 
teachers are able to 
effectively provide their 
students with feedback. 

Paterson (2016). 
Standardized 
assessment results 
as a predictor of 

The study compared 
New Brunswick, Canada 
schools archival reading 
scores of 6th-grade 

A quantitative design 
employed a regression 
analysis to determine how 
standardized reading scores 

Formative large-scale 
assessments were 
analysed. 

Results of the study 
concluded that 6th-grade 
overall reading scores 
were a predictor of 9th-

These findings are 
intended for 
administrators and District 
leadership to support the 

Facilitators 

• Finding a way to move 
student summative 
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student reading 
success in New 
Brunswick, Canada. 

students from 2009-
2012 with the same 
students' scores in 9th-
grade from 2012-2015, 
to determine if 6th-
grade scores were a 
predictor of 9th-grade 
results. 

for three cohorts of students 
in 6th-grade between 2009-
2012 compared with the 
reading achievement test 
scores as 9th-grade students 
in 2012-2015.  A sample of 
1,200 students was selected. 

grade overall scores, and 
that inferential and critical 
levels of reading 
comprehension were 
areas of concern. 

implementation of an 
intervention year in 
Grades 7 and 8 to address 
low student achievement 
in grade 6 students.  

assessments away from only 
large-scale assessments. 

Barriers 

• Continuing to use only large-
scale assessment that have 
no buy in from educational 
stakeholders outside of 
government accountability 
offices. 

Patrick et al (2017). 
Fit for purpose: 
Taking the long 
view on systems 
change and policy 
to support 
competency 
education. 

The purpose of this 
paper is to explore the 
ideas that state policy 
needs to address to 
support a 
transformation to 
competency-based 
education systems 
designed to ensure 
equity so all students 
can be truly ready for 
success. 

While referencing existing 
research in the field, the 
paper explores threshold 
concepts (“core concepts, 
that once understood, are 
needed to transform a given 
subject”) of certifying 
learning; assessment 
literacy; pedagogical 
innovations based on 
learning sciences; and 
meeting kids where they are, 
as part of a long game 
strategy. 

Formative assessments 
used to help students 
understand the learning 
journey they are on 
including the competencies 
they have developed and 
those that require 
additional attention. 

Student achievement data 
is tied to transparent goals 
and outcomes that 
students understand and 
work towards achieving. 

There are several stages 
that states came move 
through to enable the 
shift to a more 
personalized, 
competency-based 
K-12 system including 
“getting started”, “moving 
forward” and a 
“Comprehensive. 
Statewide Policy 
Approach”. 

Facilitators  

• Student motivation can 
improve with this type of 
assessment and thus 
student achievement. 

• Teachers need support to 
develop the skills necessary 
to implement these 
techniques 

• Value must be assigned to 
this type of assessment 
regime. 

Barriers 

• Teachers may see this as 
additional work and may be 
hesitant to try to implement 
this type of assessment. 

Patrick et al (2017). 
Redefining student 
success: Profile of a 
graduate. 

This policy brief provides 
recommendations for 
state leaders to generate 
a shared vision for 
student success that 
prepares all students for 
college, career, and civic 
life. 

This policy brief provides 
recommendations and 
resources for state leaders 
who are ready to engage 
with communities to 
develop clear, 
comprehensive definitions of 
student success, designed to 
ensure every student can 
succeed in K-12 education 
and beyond. 

• Student profiles 
considering academic 
achievement, 
workplace skills, 
connections to others, 
engagement in career 
exploration. 

• Analysis of high school 
graduation 
requirement.  
 

• Engage school 
communities in a 
new assessment 
paradigms. 

• Examination of 
graduation requires 
and how they tie in 
to post-secondary 
college and work 
requirements. 
 

The following action steps 
can be taken at the state 
level by education 
leaders: 

• Adopt a statewide 
vision by convening 
diverse stakeholders to 
redefine student 
success and create a 
comprehensive Profile 
of a Graduate based on 
the knowledge and 
skills that students need 

Facilitators 

• Extensive instructional and 
assessment changes as 
outlines in the aper require 
effective, long term teacher 
professional learning. 

Barriers 

• Difficult to implement these 
kind of changes without 
system-level changes to 
facilitate them. 
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for college. career, and 
civic life.  

• Create a working group 
on meaningful 
qualifications to study 
other states and 
countries’ qualification 
frameworks.  

• Consider opportunities 
in the state to improve 
K-12, higher education 
and workforce 
alignment of 
knowledge, 
competencies, and 
skills.  

• Adopt proficiency-
based diplomas and 
support 
implementation by 
creating resources for 
school districts to 
effectively implement.  

Pekince K. D. 
(2019). Putting 
bureaucratic 
accountability into 
a perspective in 
terms of academic 
achievement. 

The research aims to 
understand the 
perceptions of a group 
of secondary school 
teachers and principals 
regarding the place of 
academic achievement 
within the bureaucratic 
accountability structure. 

The data were gathered 
from semi-structured 
interviews with a group of 
thirty teachers and school 
principals from seven 
secondary schools. 

Teachers and 
administrators who were 
interviewed indicated the 
accountability relationship 
between the upper 
hierarchical units of 
Turkey’s education system 
and the schools is 
perceived to be quite weak 
or even uncertain in terms 
of academic achievement. 

Teachers believe that 
there is no expectation of 
achievement from state 
level leadership, and they 
rigorously criticize existing 
expectations which they 
believe to be non-
existence. 

In the absence of state 
level leadership, district 
and school level leaders 
must articulate expected 
outcomes so that teachers 
feel there is support for 
instruction in the 
classroom. 

Facilitators 

• Considering high-level 
bureaucratic support, 
district and school level 
leadership must articulate 
educational expectations. 

Barriers 

• Without external guidance, 
teaches feel the lack support 
for their instructional and 
assessment initiatives. 

Peters, M., Godfrey, 
C., Khalil, H., 
McInerney, P., 
Parker, D., & 
Soares, C. (2015). 
Guidance for 

• This article briefly 
introduces the 
reader to scoping 
reviews, how they 
are different to 
systematic reviews, 

• The principal focus or 
concept examined by 
the scoping review 
should be clearly 
detailed to guide the 

• Peer reviewed 
journals, dissertations 
and “grey” sources 
can all be accessed 
during a scoping 
review. 

A scoping review may be 
useful at the district and 
school level to interrogate 
educational research 
without having to conduct 
an extensive review. 

No Leadership practices 
sited. 
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conducting 
systematic scoping 
reviews. 

and why they might 
be conducted. 

• This study is 
intended to 
contribute to the 
ongoing 
clarification and 
enhancement of 
the scoping review 
methodology as a 
synthesis tool for 
evidence-based 
healthcare practice 
and policy. 

review's scope and 
breadth. 

• The standard 
‘outcomes’ of a scoping 
review may be a 
component of the 
concept studied rather 
than an exhaustive 
study of the literature. 

• An initial, cursory 
database search will 
determine useful 
search terms that can 
be used later to expand 
the search to other 
literature. 

• An examination of all 
data sources identified 
in the scoping review 
are examined in detail 
to determine what if 
include in the final list 
of documents. 

• Sources will be 
included in the final 
scoping review based 
on how closely they 
describe the concept 
being studied. 

Plenert, G. (2012). 
Strategic 
continuous process 
improvement: 
Which quality tools 
to use, and when to 
use them. 

This book focuses on 
resolving "quality chaos" 
by creating a link 
between quality 
problems and their 
optimal solutions. 

     

Pools, E., & 
Monseur, C. (2021). 
Student test-taking 
effort in low-stakes 
assessments: 
evidence from the 
English version of 
the PISA 2015 
science test. 

To understand student 
test-taking engagement 
in low-stakes 
international large-scale 
PISA assessments. 

• Quantitative design to 
measure student 
response time to 
individual test items. 

• Response times were 
used to classify how 
effortful student were 
while engaging in large-
scale assessment 

• Quantitative analysis 
of Student response 
times to the science 
items of PISA 2015. 

• Measurements were 
used to derive an 
index of test-taking 
effort. 

• The study concluded 
that student effort 
wains during the 
assessment. 

• This change in effort 
could cause an 
underestimation of 
student achievement 
on a low-stakes 
assessment. 

• It falls to leaders to 
acknowledge student 
effort as a factor in 
the level of student 
achievement of low 
stakes testing and 
create the conditions 
for students to have 
the most success 
possible. 

Barriers and Facilitators 

• School policies and routines 
around data walls and charts 
in classrooms. 

• School leadership’s 
orientation to data use. 

• District-level policies and 
norms about data use. 



SCOPING REVIEW: PreK-12 ASSESSMENT PRACTICES 

78 | P a g e  
 

(Science component of 
PISA 2015 test). 

• Response times were 
combined to derive a 
global index of effort. 

• Positive test taking 
conditions should be 
provided to increase 
the likelihood that 
students will interact 
with assessments in 
a manner that will 
achieve the highest 
achievements. 

Price (2018). The 
relationship 
between teachers’ 
perception of data-
driven instructional 
leadership and 
their sense of 
efficacy and anxiety 
for data-driven 
decision-making. 

• To ascertain the 
relationship between 
teachers’ perception 
of data driven 
instructional 
leadership and their 
sense of self-efficacy 
and anxiety towards 
data-driven decision-
making. 

• To examine if 
teachers’ school level 
(elementary or 
secondary) influenced 
their perception of 
data-driven 
instructional 
leadership and their 
sense of self-efficacy 
and anxiety towards 
data-driven decision-
making. 

• Correlational research 
design. 

• Non-experimental 
quantitative research 
method. 

• Survey of 300 full time 
certified educators in a 
rural school district. 

 

• Data-informed School 
Leadership Framework 
(DISL) and Data-driven 
Decision-making (DDDM) 
Efficacy and Anxiety 
instruments (3D-MEA). 

• Assessment data. 
 

To improve students’ 
achievement and 
educational outcomes to 
adjust instruction. 

• A driver for school 
improvement 
planning. 

• To determine the 
allocation of school 
resources. 

Facilitators 

• Having organized and easily 
accessible data. 

• Providing professional 
development on data use. 

• Data use mentorship. 

• Collaboration and 
knowledge sharing. 

Barriers 

• Limited capacity or training 
to use data. Limited time to 
collect and use data. 

Podolsky et al 
(2019). California’s 
positive outliers: 
Districts beating 
the odds. 

This analysis identifies 
positive outlier districts 
in which students of 
color, as well as white 
students, consistently 
achieve at higher levels 
than students from 
similar other districts. 

Regression analysis of three 
years of the 2015–17 
California Assessment of 
Student Performance and 
Progress in mathematics and 
English language arts 
determined there were 156 
districts of significant size in 
which students achieved at 

Quantitative analysis of 
student performance of 
state-wide large-scale 
assessments. 

• Further data analysis 
determined that 
teacher qualifications 
are the most important 
school-related 
predictors of student 
achievement. 

• State Level leadership 
must create the 
conditions conducive 
for the hiring of fully 
qualified teachers. 

• District and school level 
leaders must search out 
and hire fully qualified 
staff. 

Facilitators 

• Focusing on student growth 
rather than simple student 
achievement helps parents 
make informed decisions 
about which school to select 
for their students. 

Barriers 



SCOPING REVIEW: PreK-12 ASSESSMENT PRACTICES 

79 | P a g e  
 

much higher than expected 
levels. 

• Student growth may 
become an accountability 
measure if attracting more 
parent and their children is 
the most important use of 
these data. 

Puinean et al. 
(2022). Evaluation 
in the field of early 
childhood 
development: A 
scoping review. 

The purpose of this 
scoping review was to 
explore the state of 
evaluation in the ECD 
field across four 
constructs: community-
driven evaluation, 
culturally responsive 
evaluation, evaluation 
capacity building, and 
evaluation use and 
influence. 

A comprehensive search of 
seven electronic databases, 
including Canadian and 
international literature 
published in English from 
2000 to 2020, was 
conducted. A total of 30 
articles met the inclusion 
criteria. 

A review of 30 articles 
determined that 
comprehensive approaches 
to community-driven 
evaluation, culturally 
responsive evaluation, 
evaluation capacity 
building, and evaluation 
use in the field of Early 
Childhood Development 
(ECD) are not commonly 
achieved.  

• More than half of the 
included studies (n = 
18) described using 
specific approaches to 
community-based 
evaluation. 

• Ten of the studies 
incorporated working 
groups or stakeholder 
meetings, with select 
individuals representing 
a particular segment of 
the community. 

• Nine of the included 
studies had a cultural 
component that 
engaged members of a 
target community to 
design an evaluation 
plan that reflects 
community values. 

• Five of these studies 
were situated within 
Indigenous 
communities. 

Leadership comes from 
community-driven 
evaluation, culturally 
responsive evaluation, 
evaluation capacity 
building, and evaluation 
use and influence in the 
field of ECD. 

Facilitators 

• More students can 
experience success without 
being tied to a common time 
frame. 

• Teachers can work with 
individual students’ needs 
rather than constantly 
delivering direct instruction. 

• Underserved students can 
peruse success and their 
own pace. 

Barriers 

• As is still the case in many 
districts, student success is 
also used to determine 
district accountability, thus 
teachers may see this as an 
illiberal agenda. 

• Student success is tied to 
being able to provide each 
student with individual 
supports which is sometimes 
difficult to achieve. 

Pyle & DeLuca 
(2013). 
Assessment in the 
kindergarten 
classroom: an 
empirical study of 
teachers’ 
assessment 
approaches. 

• Contribute evidence 
that links teachers’ 
curricular stances 
with their approaches 
to classroom 
assessment practice. 

• To observe three 
kindergarten 
teachers’ approach to 

• Qualitative study of 
three teachers’ 
approaches to 
assessment within the 
context of kindergarten 
education to describe 
potential approaches to 
bridging developmental 

• Three teacher 
assessment profiles 
were developed. 

• Developmental 
assessment approach. 

• Blended assessment 
approach. 

• Assessment for 
learning approach. 

• Within a standards-
based curriculum, there 
is a level of autonomy 
in the organization of 
instruction and 
assessment techniques. 

• The development 
assessment approach 
utilized developmental 

• While a blended, 
hybrid approach to 
assessment may be 
in order, it should be 
noted that teachers 
can bring a variety of 
assessment 
techniques to bear in 

Facilitators 

• Implementation of 
instructional interventions 
following large-scale 
assessments will assist 
with student academic 
achievement. 

Barriers 
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assessment in their 
classrooms. 

• Explore the dynamic 
of balancing 
developmentally 
appropriate 
programming with 
academic mandates. 

and academic 
demands. 

• Data was collected 
from three teachers 
through interviews and 
classroom 
observations. 

• Qualitative 
observations were 
collected through 
interviews and 
classroom 
observations. 

• One 60-minute 
interview per teacher 
and 56 – 70 hours of 
classroom observation 
per teacher. 

 

checklists in diagnostic 
and summative ways. 

• The blended 
assessment approach 
utilized balanced 
monitoring of both 
developmental and 
academic growth using 
formal assessment 
structures. 

• The Assessment for 
Learning approach 
relied on a assessment 
framework to support 
students’ learning 
about content and 
metacognition via 
assessment. 

 
 

the kindergarten 
classroom. 

• With such a small (3) 
sample of teachers, it 
is not possible to 
generalize across 
larger cohorts of 
teachers. 

• It may be useful to 
recognize that there 
are number of 
effective assessment 
practices in 
kindergarten 
classrooms some of 
which are articulated 
in this study. 

• Lage-scale assessments 
without a tie into student 
instruction will continue to 
find these results 
underutilized. 

Reeves et al. 
(2016). Examining 
the landscape of  
teacher learning for 
data use: The case 
of Illinois. 
 
 

• To examine Illinois 
public teacher data 
use practices. 

• To examine how 
leadership and teacher 
beliefs influence data 
use practices. 

• Used an online survey 
method.  

• Participants included 329 
teachers from 71 schools 
across at least 54 districts. 
The elementary level 
(grades K-5) had 102 
teachers. Middle school 
level (grades 6–8) had 141 
teachers, and High school 
level (grades 9–12) had 72 
teachers.  

• Descriptive statistical 
analyses were performed. 

Assessment data. Teachers use data for 
some of the following 
reasons:  

• Determine students’ 
level of achievement 
after instruction. 

• Identify next steps for 
instruction (e.g., move 
on and reteach). 

• Identify patterns in 
student thinking (e.g., 
errors and/or 
misconceptions). 

• Evaluate the 
effectiveness of one’s 
instruction (e.g., lessons 
and/or units). 

• Modify instruction or 
lesson plans for current 
students. 

School leaders who 
promote data use culture 
enhance teachers’ 
assessment data use 
practices. For example,  
offering in-service 
workshops on 
assessment, and data-
driven decision making 
establish professional 
learning communities, 
data teams, and data 
coaching activities.  

Factors influencing assessment 
data use practice:  

• Organization context and 
leadership – higher data use 
by school leadership leads to 
higher data use practices. 

• Assessment beliefs – 
assessment informs 
teaching. 

• Data use self-beliefs – one’s 
ability to apply data to 
practice will lead to higher 
data use. 

• Receiving data use training 
or coaching promotes data 
use among teachers. 
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Note: Teachers took 
either undergraduate or 
graduate courses in data 
use practices. 

Rennie Center 
(2020). 
Measuring 
student success: 
Innovative 
approaches to 
understanding 
diverse learners. 

This assessment report 
focuses on three key 
areas: supporting the 
whole child, serving all 
students, and building 
multiple pathways to 
college and career. 

Help schools and districts 
identify new approaches to 
assessing student success 
that supplement existing 
methods of testing. 

• This “action Guide” 
provides a discussion of 
how to measure student 
success through a 
“whole-child” lens. 

• A multi-tiered approach 
to student support is a 
necessary component of 
effectively serving 
students, offering a 
comprehensive 
framework for meeting 
students’ academic and 
non-academic needs. 

• Universal screening 
process that uses data to 
identify student needs. 

• Teacher-administered 
external assessments 
and student-centered 
internal assessments. 

• Classroom and student 
observations. 

• Preparation and of staff 
with appropriate skills to 
implement, monitor, and 
interpret non-academic 
results. 

• Engage students, 
parents, and community 
partners to gain a deeper 
understanding of 
students’ experiences 
outside of school. 

Massachusetts 
accountability system 
includes the following 
quantitative academic 
measures: 

• Achievement and 
student growth in 
English Language 
Arts, Math, and 
Science. 

• High school 
completion. 

• English language 
proficiency. 

Other measures of 
student success include: 

• Chronic absenteeism 

• Completion of 
advanced 
coursework. 

• Enrollment in 
training or higher 
education 
credentials. 

Educational leadership 
can offer support and 
guidance to teachers in 
the collection of 
assessment data to 
represent the whole 
child. 

Facilitators 

• Understanding how students 
are performing in the 
affective domain will assist 
teachers to better modulate 
learning opportunities in the 
classroom. 

Barriers 

• As more emphasis is place 
on academic achievement, it 
is difficult to attend to other 
achievement skills in the 
classroom. 
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Rhoads (2019). 
Educational 
leadership efficacy: 
The relationship 
between data use, 
data use 
confidence, 
leadership efficacy, 
and student 
achievement. 

• To explore the 
relationships 
between how 
educational leaders 
use data, levels of 
leadership efficacy 
with which they 
use data, and the 
relationship 
between data use, 
efficacy toward 
data use, and 
student 
achievement in K-
12 school settings. 

• To understand how 
data practices and 
data-driven 
cultures are being 
established and 
utilized by 
educational leaders 
in different 
leadership 
positions at K-12 
schools and school 
districts. 

• Mixed methods 
research design. 

• 6 quantitative and 2 
qualitative research 
questions. 

• A correlational research 
design was employed 
for the quantitative 
questions. 

• Grounded theory was 
employed for the 
qualitative questions. 

• Demographic data 
(e.g., enrolment by 
gender, transportation 
data). 

• Test score and student 
grade data (e.g., 
reading and 
mathematics 
assessment score 
data). 

• School-wide 
programmatic data 
(e.g., free and reduced 
lunch data and 
minority enrolment 
data). 

• Staff data 
Perception and 
advisory data (e.g., 
parent, staff, and 
student satisfaction 
survey data). 

• Student 
achievement. 

• Needs assessment. 

• Planning professional 
development. 

• For school 
improvement 
planning. 

• For setting and 
monitoring goals. 

• To detect trends and 
patterns. 
 

Facilitators 

• A clearly articulated data use 
culture contributes to the 
effective collection of 
assessment data and its 
subsequent use. 

Barriers: 

• Operational Challenges (e.g., 
lack of training for data 
usage, funding issues). 

• Data Challenges (e.g., 
Untimely production and 
dissemination of data, lack 
of reliable and quality data). 

• System Challenges (e.g., 
System capacity issues). 

• Leadership Challenges (e.g., 
Lack of data culture, Lack of 
clear vision and support). 

 

Ross & Kostuch 
(2011). Consistency 
of report card 
grades and external 
assessments in a 
Canadian province. 

The study investigated 
how well report card 
grades communicate to 
students and parents 
that educational 
standards are being met. 

159 42 samples of report 
card grades and EQAO 
external assessment scores 
for 2006–09 for Ontario, 
Canada. 

Summative data provided 
to parents in the form of 
report cards and large-scale 
assessments. 

Information that parents 
and student receive about 
student performance from 
report cards and external 
assessments are different 
enough to raise doubt 
about the credibility of 
one or both teachers 
assigned higher grades 
than external assessments 
warranted. 

• District and school 
leadership must be able 
to mediate a discussion 
about the discrepancies 
between report card 
makes and external 
assessments. 

• This discrepancy needs 
to be examined and 
accounted for to 
determine where true 
student assessment lies. 

Facilitators 

• Creating the conditions to 
allow authentic 
collaboration to occur 
amongst stakeholders. 

Barriers 

• Stakeholders who do not see 
the benefit of collaboration 
or who cannot find the time 
to engage in it. 
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Rudenstein et al 
(2018). Meeting 
students where 
they are. 

This paper provides 
school and district 
leaders with an in-depth 
exploration of the 
relational, pedagogical, 
and structural 
dimensions of meeting 
students where they are 
through a competency-
based learning system. It 
is organized around 
three driving questions: 

• How do we know 
where students 
are? 

• What do we do 
once we know? 

• Which strategies 
help us navigate 
systemic 
constraints? 

• A research-based 
discussion of meeting 
each student’s needs 
on their learning 
journey including: 

• Honing indicators and 
measures for student 
learning. 

• Decouple performance 
levels from age-based 
grade levels. 

• Student pathways need 
to be personalized, 
reflecting their unique 
needs, strengths, 
goals, and pace. 

• Re-think the structures 
currently in place that 
undermine strong 
relationship-building 
between learners and 
adults. 

Current research into 
competency-based learning 
systems. 

• Meeting individual 
students’ needs 
based on their 
current needs. 

• Determining student 
success based on 
how they have met 
their individual 
measures of learning. 

Large-scale changes to 
instruction and 
assessment require 
system-level adjustments 
to allow individual student 
instruction to be 
decoupled from age and 
grade expectations and 
instead be based on 
learning outcomes 

Facilitators 

• As with any educational 
change, teachers need to 
understand and believe in 
the change. 

• Teachers require supports in 
place to make these 
changes. 

Barriers 

• Teacher belief systems can 
prevent any educational 
changes taking place at the 
school level. 

Schelling & DaVia 
Rubenstein (2021). 
Elementary 
teachers’ 
perceptions of 
data-driven 
decision-making. 

This study focuses on 
the use of formative 
assessment data to 
guide instructional 
adaptations.  

Nine elementary teachers 
from Indiana (the USA) 
participated in focus groups. 

• Qualitative analysis of 
teacher feedback 
indicated that 
teachers: 

• Had positive thoughts 
(e.g., helpful) but 
negative feelings (e.g., 
stressful) about DDDM. 

• Were highly impacted 
by their schools’ 
culture of assessment. 

• Had mixed perceptions 
about their capacity 
and autonomy in 
conducting DDDM. 

• These findings will be 
used to develop a 
quantitative instrument 
for future research. 

• Furthermore, these 
findings can be used to 
support educational 
leaders’ efforts to 
provide better 
professional 
development and to 
facilitate more 
supportive school 
environments to ensure 
teachers can 
successfully implement 
DDDM practices. 

• District and school 
leaders will have to 
closely examine 
assessment expectation 
and adjust as needed to 
support DDDM in the 
school and classroom. 

Facilitators 

• Like every major educational 
initiative, success only 
comes from having all major 
stakeholders involved in the 
development and 
implementation of the 
initiative. 

Barriers 

• Failing to engage 
stakeholders in a new 
understanding of K-12 
assessment forms and 
purpose will make 
implementation difficult. 
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Schneider & Saultz 
(2020). 
Authority and 
control: The 
tension at the heart 
of standards-based 
accountability. 

The essay offers a 
perspective on state and 
federal power through 
their analysis of 
authority and control 
and how inspite of 
educational changes, 
little has changed in 
student evaluation or 
school accountability. 

• Two cases were analyzed 
using public policy 
literature on performance 
man- agement and the 
theoretical construct of 
high modernism. 

• The first case examined 
the moving from NCLB to 
ESSA in America and 
shows that little has 
changes in student 
evaluation and school 
accountability. 

• The second case gathered 
information from state 
departments of education 
about student evaluation 
before and after the 
implementation of 
Common Core. 

• Results indicate that 
evaluations have changed 
little and still have a 
strong accountability 
nature to them. 

• Examination of 
accountability literature. 

• Analysis of state 
departments of 
education to examine 
student evaluation 
methods before and 
after Common Core was 
introduced. 

• Large-scale assessments 
tend to remain 
relatively unchanged in 
education despite new 
programs and policies, 
yet they produce similar 
results. 

• Only when some local 
level assessment 
flexibility is put in place 
will real change in 
student performance 
begin to occur.  

• Since large-scale 
assessments are 
accountability tools, 
they are often divorced 
from classroom 
assessments. 

• Either the tools need to 
change, flexibility of 
assessment id 
introduced into 
education, or a great 
deal of teacher support 
needs to be given for 
teachers to have the 
skills to utilize large-
scale assessment results 
in their classrooms. 

Facilitators 

• Educational leaders at all 
levels must ensure that 
qualified teachers are 
recruited to assist students 
reach their highest learning 
potential. 

Barriers 

• Teacher shortages continue 
to make it difficult to hire 
fully qualified teachers. 

 

Stiggins, R. (2008). 
Assessment 
Manifesto: A Call 
for the 
Development of 
Balanced 
Assessment 
Systems. 
Educational Testing 
Service (ETS).  
 

Position paper outlining 
the need to “reevaluate, 
redefine, and redesign 
assessment’s role in the 
development of 
effective schools.” (p.2) 
Schools must become 
places where places 
where “all students 
meet prespecified 
academic 
achievement 
standards.” (p. 2) 

No specific research 
methodologies undertaken 
in this position paper. 

Effective assessments 
should provide teachers 
and students with 
information about their 
academic progress. School 
assessments should be 
diagnostic and motivational 
rather than simply serving 
accountability 
requirements. 

AFL assessments helps 
students understand 
where they are on their 
academic journey. These 
kinds of summative 
assessments provide 
information to make 
“course corrections” 
during the school year. 

District and school leaders 
need to encourage the 
consistent use of AFL in 
the classroom to motivate 
students and help them 
reflect of their learning 
journey. 

Facilitators 

• Any kind of comprehensive 
changes to the assessment 
culture of a district of school 
will require ongoing support 
for teachers as they learn to 
effectively implement AFL 
into their classroom. 

Barriers 

• Changes to assessment 
culture will naturally result 
in “push back” from some 
teachers who will need 
intensive support to help 
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them adopt new assessment 
values. 

Sturgis & Abel 
(2017). In search of 
efficacy: Defining 
the elements of 
quality in a 
competency-based 
education system. 

The paper explores 
three questions related 
to defining what high 
quality means in a 
competency-based 
district or school: 

• What are the common 
elements of the 
structure in 
competency-based 
schools? 

• What are the features 
one might expect to 
see in a high-quality 
competency-based 
school? 

• What are the 
approaches that can 
be used to promote 
quality in a 
competency-based 
system?  

 

The paper serves as a 
discussion starter in three 
broad areas: 

• Defining quality within 
each of the 
components of a 
personalized, 
competency-based 
system. 

• Strategies for defining 
and building high 
quality competency 
education. 

• Charting the course: 
what needs to happen 
to build high quality 
personalized, 
competency-based 
schools every time. 
System 

Defining Quality within Each 
of the Components 

of a Personalized, 
Competency-Based System 

Qualitative and 
Quantitative data collection 
through student 
achievement data, systems 
analysis, and external 
school reviews. 

• Develop common 
graduation 
competencies. 

• Focus instruction and 
expectations on 
College and Career 
Readiness outcomes. 

• Organize best 
practices to promote 
effective student 
achievement. 

• Clearly and 
transparently 
definition what those 
student outcomes 
should be. 

• Use external reviews 
of student 
achievement and 
how it is reached. 

 

Competency-based 
education is best 
developed at the district 
level, so teachers across a 
division can develop the 
skills necessary to support 
CBE at the district level, 
School leadership will 
need to guide its 
implementation. 

Facilitators 

• Further research should be 
examined to determine 
appropriate techniques to 
include formative 
assessment in the 
classroom. 

Barriers 

• Further quality research is 
needed to better meet the 
needs of students. 

Sturgis & Jones 
(2017). In pursuit of 
equality: A 
framework for 
equity strategies in 
competency-based 
education. 

The paper seeks to 
examine the concept of 
equity, and review 
equity strategies that 
have been developed to 
serve historically 
underserved students. 

• Three important 
concepts are 
introduced: 

• A definition of 
educational equity. 

• A set of equity 
strategies that every 
district and school 
should fully integrate 
into instructional 
capacity. 

• A framework that 
includes a set of guiding 

• Multiple sources of 
data, including 
qualitative interviews 
and surveys, can help 
identify where inequity 
may be undermining 
programming and/or 
where stronger equity 
strategies are needed. 

 

• How to develop an 
equity agenda that 
applies to 
competency-based 
education. 

• Develop a culture of 
Learning, Safety, 
Respect, Trust, and 
Inclusivity. 

• Develop Student 
Agency where 
students take charge 
of their learning. 

State and district leaders 
can create the condition 
for success in 
competency-based 
education by: 

• Removing the grade 
level ceiling that 
students work under. 

• Examine the 
achievement growth 
expectations for 
underserved cohorts 
of students as it may 

Facilitators 

• District and school-level 
leaders must work with 
teaches to ensure that large-
scale assessment results are 
beneficial to teachers and 
students. 

Barriers 

• If large-scale assessments 
are used solely for 
accountability exercises, 
neither students or teachers 
will benefit from completing 
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principles for ensuring 
that competency-based 
education is fully 
designed to support 
equity strategies and 
ensure all students are 
growing and 
progressing.  

 

• The cycle of learning 
is transparent to 
students. 

• Develop a shared 
vision of what 
students need to 
know and be able to 
do upon graduation. 

• Districts and schools 
are designed around 
shared and explicit 
pedagogical 
philosophies. 

• Learning objectives 
and rigor are 
calibrated with all 
students held to the 
same high standards. 

• Student progress is 
measured by growth 
along a learning 
continuum. 

• Assessment 
strategies include 
various rubrics as 
well as traditional 
assessment tasks. 

be possible for them 
to grow at more than 
one grade level per 
year. 

• Determine how pace 
can be used not only 
to acquire academic 
skills by also social 
and emotional 
learning and 
metacognition skills. 

• Ensure that 
individual students 
have the supports 
necessary to achieve 
success. 

these assessment and 
valuable instructional time 
will be lost during the 
conducting of these 
instruments. 

Townsley & 
Buckmiller (2020). 
Losing As and Fs: 
What works for 
schools 
implementing 
standards-based 
grading. 

The purpose of this 
essay is to document 
what works when K-12 
schools implement 
standards-based grading 
by examining related 
literature and to suggest 
areas for future 
considerations. 

This is a position paper that 
draws on appropriate 
educational literature to 
substantiate the benefits of 
standards-based reporting. 

Formative and summative 
report card assessments 
based on learning goals of 
the Common Core State 
Standards. 

Effective assessment (and 
student learnings) ties 
learning goals to report 
card outcomes. 

• Adept school leaders 
will consider reactions 
of parents including 
their specific concerns 
and needs to reframe 
the benefits of 
standards-based 
grading for teachers 
and students when 
compared to traditional 
grading practices. 

• Schools should deeply 
consider the principles 

Facilitators 

• District and school-based 
discussion of the alignment, 
and lack thereof of 
classroom report cards and 
large-scale assessment 
results and use of each set 
of results. 

Barriers 

• Confusion of the role of 
classroom reporting vs large-
scale assessments will 
remain until more teacher 
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of grading reform for 
tackling specific policies 
and procedures. 

• Establishing the pace of 
implementation of 
feedback opportunities 
are critical to moving to 
standards-based 
reporting. 

parent education takes 
place. 

Volante (2006). 
Toward 
appropriate 
preparation for 
standardized 
achievement 
testing. 

• This paper 
distinguishes 
between 
appropriate and 
inappropriate test 
preparation by 
examining three 
key issues:  

• Time spent directly 
on test 
preparation. 

• Content of 
preparation 
instruction. 

• The teaching of 
test-taking skills. 

This position paper 
references a number of 
appropriate educational 
literature related to large-
scale assessments and 
preparation for same. 

Utilization of curriculum-
teaching rather than item-
teaching tends to show 
correlation between test 
preparation and student 
achievement success. 

Teaching test taking skills 
assists students in being 
successful in answering 
test questions that may be 
presented in new and 
possibly confusing 
formats.  

School leadership need to 
support teachers as they 
move from “teaching to 
the test” to curriculum-
based preparation. 

Facilitators 

• Opportunities for various 
stakeholder groups to 
interact with assessment 
results is essential to make 
use of the results and place 
them in the context of other 
jurisdictions’ results. 

Barriers 

• Assuming that various 
stakeholder groups can 
utilize assessment results 
without some guidance will 
result in assessments not 
being used in an effective 
manner. 

Volante (2013). 
Canadian policy 
responses to 
international 
comparison testing. 

This paper examines 
policy responses across 
Canada to international 
student assessment 
programs such as the 
program for 
international student 
assessment, trends in 
international 
mathematics and 
science study, and 
progress in international 
reading and literacy 
study. 

Educational literature was 
reviewed and included 
refereed and non-refereed 
journal articles, proceedings 
from academic conferences, 
and ministry of education 
research reports and policy 
documents. 

The comparative analysis 
suggests a variety of factors 
influence the nature and 
degree of policy responses 
to international 
comparison testing within 
various Canadian 
provinces. 

• A variety of factors 
influence the nature 
and degree of policy 
responses to large-
scale international 
testing within various 
Canadian provinces, 

• The salience of test 
scores is in part tied 
to relative 
performance across 
provinces. 

• Curriculum reforms 
often intensify for 
tested subjects in 

District and school leaders 
need to take a hands-on 
approach to analysing 
large-scale assessment 
results, sharing the results 
with stakeholders and 
offering professional 
learning opportunities for 
teachers to better 
understand assessment 
results. 

Facilitators 

• District and school-level 
leaders are responsible for 
guiding teachers in effective 
instruction and assessment 
procedures. 

Barriers 

• It is difficult to develop 
national, common 
instruction practices and 
assessment protocols with 
little guidance from the 
national level.  



SCOPING REVIEW: PreK-12 ASSESSMENT PRACTICES 

88 | P a g e  
 

response to 
international test 
results. 

• School renewal 
efforts tied to 
international test 
results are heavily 
influenced by 
geopolitical forces. 

Volante & Beckett 
(2011). Formative 
assessment and the 
contemporary 
classroom: 
Synergies and 
tensions between 
research and 
practice. 

The purpose of the 
research is to expand 
the current research on 
formative assessment 
practice.  

• Twenty teachers 
working in elementary 
and secondary schools 
were interviewed from 
2 school districts in 
southern Ontario, 
Canada about their 
understanding and use 
of formative 
assessment strategies. 

• Analysis of the 
interviews followed a 
constant comparison 
method. 

Results suggested an 
imbalance in the use of 
formative assessment 
methods associated with 
improvements in student 
learning and achievement. 

The discussion focused on 
the implications for 
teacher education reform 
and in-service 
professional development 
so that greater synergy 
between formative 
assessment research and 
practice can be obtained 
in contemporary 
classrooms. 

Targeted professional 
development and greater 
attention at the pre-
service and in-service 
level seems warranted by 
the present results. 

Facilitators 

• District and school-level 
work to expand the 
definition of student success 
and how best to measure 
that success. 

Barriers 

• The use of large-scale 
assessments to the 
detriment of other measures 
of student success. 

Volante & Ben 
Jaafar (2010). 
Assessment reform 
and the case for 
learning-focused 
accountability. 

This paper discusses the 
documented impact and 
social consequences of 
external testing 
measures on students, 
teachers, and school 
systems within the 
Western culture of 
student performance. 

Position paper that uses 
educational and assessment 
literature to examine the 
pros and cons of 
standardized testing. 

The gathering of large-scale 
assessment data to 
determine student success 
and address school 
accountability. 

• Instructional support 
of students after 
large-scale 
assessments were 
conducted and 
showed a positive 
correlation with 
student 
achievement. 

• There is little 
evidence that large-
scale assessment 
alone had a positive 
correlation with 
student 
achievement. 

The authors suggest 
alternatives to simple 
large-scale assessment to 
determine student 
achievement that district 
and school level leaders 
can promote: 

• Redesign 
standardized 
achievement tests to 
reflect an emphasis 
on a broader range 
of skills, particularly 
those critical and 
higher order 
thinking. 

Facilitators 

• Discussion amongst 
teachers, administrators, 
and parents about the 
purpose of reporting is 
important before any 
changes are undertaken. 

Barriers 

• Mandated changes without 
discussions and stakeholder 
buy in will make reporting 
changes difficult to achieve. 
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• Utilize a mixture of 
large-scale and 
classroom-based 
assessments in 
a synergistic 
accountability 
system. 

• Utilize only 
classroom-based 
assessments for 
accountability 
purposes. 

Webb & Mashford-
Pringle (2022). 
Incorporating 
Indigenous content 
into K-12 
curriculum: 
Supports for 
teachers in 
provincial and 
territorial policy 
and post-secondary 
education spaces. 

This study compiles 
recent efforts to inform 
Ministries of Education 
and post-secondary 
education institutions of 
effective and culturally 
safe methods to 
incorporate Indigenous 
content in curricula. 

• Two rapid reviews of 
grey and academic 
literature were 
completed. 

• From 910 articles 
identified for possible 
inclusion in the review, 
seventeen articles were 
eventually selected. 

• Qualitative analysis of 
the included articles 
to determine: 

• What type of 
indigenous instruction 
is provided to teacher 
candidates? 

• How to use this 
knowledge in the 
classroom? 

This study finds growing 
support by provincial and 
territorial governments 
and academic institutions 
to incorporate Indigenous 
content for pre- and in-
service teachers to teach 
through course-, 
workshop-, and/or policy-
based interventions and 
resources. 

Provincial, district and 
school level leaders will 
need to continue to 
support the instruction of 
culturally appropriate 
indigenous education and 
support teachers, 
students and parents as 
needed. 

Facilitators 

• Collaboration of teachers 
sharing their current skill 
sets while adding to their 
repertoire will make the 
implementation of CBE in a 
district more likely to occur. 

Barriers 

• As some of the skills 
necessary to implement CBE 
will be new to staff, they will 
need some professional 
support to ensure success. 

 

 

 


