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Summary

SUMMARY

Background

The current widespread use of summative assessment and tests is
supported by a range of arguments. The points made include that not only
do tests indicate standards to be aimed for and enable these standards to be
monitored, but that they also raise standards. Proponents claim that tests
cause students, as well as teachers and schools, to put more effort into their
work on account of the rewards and penalties that can be applied on the
basis of the results of tests. In opposition to these arguments is the claim
that increase in scores is mainly the consequence of familiarization with the
tests and of teaching directed specifically towards answering the questions,
rather than developing the skills and knowledge intended in the curriculum. It
is argued that tests motivate only some students and increase the gap
between higher and lower achieving students; moreover, tests motivate even
the highest achieving students towards performance goals rather than to
learning goals, as required for continuing learning.

This systematic review was prompted by concern to identify the impact of
summative assessment and testing, which has burgeoned in many countries
in the past decade, on students’ motivation for learning. Whilst the impact of
testing on teachers, teaching and students’ achievement has been well
researched and represented in reviews of research, much less attention has
been given to its impact on the affective and conative (mental activity)
outcomes of education. The current widely embraced aim of developing in
today’s students the capacity to continue learning beyond the years of
schooling into lifelong learning means that, if some assessment practices are
reducing motivation for learning, there is clearly a cause for concern. The
purpose of the review was therefore to identify and synthesise research
evidence about the impact of summative assessment on motivation for
learning.

Definition of terms

Assessment is a term that covers any activity in which evidence of learning
is collected in a planned and systematic way, and is used to make a
judgment about learning. If the purpose is to help in decisions about how to
advance learning and the judgement is about the next steps in learning and
how to take them, then the assessment is formative in function. If the
purpose is to summarise the learning that had taken place in order to grade,
certificate or record progress, then the assessment is summative in function.
When summative assessment is used for making decisions that affect the
status or future of students, teachers or schools (that is, ‘high stakes’), the
demand for reliability of measures often means that tests are used in order
closely to control the nature of the information and the conditions in which it
is collected.

Motivation is a complex concept concerned with the drive, incentive or
energy to do something. Motivation is not a single entity but embraces, for
example, effort, self-efficacy, self-regulation, interest, locus of control, self-
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esteem, goal orientation and learning disposition. Learning, too, is a
complex phenomenon that cannot be conceived as a single entity but is best
understood as a field or as an ecological composite. The American
Psychological Association’s ‘Learner Centered Psychological Principles’
include 14 factors that influence learning and learners. These include
cognitive and metacognitive factors, motivational and affective factors,
developmental and social factors, and individual difference factors. Thus for
the purpose of this review, motivation for learning is understood to be a form
of energy which is experienced by learners and which drives their capacity to
learn, adapt and change in response to internal and external stimuli. It is
closely identified with the ‘will to learn’, which determines the effort that a
learner will put into a task.

There are different ways in which the energy, or the will, to learn can be
motivated and it is particularly important to distinguish between intrinsic and
extrinsic motivation. Those who learn in order to gain an extrinsic reward are
unlikely to continue learning once the reward is obtained or the penalty
avoided, and they will give up earlier if reward seems unobtainable. For
continued learning, the motive needs to be intrinsic, the reward being in the
process of learning and in the recognition of being in control of, and
responsible, for one’s own learning.

Aims of the review and review questions
Aims

The aims of the review were as follows:

1. To conduct a systematic review of research evidence of the impact of
summative assessment and testing on students’ motivation for learning

2. To determine the conditions and processes (including teaching)
associated with summative assessment and testing having a positive or
a negative impact on students’ motivation for learning

3. To identify actions that could be taken to increase the positive and
decrease the negative impact of assessment on students’ motivation for
learning

4. To consider evidence relating motivation for learning to learning
achievements and learning strategies

5. To make recommendations for policy and practice based on these
findings

6. To identify questions that need to be addressed by research so that
decisions on policy and practice in summative assessment can be
evidence-based

Review questions

Thus the review was designed to identify and synthesise research relevant
to the question:

« What is the evidence of the impact of summative assessment and testing
on students’ motivation for learning?

In order to achieve all the aims of the review, it was necessary to address
the further questions:
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* How does any impact vary with the characteristics of the students and
the conditions of the assessment or testing?

* Inthose studies where impact on students has been reported, what is
the evidence of impact on teachers and teaching?

¢ What actions in what circumstances would increase the positive and
decrease the negative impact on students of summative testing and
assessment programmes? In particular, what is the evidence that any
impact is increased by ‘raising’ the stakes?

« What are the implications for assessment policy and practice of these
findings?

Methods

The review was conducted using the procedures for systematic review of
research in education being developed by the EPPI-Centre. A wide-ranging
search was carried out for studies, written in English, of assessment for
summative purposes in schools for students between the ages of 4 and 19,
and which reported on aspects of students’ motivation for learning. The
search for studies involved searching relevant electronic databases and
journals online, following up citations in other reviews, handsearching
journals held in the library, and using personal contacts. Inclusion and
exclusion criteria were applied to abstracts before full texts were read and
labelled, using a core set of keywords and additional keywords specific to
the review. This process resulted in some further studies being excluded.
The remaining studies were analysed in depth using the Guidelines for
Extracting Data and Assessing quality of Primary Studies in Educational
Research, Version 0.94 (EPPI-Centre, 2001). Judgements were made as to
the weight of evidence relevant to the review provided by each study.

Lengthy consideration was given to ways in which the findings of different
studies could be brought together to form conclusions. None of the studies
dealt with all the variables included in the concept of motivation for learning
but they could be grouped according to the particular outcomes that were
investigated. These outcomes fell into three distinct groups, central to
motivation for learning. Expressed from a learner’s perspective, these are as
follows:

1. What | feel and think about myself as a learner
2. The energy | have for the task
3. How | perceive my capacity to undertake the task

The findings relating to the main review question are reported under these
headings. Judgements were made about each study in relation to
methodological soundness, appropriateness of the study type and relevance
to the focus of the review. In the synthesis, greater weight was accorded to
those studies rated most highly on these counts.

Results

The initial search resulted in the identification of 183 potentially relevant
studies. The successive stage in the systematic review process involved
excluding some studies at various stages, for reasons that were
documented. It resulted in 19 studies being identified as directly addressing
the review question; these included 13 outcome evaluations (three
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randomised controlled trials, three case control designs, three post-test and
four of other designs), three descriptive studies and three process
evaluations.

Evidence of impact

Between them, the identified studies considered a number of the component
aspects of motivation, but none considered all. The following main findings
emerged from studies providing high-weight evidence:

After the introduction of the National Curriculum Tests in England, low-
achieving pupils had lower self-esteem than higher-achieving pupils,
whilst beforehand there was no correlation between self-esteem and
achievement.

When passing tests is high stakes, teachers adopt a teaching style which
emphasises transmission teaching of knowledge, thereby favouring
those students who prefer to learn in this way and disadvantaging and
lowering the self-esteem of those who prefer more active and creative
learning experiences.

Repeated practice tests reinforce the low self-image of the lower-
achieving students.

Tests can influence teachers’ classroom assessment which may be
interpreted by students as purely summative, regardless of the teacher’s
intentions, possibly as a result of teachers’ over-concern with
performance rather than process.

Students are aware of a performance ethos in the classroom and that the
tests give only a narrow view of what they can do.

Students dislike high-stakes tests, show high levels of test anxiety
(particularly girls) and prefer other forms of assessment.

Teachers have a key role in supporting students to put effort into their
learning activities.

Feedback on assessments has an important role in determining further
learning. Students are influenced by feedback from earlier performance
on similar tasks in relation to the effort they invest in further tasks.
Teacher feedback that is ego-involving rather than task-involving can
influence the effort students put into further learning and their orientation
towards performance rather than learning goals.

High-stakes assessment can create a classroom climate in which
transmission teaching and highly structured activities predominate and
which favour only those students with certain learning dispositions.
High-stakes tests can become the rationale for all that is done in
classrooms, permeating teacher-initiated assessment interactions.

Goal orientations are linked to effort and self-efficacy.

Teacher collegiality is important in creating an assessment ethos that
supports students’ feelings of self-efficacy and effort.

An education system that puts great emphasis on evaluation produces
students with strong extrinsic orientation towards grades and social
status.

Evidence from studies providing medium-weight evidence:

The state-mandated tests in the US lower self-esteem for ‘at risk’
students.

A systematic review of the impact of summative assessment and tests on students' motivation 4
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¢ Low-achieving children can improve their achievement with the help of
supportive teachers or other adults.

» Interest and effort are encouraged in classrooms which encourage self-
regulated learning by providing students with an element of choice,
control over challenge and opportunities to work collaboratively.

» Teachers can influence the criteria that students use in self-assessment
of their work.

Differences relating to age, gender and level of
achievement

Older students (that is, aged 11 and above) are more likely than younger
ones to have a better understanding of simple grades are less likely to report
teachers’ grades as being fair but attached more importance to them. Older
students are more likely to attribute relative success to effort and ability,
whilst younger ones attribute it to external factors or practice. Older students
are also more likely to focus on performance outcomes (that is, scores and
levels) rather than learning processes.

Lower-achieving older students were more likely than younger ones to
minimise effort and respond to tests randomly or by guessing. There was no
evidence of age differences in test-taking strategies (checking, monitoring
time, etc.). Instead of motivation and test familiarity increasing with age,
older students feel more resentment, anxiety, cynicism and mistrust of
standardised achievement tests.

Lower-achieving students are doubly disadvantaged by summative
assessment. Being labelled as failures has an impact not just on current
feelings about their ability to learn, but lowers further their already low self-
esteem and reduces the chance of future effort and success. Only when low
achievers have a high level of support (from school or home), which shows
them how to improve, do some escape from this vicious circle.

Results of tests which are ‘high stakes’ for individual students, such as the
11+ in Northern Ireland, have been found to have a particularly strong and
devastating impact on those who receive low grades. However, tests which
are high stakes more for schools than for students (such as the National
Curriculum tests in England and state-mandated tests in the US) hardly have
less impact. Students are aware of repeated practice tests and the narrowing
of the curriculum and only those confident of success enjoy the tests. In
taking tests, high achievers are more persistent, use appropriate test taking
strategies and have more positive self-perceptions than low achievers. Low
achievers become overwhelmed by assessments and demotivated by
constant evidence of their low achievement, thus further increasing the gap
between low- and high-achieving students. A greater emphasis on
summative assessment thus brings about increased differentiation.

Girls were reported as expressing more test anxiety than boys. Girls also
make more internal attributions of success or failure than boys, with
consequences for their self-esteem.

A systematic review of the impact of summative assessment and tests on students' motivation 5

for learning



Summary

The effect of the conditions of testing

The conditions that affect the impact of summative assessment relate to the
degree of self-efficacy of students, the extent to which their effort is
intrinsically or extrinsically motivated, the encouragement of self-regulation
and self-evaluation, and the pressure imposed by adults outside the school.
Feedback has a central role since self-efficacy is judged from performance in
previous tasks of the same kind. If students have experienced success in
earlier performance, they are more likely to feel able to succeed in a new
task. Feedback that focuses on the task is associated with greater interest
and effort, whereas feedback that is ego-involving rather than task-involving
is associated with an orientation to performance goals.

Teachers’ own class-testing practices can help to increase self-efficacy, if
teachers explain the purpose and expectations of their tests and provide
feedback. Further, a school’s ‘assessment culture’ influences students’
feelings of self-efficacy and effort. Collegiality — meaning constructive
discussion of testing and the development of desirable assessment practice
in the school — has a positive effect, whilst a focus on performance outcomes
has a negative effect.

The degree to which learners are able to regulate their own learning also
appears to favour students’ interest and to promote focus on the intrinsic
features of their work. Students who have some control over their work by
being given choice and encouragement to evaluate their own work value the
significant content features of their work, rather than whether it was correct
or not. Thus classrooms that allow more self-regulation promote change in
the criteria students use in self-evaluation.

When test scores are a source of pride to parents and the community,
pressure is brought to bear on the school for high scores. Similarly, parents
bring pressure on their children when the result has consequences for
attendance at high social status schools. For many students, this increases
their anxiety, even though they recognise their parents as being supportive.

The effect on teachers and teaching

High-weight evidence from studies reporting on the effect of tests on
teachers and teaching in addition to impact on students’ motivation indicates
that when passing tests is high stakes, teachers adopt a teaching style which
emphasises transmission teaching of knowledge, thereby favouring those
students who prefer to learn in this way and disadvantaging and lowering the
self-esteem of those who prefer more active and creative learning
experiences. External tests have a constricting effect on the curriculum,
resulting in an emphasis on subjects tested at the expense of creativity and
personal and social development. High-stakes tests often result in a great
deal of time being spent on practice tests, the valuing of test performance
and undervaluing of other student achievements, with teachers’ own
assessment becoming summative in function rather than formative.

A systematic review of the impact of summative assessment and tests on students' motivation 6
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Increasing the positive and decreasing the negative
impact

Although the study findings pointed to negative impacts of summative
assessment on aspects of motivation for learning, they also indicated ways
in which these could be ameliorated so that learners as well as teachers can
benefit from summative assessment. High-weight evidence suggests that
practice in summative assessment could be improved by the following:

« Promoting learning goal orientation rather than performance orientation

e Cultivating intrinsic interest in the subject and putting less emphasis on
grades

» Teaching approaches that encourage self-regulated learning (including
collaboration among students) and cater for a range of learning styles

« Providing explanations of the purpose of assessment and providing
feedback that can help further learning

» Establishing a school climate of constructive discourse about
assessment among teachers, and between teachers and students

* Developing a constructive and supportive school ethos in relation to tests

* Ensuring that the demands of the tests are consistent with the
expectations of teachers and the capabilities of the students

¢ Involving students in decisions about testing

« Developing students’ self-assessment skills and use of learning rather
than performance criteria as part of a classroom environment that
promotes self-regulated learning

* Using assessment to convey a sense of learning progress to students

Implications for assessment practice and policy

In order to explore the implications of the review as fully as possible, the
review methodology included a consultation conference with invited policy-
makers and practitioners. Some of the messages below are derived directly
from the research studies whilst others emerged from discussion of the
review findings and reference to current practice in the UK at the
consultation conference.

Practice

* Reduce the narrowing impact on the curriculum and on teaching
methods by professional development that emphasises learning goals
and learner-centred teaching approaches.

» Share and emphasise learning goals, rather than performance goals,
with students and provide feedback to students in relation to these goals.

e Share in developing and implementing a school-wide policy that includes
assessment both for learning (formative) and of learning (summative),
and ensure that the purpose of all assessment is clear to all involved,
including parents and students.

« Develop students’ understanding of the goals of their learning, the
criteria by which they are assessed and their ability to assess their own
work

« Implement strategies for encouraging self-regulation in learning and
positive inter-personal relationships.

A systematic review of the impact of summative assessment and tests on students' motivation 7

for learning



Summary

¢ Avoid comparisons between students based on test results.

¢ Present assessment realistically, as a process which is inherently
imprecise and reflexive, with results that have to be regarded as tentative
and indicative rather than definitive.

Policy

* Recognise that current high-stakes testing is providing information about
students’ attainment by reducing motivation that is of questionable
validity.

¢ Recognise the importance of the various components of motivation for
students’ attainments in education. Empirical evidence shows that these
are positively related to attainment. For example, the OECD/PISA (2001)
provides firm evidence that achievement of literacy is positively related to
students’ interest in their learning, the extent to which their learning
strategies help them to develop understanding through linking to existing
knowledge instead of just memorising, and the extent to which they feel
in control of their learning.

« Provide professional development, particularly for senior school
management, aimed at enabling schools to develop a range of
assessment strategies and using summative information of different
kinds for improving the learning of their students. Current training
focuses too narrowly on the use of test scores, accountability and target-
setting; it needs to be more learner-focused.

¢ For summative purposes in reporting on individual students, move
towards testing students when their teachers judge them to be ready to
show their achievement at a certain level, thus minimising experience of
failure and its impact on self-esteem.

e Ensure that the criteria used in school evaluation (including self-
evaluation) make explicit reference to a full range of subjects; include
moral, spiritual and cultural as well as cognitive aims; and range across
an appropriate variety of teaching methods and learning outcomes.

« Develop schools’ self-evaluation practices, including teachers’
assessment skills, through targeted professional development.

« For tracking national standards, sample students rather than test all and
use a wider range of test forms and items.

* Quantify the ‘cost’ of current practice, including teaching time taken up
with testing and practice testing; the additional workloads to teachers’ of
extra marking; in addition to the cost of the tests and their development.

* Use test development expertise to create new tests and assessment that
will enable all valued outcomes of education, including creativity and
learning to learn to be assessed.

* Reduce the ‘stakes’ of summative assessment by avoiding comparisons
among schools in terms of test results and end the practice of basing
targets only on test results.

Other outcomes of the review were the identification of further research
required in this area particularly to extend the research base in relation to
outcomes of education that are particularly important for lifelong learning,
and a clarification and development of the methodology of systematic
reviewing applied to educational research.

A systematic review of the impact of summative assessment and tests on students' motivation 8
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Chapter 1: Background

1. BACKGROUND

1.1 The increase in summative assessment and
tests

Many developments in education policy are designed to raise standards of
students’ achievement; assessment policy is an important element. There are
two competing claims for ways in which assessment can raise standards. On
the one hand, there is a common sense assumption, widespread among both
the educational community and parents, that summative assessment in the
form of tests and examinations, is a key source of motivation for learning. In
England, as in many states of the USA, where assessment for summative
purposes has burgeoned in the past decade, an increase in test scores year
on year has been found and this has been attributed, as least in part, to the
implementation of tests.

The growth of external tests in the US has been charted by Clarke, Madaus,
Horn and Ramos (2000). They report that the number of states using
standards-based tests rose to 47 in 1998, an increase of 40% in just three
years. They also comment on the trends in the form of tests, a feature which
cannot be neglected when considering the impact on teaching and learning.
They report that, although multiple choice tests, which dominated in the first
half of the 20" century, were challenged by the move towards ‘alternative
assessment’ in the 1980s, the drive for efficiency in testing and the use of
machine marking means that a large number of states continue to use, or
have reverted to the use of, multiple choice tests, although some supplement
these with short-answer questions. The authors also point out the very large
commercial industry that has grown up around testing, with inevitable
pressures to maintain a high level of use of tests. Schools use a variety of
standardised tests in addition to the mandated standards-based.

In England, too, there is test-inflation. A survey by the Qualifications and
Curriculum Authority conducted in 2000 found that the introduction of National
Curriclum Tests brought with it an increase, not a decrease, in use of other
tests. It is estimated that the average students in England takes 105 tests
between the ages of 4 and 18 (Professional Association of Teachers, 2002).

Thus summative assessment has become for most students in many Western
countries, not a once-a-year event which in comparison with daily interactions
with teachers might be considered to have a minor role in determining their
‘faith in themselves as learners’ (Stiggins, 2001 p46), but rather a frequent
experience which may have an undesirable effect on motivation for learning.
Moreover, research shows that this effect is greater for the less successful
pupils and thus tends to widen the gap between higher and lower achieving
pupils (Madaus, 1992).

1.2 Assessment and raising standards

A strong case can be made for the motivational role of external examinations
and tests. Kellaghan, Madaus and Raczek (1996) identified six propositions
put forward in favour of this role. These are: that tests and examinations
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indicate standards; that high (‘world class’) standards can be demanded; that
they exemplify to students what they have to learn; that rewards and penalties
can be applied to the results; that students will put effort into school work in
order to pass tests; that this will be the case for all students. Most, if not all, of
these propositions underpin summative assessment programmes such as
state-mandated tests in the US, the national examination systems for 16 to 19
year olds in the UK and in many other countries, and the national curriculum
tests in England and Wales.

On the other hand, there is evidence from research into classroom
assessment, cogently revealed in the review by Black and Wiliam (1998), that
formative assessment — assessment that is integral to teaching and designed
to help learning — raises standards. Using a well documented, although not
strictly systematic, methodology, Black and Wiliam surveyed the evidence
about classroom assessment by teachers and its impact on learning. From an
initial 681 research studies they summarised findings from about 250. Their
conclusions refer to the use of assessment for formative purposes, which they
find to have a wholly positive impact on learning when it includes certain key
features which emerged from the studies. These features include particular
forms of feedback, the involvement of students in self-assessment and the use
of assessment in modifying teaching. Black and Wiliam acknowledged that
such practices require large shifts in teachers’ perceptions of their roles in
relation to their students, but that considerable gains in achievements are
possible as a result.

On the face of it, if the claims for both summative assessment and formative
assessment are valid, the two could co-exist in educational practice,
combining to raise standards for all students. A widely expressed view of
educators who have conducted research into summative assessment is that
the increase of test scores over time is due to greater familiarity of teachers
and pupils with the tests rather than increasing learning (e.g. Koretz 1988,
1991; Linn, 2000; Kohn, 2000). Further, the use of test scores and
examinations for purposes which affect the status or future of students,
teachers or schools (that is, are ‘high stakes’) results in teachers focusing
teaching on the test content, training students in how to pass tests, and
adopting teaching styles which do not match the preferred learning style of
many students (Johnston and McClune, 2000). In these circumstances,
teachers make little use of assessment formatively, to help the learning
process (Pollard et al., 2000; Osborn, 2000; Broadfoot et al., 1998). In other
words, high-stakes summative assessment squeezes out formative
assessment. Black and Wiliam also warned that ‘the context of national and
local requirements for certification and accountability will exert a powerful
influence on (formative assessment) practice’ (Black and Wiliam, 1998, p. 20).

1.3 Impact on students and teachers

The impact of summative assessment on teachers and teaching has been well
researched and represented in the reviews of Crooks (1988), Linn (1982) and
Shepard (1991). Crooks looked at the impact of assessment on students,
including self-efficacy, intrinsic motivation and attribution of success or failure.
He found evidence of the importance of motivational aspect in relation to
classroom assessment; that the use of extrinsic motivation is problematic and
that intrinsic motivation and self-regulated learning is important to continued
learning both within and without school. He reviewed the potentially positive
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role of classroom assessment, for example, in helping students to focus their
learning, but also concluded that test anxiety has a debilitating effect on
achievement and that this could be reduced by avoiding comparisons between
students and the use of letter grades.

Gordon and Reese (1997) reported evidence that teachers can train students
to pass any kind of test, even those intending to assess higher thinking skills,
frustrating those who consider that teaching to well designed tests can
influence teaching in positive directions (e.g.Yeh, 2001). Kellaghan et al.
(1996) expressed doubts that the aims of the education reform which
emphasises higher level thinking and problem-solving skills are compatible
with the programmes of high stakes testing. They traced the mechanism for
orienting students towards performance goals to the way in which students are
prepared for high stakes tests. The research they reviewed also undermined
the claim that better tests will lead to better teaching and learning.

‘Proponents of a system of high-stakes examinations will argue that if we
get the right kinds of tests — ones worth teaching to and preparing for —
then test-preparation practices will lead to the development of the valued
skills purportedly measured by the test. However, we believe that this
argument seriously underestimates the ability of test preparation to corrupt
the very construct the test is trying to measure. ...An important implication
of this is that when such corruption occurs, inferences from the test to the
original domain of interest — which if the educational reform language is to
be believed is the domain of higher-order thinking skills and habits of
learning — will no longer be valid.’

(Kellaghan et al., 1996, p. 53)

The impact of summative assessment on students’ motivation for learning can
be both direct and indirect. A direct impact can be through inducing test
anxiety and the effect of low scores on self-esteem and perceptions of
themselves as learners; an indirect impact can be through the effect on their
teachers and the curriculum. Any negative impact on motivation for learning is
clearly highly undesirable, particularly at a time when the importance of
learning to learn and lifelong learning is widely embraced. Thus it has been
argued that a rise in test scores may be accompanied by unintended negative
outcomes which have serious consequences for current generations of
students.

This review was undertaken in order to identify research evidence on this
matter and to report on what is known about the impact of summative
assessment on motivation. First, we have to be clear about what is included in
the concept of motivation for learning.

1.4 Motivation for learning

Motivation for learning is a complex overarching concept, which constitutes a
range of psychosocial factors both internal to the learner and present in the
learner’s social and natural environment. Psychologists apply the term
‘motivation’ to ‘the conditions and processes that account for the arousal,
direction, magnitude and maintenance of effort’ (Katzell and Thompson, 1990,
p. 144) which indicates this complexity. Johnston (1996) argues that the ‘will to
learn’ is at the very heart of the learning process and that this is very closely
aligned with the concept of motivation. She argues that the will to learn is
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derived from a person’s sense of deep meaning, or sense of purpose, and can
be described as the energy to act on what is meaningful. The will to learn is
related to the degree to which the learner is prepared to invest effort in the
learning process, and is that which engages their motivation to process,
perform and develop as a learner over time.

Common to many theories which have been built around the concept of
motivation is reference to goal orientation. People who commit themselves to
a goal will direct their attention towards actions that help them to attain that
goal and away from other actions. Research indicates that students with
learning goals show more evidence of superior learning strategies, have a
higher sense of competence as learners, show greater interest in school work
and have more positive attitudes to school than do students with performance
or achievement goals (Ames, 1990; Dweck, 1992).

There are many reasons why a goal may or may not be embraced. In their
review of research evidence Kellaghan et al. (1996) suggest that these
include, firstly, the need for an individual to comprehend the goal; secondly,
that the goal needs to be reachable yet challenging; thirdly, that individuals
should believe that their efforts to reach the goal will be successful; and,
fourthly, that attainment of the goal should lead to actual benefit for the
individual.

Attribution theory, concerning the reasons one gives for personal
characteristics or behaviour, contributes to our understanding of motivation for
learning, because a person’s perceptions of the causes of success and failure
are of central importance in the development of effective learning. Causes
have three dimensions. The first is locus, whether causes are perceived to
originate from within the person or externally. The second is stability, whether
the causes are perceived to be constant or to vary over time. The third has to
do with controllability whether the individual perceives that she or he can
influence the causes of success or failure.

Ability and effort are two frequently used causes of success or failure at a
learning task. Both are internal to the learner, but perceptions of their stability
and controllability vary among learners and teachers. Learners who attribute
success to ability, which they perceive as stable and uncontrollable, are likely
to respond positively to summative assessments, whereas learners who
attribute failure to ability, which they perceive as stable and uncontrollable, are
likely to respond negatively to summative assessment. Concomitantly,
learners who attribute success to effort, and who perceive ability to be
changeable and controllable are likely to deal with failure constructively, and to
persevere with the learning task (Schunk, 1991). All of these factors contribute
to a learners’ sense of efficacy in learning: their capacity to learn and to go on
learning.

1.4.1 Intrinsic and extrinsic motivation

Many educational psychologists and researchers distinguish between intrinsic
and extrinsic motivation. Intrinsic motivation means that learners find interest
and satisfaction in what they learn and in the learning process itself; it leads to
self-motivated and continued learning. Learners who are ‘motivated from
within’ recognise their own role in learning and so take responsibility for it.
These are the learners who will seek out information, identify their own
learning goals and persevere, knowing that what they achieve depends on
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their own effort. Such motivation is clearly needed for lifelong learning.
Extrinsic motivation describes the behaviour of learners who engage in
learning because it is a means to an end that has little to do with the content of
what is learned. The incentive for learning is found in rewards such as
certification, merit marks, prizes or in avoiding the consequences of failure.
Not only does this mean that learning may stop, or at least that effort is
decreased, in the absence of such external incentives, it also means that what
is learned is closely targeted at behaviour which is rewarded.

Some researchers have gone beyond the identification of intrinsic and
extrinsic motivation. For example, McMeniman (1989) identifies ‘achievement’
motivation, which is concerned not with external rewards, nor with the
pleasure of learning, but with the desire to achieve success in comparison with
others. Research indicates that competition with others and norm-referenced
assessment works best for successful students (Natriello, 1987).There are
also various types of extrinsic motivation identified by Rigby et al. (1992) which
are related to a dimension of different degrees of self-determination.

There is a considerable body of opinion and evidence that suggests that
different kinds of motivation are associated with different learning strategies.
For example, intrinsic motivation is associated with levels of engagement that
lead to development of conceptual understanding and higher level thinking
skills (Kellaghan et al., 1996). The review by Crooks (1988) also drew
attention to research that indicated the value of intrinsic motivation and the
problems associated with extrinsic motivation in tending to lead to ‘shallow’
rather than ‘deep’ learning.

Rigby et al. (1992) argue that a simple dichotomy between intrinsic and
extrinsic motivation is misleading when trying to explain learning because
individuals will seek to internalise and integrate their extrinsically motivated
behaviours. They suggest instead that there is a continuum of self-
determination, which begins with external regulation. The second point on the
continuum is introjected regulation, which involves motivation by internal
pressures such as self-esteem. The third point is identified regulation, where
the individual has come to value the behaviour and has accepted the
regulatory processes. The final and most autonomous form of extrinsic
motivation is called integrated regulation when the regulatory process is fully
integrated in the individual's sense of self, identity and value system.

1.4.2 The role of rewards

A good deal of attention had been given to the effect of rewards on motivation.
Kohn (1993), for example has conducted experimental studies which he
interprets as showing that associating a particular behaviour with a reward
decreases the likelihood of the behaviour being continued voluntarily if not
again rewarded. Others have concluded from similar experimental studies that
attention is narrowly focused on which is required to obtain the reward.
However opinions differ as to the dependability of the research and Kellaghan
et al. (1996) commented that the results of experimental studies are not clear-
cut and findings vary considerably with circumstances.

The meta-analysis in a systematic review by Deci, Koestner and Ryan (1999)
of 128 studies of the effects of extrinsic rewards on intrinsic motivation appear
to show clearly that such rewards undermined intrinsic motivation across a
wide range of activities, populations and types of reward. However, the
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conclusions of Deci et al. have been challenged by Hidi (2000) who pointed
out that these were drawn from studies that only related to activities that were
interesting (as defined by the researcher), and excluded uninteresting tasks.
There was also relatively short-term engagement of learners with the activities.
In a separate analysis of a smaller number of uninteresting tasks, rewards did
not reduce intrinsic motivation. Hidi and Harackiewicz (2000) argue that ‘the
effects of external rewards may depend on the complexity of the activity and
the length of involvement. More specifically, a combination of intrinsic rewards
inherent in interesting activities and external rewards, particularly those that
provide performance feedback, may be required to maintain individuals’
engagement across complex and often difficult — perhaps painful — periods of
learning’ (ibid p. 159). From their own review of research on the role of
interests and goals on achievement, Hidi and Harackiewicz, concluded that
the dichotomy between extrinsic and extrinsic motivation is unhelpful and that
it is time to seek ‘optimal combinations’. This may be particularly necessary
for students lacking interest and intrinsic motivation for academic studies.

Ames (1992) review of the research on the impact of rewards in the context of
summative classroom assessment supported the findings of Deci and Ryan,
(1985), but added that other research shows that rewards can enhance
achievement goals when it is contingent on effort, on progress in relation to
short-term goals or on ‘meaningful aspects of performance’.

1.5 Relationship between assessment and
aspects of motivation

From the evidence cited above, it appears that both the extent of learning and
the quality of that learning may depend on the type of motivation. The role that
assessment plays in promoting intrinsic or extrinsic motivation is a central one
and hinges on the concept of the perceived locus of control. Learning has to
be done by the learners, for no-one else can do it for them; therefore, the more
the learner is in control, the more likely that there is effort put into learning.
The review of Deci and Ryan (1985) provides research evidence that
assessment of the kind that takes away control from the learners reduces
intrinsic motivation and leads to ‘surface’ learning.

Natriello (1987) emphasised the importance of distinguishing between the
different purposes of assessment and concluded that ‘an evaluation system
for the purpose of enhancing student motivation might involve a differentiated
task structure in the classroom, a mix of more and less predictable tasks,
clearly articulated criteria, challenging yet attainable, self-referenced
standards, relatively frequent collection of information, appraisals that truly
reflect student effort and performance and differentiated and encouraging
feedback. An evaluation system designed for purposes of certification would
look quite different’ (p. 171). Whilst reviewing research which indicates that
clarifying assessment criteria for students is associated with high levels of skill,
self-efficacy and rapid problem-solving, he pointed out that too much
emphasis on explicit criteria can have the undesirable effect of encouraging
students to limit attention to what is being assessed.

Ames’ review of 1992 was concerned with looking at achievement goals and
identifying the situations and instructional strategies that lead to motivation
towards desired goals. She contrasted learning goals (also known as task-
involved or mastery goals) with performance goals (also known as ego-
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involved goals). In searching for conditions which affect students’ motivation
for learning, she cited research which indicates that social comparisons have a
strong role in this respect. Students who are compared unfavourably and
publicly with their peers hold low self-esteem in relation to learning, avoid risks
and use less effective and more superficial learning strategies. Not only do
their own perceptions of themselves as learners suffer but this perception
becomes shared by their peers. She cites Grolnick and Ryan’s (1987) findings
that when assessment is perceived as ‘an attempt to control rather than
inform, meta-cognitive processes are short-circuited’ (p. 265).

A review by McDonald (2001) was specifically focused on test anxiety and its
impact on students’ performance. His concern was to look at evidence relating
to students at school, since he notes that conflicting conclusions about the
impact of test anxiety on performance may have resulted from many studies
having been carried out in experimental situations with those who have left
compulsory education. He found studies difficult to synthesise on account of
the different instruments used to assess test anxiety. Where there was a
distinction between general fears and test anxiety (fear of negative
assessment), it was found that, whilst the former decrease with age, the latter
increase with age. Females were found to score more highly on test anxiety
than males. In relation to performance, there was considerable evidence from
a range of countries and across academic subjects of a negative relation
between test anxiety and test performance. Although there were also studies
which reported no relationship, McDonald concludes that overall the influence
is negative and large enough to make the difference between passing and
failing a test for at least one fifth of the students. Thus this review supports the
importance of paying attention to test anxiety.

1.6 Differential impact on minority students

Two reviews — by Madaus and Clarke (1998) and McNeil and Valenzuela
(2000) — were presented at a conference on High Stakes Testing K-12 held at
Harvard University in December 1998. They had specific focus on research
relating to issues of high stakes testing in the US. Madaus and Clarke
focused on the impact of high-stakes testing on minority students, drawing
mainly on research conducted at Boston College’s Center for the Study of
Testing, Evaluation and Educational Policy. They use the research not only to
identify the existence of impact but also how high-stakes testing comes to
influence what is taught and learned. They point out that such influence is
deliberate in a context of ‘measurement-driven instruction’ and show that
teachers use past examination papers to define the curriculum, paying
attention not just to the content but also the form of the test. They discuss the
impact on student motivation and on student dropout rate. They draw the
following conclusions:

» High-stakes, high-standards tests do not have a markedly positive effect
on teaching and learning in the classroom.

¢ High-stakes tests do not motivate the unmotivated.

» Contrary to popular belief, ‘authentic’ forms of high-stakes assessment are
not a more equitable way to assess the progress of students who differ in
race, culture, native language or gender.

* High-stakes testing programs have been shown to increase high school
dropout rates — particularly among minority student populations.

(Madaus and Clarke, 1998, p. 1)
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McNeil and Valenzuela (2000) reviewed evidence of the impact of high-stakes
testing in general and of the Texas Assessment of Academic Skills (TAAS) in
particular. Like Madaus and Clarke, their focus was on the impact on minority
and economically disadvantaged students. They present an analysis of studies
from which they conclude that

‘behind the rhetoric of rising test scores are a growing set of classroom
practices in which test-prep activities are usurping a substantive
curriculum. These practices are more widespread in those school where
administrator pay is tied to test scores and where test scores have been
historically low’

(McNeil and Valenzuela, 2000, p. 2).

In such schools, mostly attended by African-American and Latino students, the
pressure has meant that ‘a regular education has been supplanted by
activities whose sole purpose is to raise test scores on this particular test.’

(p. 2). McNeil and Valenzuela highlight the distortion of educational
expenditure: away from high quality curriculum resources towards test-
preparation materials which have little educational benefit beyond the test.
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2. AIMS OF THE REVIEW AND REVIEW QUESTION

2.1 Aims of the review

The purpose of this review was to address, through a systematic synthesis
of the evidence from research, the important relationship between students’
motivation for learning and summative testing and assessment. The overall
aim was to identify the research evidence of the impact of summative
assessment on the various component variables that together constitute
‘motivation’, or the energy to learn. In addition, in order to make
recommendations for policy and practice, it is important to understand how
any impact is brought about. Thus the review sought to identify the
conditions and processes involved in creating an impact, including the role of
teachers and teaching.

The aims of the review described in this report were:

« To conduct a systematic review of research evidence of the impact of
summative assessment and testing on students’ motivation for learning

» To determine the conditions and processes (including teaching)
associated with summative assessment and testing having a positive or
a negative impact on students’ motivation for learning

» To identify actions that could be taken to increase the positive and
decrease the negative impact of assessment on students’ motivation for
learning

« To consider evidence relating motivation for learning to learning
achievements and learning strategies

» To make recommendations for policy and practice based on these
findings.

« To identify questions that need to be addressed by research so that
decisions on policy and practice in summative assessment can be
evidence-based

The review includes process and outcome studies of interventions relating to
various forms of summative assessment, including standardised tests,
teachers’ classroom summative assessments and grading by teachers. The
word ‘intervention’ is used to describe the assessment practices studied. In
many cases these were ‘naturalistic interventions’ in the sense that they
were part of the ongoing experience of students and not introduced by
researchers in order to assess their impact. National Curriculum Tests and
similar required assessments were regarded as naturalistic interventions in
this respect. Experimental conditions were also included, but, although more
controlled, their relevance to normal classrooms needed to be made explicit.

The review also attempts to appraise the weight of evidence provided by the
studies, a judgement which includes the methodological soundness, as far
as can be judged from the evidence available in the publications reviewed,
the relevance of the study type to the review and the appropriateness of the
choice of intervention and outcome measures to the questions being
researched.
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2.2 Review questions

The overall question addressed in the review was:

on students’ motivation for learning?

In order to achieve all the aims of the review, it was necessary to address
the further questions:

How does any impact vary with the characteristics of the students and
the conditions of the assessment or testing?

In those studies where impact on students has been reported, what is
the evidence of impact on teachers and teaching?

What actions in what circumstances would increase the positive and
decrease the negative impact on students of summative testing and
assessment programmes? In particular, what is the evidence that any
impact is increased by ‘raising’ the stakes?

What are the implications for assessment policy and practice of these
findings?

A systematic review of the impact of summative assessment and tests on students' motivation
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3. IDENTIFYING AND DESCRIBING STUDIES:
METHODS

The review set out to identify as many research studies as possible, of all types,
relating to naturalistic and experimental interventions and concerning the
processes and outcomes relevant to answering the review question. It involved a
process of subjecting studies to successive rounds of close scrutiny and
application of criteria until those studies most relevant to the review question were
identified. These studies were then assessed for methodological quality and
validity as part of the process of data extraction. Thus, following the definition of
questions and the development of the protocol there were seven stages to the
review: searching for studies; applying criteria to abstracts; obtaining full texts,
keywording and summarizing the characteristics of studies; applying refined
criteria for final selection; extracting data and evaluating weight of evidence;
synthesizing and consultation. The flowchart in Figure 1 represents these stages
and each is now briefly described.

3.1 Applying inclusion and exclusion criteria

Before obtaining the full text of the identified studies, inclusion and exclusion
criteria were applied to the abstracts from electronic databases such as ERIC
and BEI that were put into a database for this review. The inclusion and
exclusion criteria were as follows:

e Language of report: Included studies were written in English. This
inclusion criteria was due to the researchers’ limited command of other
languages. Future reviews may be able to include studies written in other
languages.

» Type of assessment and testing programme: Studies were included only if
they reported on programmes of summative testing or assessment. As
noted in the background to this review, previous work has been concerned
with assessment for formative purposes and the aims of this review are to
consider the evidence in relation to assessment for summative purposes.
Studies dealing only with formative assessment were excluded.

e Type of study and study design: Studies were included if they evaluated
the processes involved in assessment and testing programmes (process
evaluations) or the impact of assessment and testing programmes on
motivation for learning, (outcome evaluations). Outcome evaluations of a
range of study designs and descriptive studies were included. For the
purpose of setting out the background and context of the review, a wider
range of studies, such as commentaries on existing research, and
discussion of relevant issues, was initially included. At the keywording
stage, the commentaries and discussion papers were transferred to a
separate database, set aside from single studies used in synthesising
findings. The keywords allowed reviews of research to be included but
these reviews were later excluded as the process of systematic research
review is based on the synthesis of primary studies from the synthesis
since the EPPI Reviewer handled only single studies.
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Figure 1: Flowchart of studies at each stage of the review
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« Setting and population: Studies were included if they reported on pupils in
school or pre-school, between the ages of 4 and 18. Studies dealing only
with students outside this age range, in further or higher education or adult
education, were excluded. Studies which reported on teacher-related
factors/ experiences/ outcomes were only included if the study also
reported on student-related factors/ experiences/ outcomes.

e Date of research: As the concern of the review was to report on the effect
of current assessment policy and practice, most relevant studies were
those reported since about 1990, that is, since the beginning of the period
of major policy changes in assessment in England and many other
countries. However, since high stakes testing in the US began earlier, and
because research into examinations for selection and certification has a
longer history, no date limit was applied in the initial search for studies.

3.2 Methods for identifying studies

Studies were identified by searching bibliographic databases and registers of
educational research, by handsearching current and back numbers of relevant
journals, scanning reference lists of already identified reports, making requests
to members of relevant associations and using personal contacts. The details
of the search strategy are given in Appendix A. The decision about when to
stop searching was taken when the full range of databases and obtainable
journals identified as relevant; had been searched to the extent that was
feasible and considered worthwhile; for example, when searching earlier years
of a journal ceased to produce any relevant studies. It was recognised that no
search could be exhaustive.

3.3 Methods for characterising included studies:
keywording

For this review, four sets of review-specific keywords were added to the core
list of 12 sets of keywords produced by the EPPI-Centre (EPPI-Centre, 2002).
The keywords are included in Appendix B. They were applied following
guidelines produced by the EPPI-Centre. The Guidelines were helpful but
needed careful interpretation.

Keywording was useful in drawing attention to studies not meeting the criteria
but which slipped through at earlier stages. For instance, if a study could not
be categorised in terms of an assessment form and a motivation outcome
(review-specific keywords) it was recoded and excluded. The keywords which
were most useful in the next stage of defining the map, were those which
designated the type of study, and those which identified a particular type of
motivation outcome (for example, self-esteem, locus of control, learning
dispositions, etc.).

3.4 Methods for quality assurance

As noted above, the guidelines for applying keywords required some
interpretation. To check reliability in applying key words, 30 studies were
keyworded by two people, including EPPI team members. Agreement was
considerable and differences helped in clarifying the meaning of terms.
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4. IDENTIFYING AND DESCRIBING STUDIES:
RESULTS

4.1 Number of hits and studies included at each
stage

Figure 2 summarises the number of studies at each stage of the review. 183
studies were identified as relevant and entered into an EndNote database
(Db1). Note that, since much handsearching was required, Db1 is smaller than
it might have been as a result of considering abstracts only; that is, with the full
text available, decisions were made about exclusion at an earlier stage than
might otherwise have been the case.

104 studies met the inclusion criteria. Of these, 51 of these were not empirical
studies but were of sufficient relevance to be placed in a separate database
labelled for use in background discussion and possible guidance in relation to
recommendations. Ten studies were excluded at this stage, leaving 43 which
were placed in a third database, (Db3).

4.1.1 Final selection of studies

The 43 studies in Db3 were used to create a summary of the characteristics of
the studies found to meet the inclusion criteria. The summary is presented in

Table 1.
Table 1: Characteristics of the 43 Studies in Database 3 (Db1)
Source of No. | Type of study No. | Country
references of study
Electronic A. Outcome evaluation us
database 6 (i) RCT 4 | UK
Personal (i) Trial 3 | Australia
contact 10 (iii) Pre and post test 0 | Canada 1
Handsearch of (iv) Post test 1 | Israel 1
journals 14 (v) Reversal design 0 | Morocco 1
Journals online 2 (vi) Cohort study 6 | New
References from (vii) Case control study 1 | Zealand
other studies 11 (viii) Other design 5
B. Process evaluation 11
C. Economic evaluation 0
D. Intervention description 0
E. Methods
(i) Instrument design 0
(ii) Other 0
F. Needs assessment 0
G. Review
(i) Systematic 1
(i) Non-systematic 7
(iii) Meta-analysis 1
H. Descriptive study 3
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Table 1: Characteristics of the 43 studies in Db 3 (cont'd)

Age range* No. | Types of learning motivation* No. | Gender | No.
Primary children 25 i.  Intrinsic Motivation or Mixed 43
Secondary Extrinsic Motivation or
children 24 Achievement
Post compulsory Motivation or
learners Performance learning or
(17- 20) 3 Mastery learning 25
i. Self-Esteem / Self-
Efficacy 23
ii. Locus of
control/Executive
control/ Self-regulated
learning 13
iv.  Learning to
learn/learning
profile/learning journey 3
v. Test
Anxiety/stress/phobia 12
vi.  Learning for meaning 2
vii.  Learning dispositions 4

* These categories were not mutually exclusive

The summary, accompanied by a brief description of each study in Db3, was
discussed at a meeting of all members of the Review Group and the position
of particular studies in the final selection of studies was reviewed. Eight of the
included studies were reviews of research. These had been retained at the
keywording stage, but were not included in the synthesis which is based on
primary research studies. However, these studies have been used to identify
specific studies and to inform the background discussion. Sixteen other
studies were excluded for various reasons. In some cases they concerned
education beyond the age of 19. In other cases, decisions were made to

exclude studies where interventions could be regarded as involving

assessment but were not specific assessment or test methods: for example,
setting or streaming, and studies where the dependent variable was students’
achievement rather than motivation. At this stage, 18 studies remained, but a
further important study was obtained later and this was included in the final
database, giving a total of 19 included studies.

4.2 Characteristics of included studies

The sources of the included studies are indicated in Table 2.

Table 2 : Sources of the 19 selected studies for Database 4

Source of location of study

Number of studies (N=19)

Database
BEI
ERIC

Personal contacts
Handsearch of journals
References from other studies

[S)[&) I¢) BE_ V)
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Table 3 gives the characteristics of the studies in terms of design type, type of
intervention, type of outcome reported, country of origin and quality rating. The
type of outcomes labelled in this table are derived from a close reading of the

texts.

Figure 2: Numbers of items identified at each stage of the review process
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This summary of the features of the 19 included studies indicates the ways in
which each study was categorised by the keywording process. The keywords
deemed to designate aspects of motivation for learning enabled the pattern of
three over-arching themes to emerge. These are:

« What I feel and think about myself as a learner: self-esteem, self as a
learner, learning disposition, attitude to tests, test anxiety

» The energy | have for the task: effort; interest, self-regulation

e How I perceive my capacity to undertake the task: self-efficacy

Table 3: Features of the 19 selected studies

Design Type of Type of outcome | Country of
types intervention (> 1 per study) origin
Outcome: National Curriculum | Effort 9 | Canada 1
RCT 3 | tests: 4 Self-efficacy 4 | Israel 1
Case control 3 | State tests: 3 Self-esteem 7 | Morocco 1
Post-tests 3 | 11+ (Northern Interest 3 | UK 8
Other design 4 | Ireland) 2 Attitude to tests 5 | USA 8
Process: 3 | Classroom: Test anxiety 3
Descriptive: 3 | assessment: 5 Learning
Experimental 2 disposition 3
Feedback 1 Self-regulation 2
16+ exams 2 Self as a learner 4
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5. IN-DEPTH REVIEW: METHODS

5.1 Moving from broad characterisation to in-
depth review

The next step after mapping was a close reading and review of the full texts in
order to extract the detailed data necessary to answer the review question and
to assess the weight of evidence from contributing studies. The process is
described in the following sections.

5.2 Methods for extracting data and evaluating
weight to be given to evidence

Data extraction was carried out using theGuidelines for Extracting Data and
Assessing Quality of Primary Studies in Educational Research, Version 0.9.4
(EPPI-Centre, 2001) - online version is called EPPI Reviewer. This involved
answering 130 to 150 questions (depending on the type of study) about the
research reported in each study. The EPPI Reviewer was available for use
both online and offline. The process of extracting data from a study could take
from four to six hours, depending on the length and complexity of the report.
Data were extracted for each study independently by at least two people and
difference reconciled before the final entries were made into the EPPI
Reviewer.

5.2.1 Evaluation of weight to be given to evidence from
each include study

Whilst all the 19 studies met the inclusion criteria and could be characterised
using the general and specific keywords, they varied in design, methodology,
instruments used and close relevance to the review questions. In order to
ensure that conclusions were based of the most sound and relevant evidence,
judgements were made about three aspects of each study and these were
combined to give an overall judgement of the weight that could be attached to
the evidence from a particular study to answer the review question.

The three aspects are outlined in A to D below.
A soundness of methodology

These judgments of how well the study had been carried out were informed by
the responses to the following eight aspects of the study in the section of the
EPPI Reviewer relating to quality of the study:

» Is the context of the study adequately described?

« Is there sufficient justification for why the study was done in the way it was
done?

* Are the aims of the study clear?

» Is there an adequate description of the sample used in the study and how
the sample was recruited?
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« Is there an adequate description of the methods used in the study,
including methods used to collect data and methods of data analysis?

» Have sufficient attempts been made to establish the reliability and/or
validity of data collection tools?

« Have sufficient attempts been made to establish the reliability and/or
validity of data analysis.

» Are sufficient original data included so that it is possible to mediate
between data and interpretation?

In turn, the answers to these questions were informed by data about, for
example, the methods for ensuring the validity of data analysis identified in an
earlier part of the data extraction process. The judgement of methodological
soundness was thus dependent on what was reported in the study. The lack of
information about a certain feature did not necessarily mean that this feature
was not attended to, just that it was not reported. Studies were rated as high,
medium or low in relation to methodological soundness according to the
number of these criteria that were met (6-8, high; 4-5, medium; 0-3 low).

B Appropriateness of study type and design for answering the
review questions

The second judgement was made in relation to the extent to which the type
and design of study enabled it to be used to address the review questions. In
theory, some study types or designs might be better matched to the focus of
the review than others. This was not a judgement on the value of the study in
its own right, but only in respect of how well its design enabled the review
questions to be answered. Studies were rated high, medium and low in
relation to this aspect.

C Relevance of the topic focus of the study for answering the
review questions

As in B, this judgement concerns the match of the study to the purposes of the
review and is not a judgement on the value of the study per se. In this case,
the aspect of interest is the topic focus of the study, that is, how well the
nature of the data collected helped to answer the reviews questions. Again the
judgements were in terms of high, medium or low relevance.

D Overall weight that can be give to the evidence in relation to the
review focus

The judgements for the three aspects were combined into an overall weight of
evidence towards answering the review question. In doing this, where there
was a difference of judgement between A, B and C, the overall judgement
favoured C, the relevance of the topic focus. This was justified in terms of the
importance of the validity of the data. That is, the studies of greatest weight
were those reporting findings relevant to students in school as opposed to, for
example, performance on artificial tasks whose relationship to school work
was doubtful. This means that if a study was rated as ‘medium’ for C and high
for A and B, the overall rating was ‘medium’. A study rated ‘high’ for C and
medium for A would be rated ‘high’ overall since failure to meet some of the
methodological criteria often reflects the need to report succinctly rather than a
flaw in the processes carried out.
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5.3 Methods for synthesising findings

Lengthy consideration was given to the various ways in which the findings of
different studies could be brought together to form conclusions. In this review
of the impact of summative assessment on motivation, the research question
sets up summative assessment and testing (the naturalistic or experimental
intervention) as the independent variable and motivation for learning as the
dependent variable. However, there is no unique dependent variable which
can be measured as an outcome, since, as discussed earlier, motivation is a
conglomerate of a range of variables. Nor is summative assessment the only
factor affecting this complex overarching concept. A simplified view of the
relationship is attempted in Figure 3.

The initial search terms that were chosen to identify studies dealing with
motivation for learning were broad in scope in order to pick up a range of
variables likely to be relevant to the energy or motivation for classroom
learning. (See Appendix A: Search Strategy.)

None of the studies dealt with all the variables included in the concept of
motivation for learning but they could be grouped according to the particular
outcomes that were investigated. These outcomes fell into three distinct and
over-arching variables that were found to be integral to motivation for learning.
Expressed from a learner’s perspective these are:

« What I feel and think about myself as a learner
e The energy | have for the task
e How I perceive my capacity to undertake the task

Thus the task of synthesising the studies, to answer the main review question
was tackled through focusing on the impact of summative assessment and
tests on students’ motivation for learning, examined through these three over-
arching themes which are deemed to be integral to it.

5.4 Consultation

The final phase of the methodology was to present the findings in progress to
a peer group drawn together by the Assessment and Learning Research
Synthesis Group (ALRSG). This conference included 45 experts, representing
teacher practitioners (4), Local Authority or independent advisors (7),
Government or government agency representatives (11), teacher educators
(8) and academics with research interests in assessment (6) and policy (9). A
draft copy of the review was sent to all participants before the conference, and
the methodology and findings were presented in detail during the conference.
There were no significant problems or concerns expressed relating to the
methodology, nor to the theoretical framework utilised to analyse the findings.
In the second part of the conference, the participants contributed to an
exploration of the implications of the findings for policy and practice.

The outcomes of the conference deliberations were recorded and are
presented in Appendix D.
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5.5 Methods for quality assurance

Data extraction was carried out for all 19 studies independently by two people
and for 7 studies by three people, including EPPI-Centre staff. The main
difference stemmed from identification of study type, which has implications for
the selection of questions used in extracting some of the data. There were
some differences also in the detail recorded in completing answers, due in the
most part to the inexperience of the reviewers meaning that they could not
anticipate what was needed in the subsequent stages of synthesis.

The judgements related to the assessment of weight were made by two
researchers working together and agreeing the rating for A, B and C for each
study and the basis for arriving at an overall weight.
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Figure 3: Some of the variables relating to motivation and factors affecting
them
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Chapter 6: In-depth review - results

6.1 Description of included studies

Appendix C provides a structured summary of each of the 19 included studies,
giving the type of intervention, study type, outcomes reported, weight given to
the evidence and the theme(s) to which the study relates.

The judgements in relation to soundness, appropriateness of study type and

design and relevance of the topic focus, and the overall judgement of weight

are given in Table 4. It shows that 12 of the 19 studies were identified as
having high overall weighting, six as having medium weighting and one as
having low weighting.

Table 4: Results of the assessment of weight of evidence for each study

Study

Criteria for
methodological
quality (max=8)

A
Soundness
of method

B

Appropriatness

of study type
and design

C
Relevance
of topic
focus to
review

D

Overall
weight of
evidence

Benmansour
(1999)

4

Medium

High

High

High

Brookhart
and DeVoge
(1999)

High

High

High

High

Butler
(1988)

High

High

High

High

Davies and
Brember
(1998)

High

High

High

High

Davies and
Brember
(1999)

Medium

High

High

High

Duckworth
et al. (1986)

High

High

High

High

Evans and
Engelberg
(1988)

High

High

High

High

Ferguson
and Francis
(1979

High

High

Medium

Medium

Gordon
and Reese
(1997)

Medium

High

Medium

Medium

Hughes et
al. (1986)

Low

High

Low

Low

Johnston
and
McClune
(2000)

High

High

High

High
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A B Cc D
Criteria for Soundness |Appropriatness |[Relevance |Overall
Study methodological |of method |of study type of topic weight of
quality (max=8) and design focusto |evidence
review
Leonard and
Davey 6 High High High High
(2001)
Little (1994) 3 Low High Medium| Medium
Z%r; ft al 2 Low High|  Medium| Medium
Perry (1998) 5 Medium High Medium| Medium
(PZOC;'&;‘)]' et al. 6 High High High|  High
Reay and
Wiliam 4 Medium High High High
(1999)
Roderick
and Engel 5 Medium High Medium| Medium
(2001)
(31‘;“8“6”)" 7 High High High High

Table 5 shows the relationship of the studies to the three themes used in the
synthesis for the main review question. It also lists the type of intervention and
overall weight of evidence. There were 10 studies (eight of high weight and two
of medium weight) relating to What I feel and think about myself as a learner.
Nine studies (four of high weight, four of medium weight and one of low weight)
were related to The energy | have for the task. Five studies, all of high weight of
evidence, related to How [ perceive my capacity to undertake the task.

Table 5: Type of intervention, weight of evidence and theme for the included studies

Overall Type of What | feel The How I perceive
Study weight of |intervention |and think energy | | my capacity

evidence about myself | have for | to undertake

as a learner |the task |the task
a%%rg;msour H| Naturalistic X X X
Brookhart and
DeVoge H| Naturalistic X X
(1999)
alggeg) H | Experimental X
Davies and
Brember H| Naturalistic X
(1998)
Davies and
Brember H| Naturalistic X
(1999)
Duckworth et
al. H| Naturalistic X X
(1986)
Evans and "
H| Naturalistic X

Engelberg
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Study

Overall
weight of
evidence

Type of
intervention

What | feel
and think
about myself

The
energy |
have for

How I perceive
my capacity
to undertake

as a learner |the task | the task

(1988)

Ferguson and
Francis
(1979)

Naturalistic

Gordon and
Reese
(1997)

Naturalistic

Hughes et al.

(1986) L | Experimental

Johnston and
McClune H
(2000)

Naturalistic

Leonard and
Davey H
(2001)

Naturalistic

Little

(1994) Naturalistic

Paris et al.

(1991) Naturalistic

= | =2 £

Perry

(1998) Naturalistic

Pollard et al.
(2000)

T

Naturalistic

Reay and
Wiliam H
(1999)

Naturalistic

Roderick and
Engel
(2001)

Naturalistic

Schunk

(1986) H| Experimental

6.2 Synthesis across studies: overall review
question

What is the evidence of the impact of summative assessment and
testing on students’ motivation for learning?

Structure of the synthesis

For the purpose of this review motivation for learning was understood to be a
form of ‘energy’ which is experienced by learners and which drives their
capacity to learn, adapt and change in response to internal and external
stimuli. Energy for learning is influenced by a potentially large range of
variables. These include physiological, affective, conative, cognitive, social,
cultural and technical factors. Energy for learning is anthropologically prior to
these variables and is a natural phenomenon for human beings, rather like
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breathing. Evidence of the presence of energy for learning can be identified in
variables that are presumed to be integral to it: self-esteem, locus of control,
goal orientation, self-efficacy, etc.

As noted in section 5.3, none of the studies dealt with all the variables integral
to motivation. The studies were therefore grouped according to the aspects of
motivation they included. The groups were identified as follows:

» What I feel and think about myself as a learner: related to self-esteem,
self-concept, sense of self as a learner, attitude to assessment, test
anxiety, learning disposition

« The energy | have for the task: related to effort, interest in and attitude to
subject, self-regulation

* How | perceive my capacity to undertake the task: related to locus of
control, goal orientation, self-efficacy

Thus the synthesis of the review findings in relation to the main review
question is presented in terms of the studies which provide data in relation to
these three variables. The relationship is also indicated on the evidence tables
in Appendix C, in the shaded heading to each study. In three cases, a study
relates to two of these variables and in one case to all three.

6.2.1 What | feel and think about myself as a learner

The findings of ten studies were relevant to this theme. Eight of these were
rated as having a high weight of evidence and two of medium weight. Table 6
summaries the outcomes reported relevant to the review question, the type of
intervention, age group studied and the evidence weight.

Table 6: Studies relevant to the theme What | feel and think about myself as a
learner

Relevant Type of Age Country | Overall
Study outcomes intervention | group weight of
reported evidence
Benmansour | Effort, self-
(1999) efficacy, test High
anxiety, Naturalistic 9 | Morocco H
. school
learning
strategy
Davies and Yrs 2
Brember Self-esteem Naturalistic and 6 England H
(1998)
Davies and Yrs 2
Brember Self-esteem Naturalistic and 6 England H
(1999)
Evans and Attitude to Grades
Engelberg grades, Naturalistic 410 11 USA H
(1988) attribution
Gordon and Elem.
Reese Self-esteem, ... | and high
(1997) test anxiety Naturalistic school USA M
teachers
Johnston Learning Naturalistic Yrs 6 | Northern H
and dispositions, and 7 Ireland
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Relevant Type of Age Country | Overall
Study outcomes intervention | group weight of
reported evidence
McClune locus of (age 11)
(2000) control,
self-esteem
Leonard and | Attitude to
Davey tests, Naturalistic Year 6 | Northern H
(2001) self-esteem, (age 11) Ireland
test anxiety
Paris et al. Self-esteem, Grades
(1991) attitudes to Naturalistic 211 USA M
assessment
Pollard et al | Attitude to Years
(2000) tests, Naturalistic 1-6 England H
learning (age 5to
dispositions 11)
Reay and Self-esteem,
Wiliam attitude to
(1999) test.s, test Naturalistic Year 6 England H
anxiety, self- (age 11)
perception
as learner
Self-esteem

Seven studies dealt directly with measures or perceptions of students’ self-
esteem and views of themselves as learners. Two reports by Davies and
Brember (1998 and 1999) described results of an eight-year study of primary
children in England. Using the Lawseq questionnaire as a measure of self-
esteem, they followed changes in the self-esteem of successive cohorts of
year 2 and year 6 students over a period of eight years, starting two years
before the National CurriculumTests were introduced at Key Stage 1. They
found a drop in self-esteem for year 2 students, year by year for the first four
years, with the greatest change coinciding with the introduction of the National
Curriculum Tests. However there was a recovery for later cohorts such that
the final, eighth cohort had a higher level of self-esteem than any previous
cohort. For year 6 cohorts, there was a rise in self-esteem from year to year
with no dip. The self-esteem in year 6 of the students who were tested at year
2 showed little change.

The authors’ discussion focused on the drop in self-esteem coinciding with the
introduction of KS1 tests. They pointed out that these tests, when first
introduced, were cumbersome, lengthy and demanded a great deal of teacher
attention to individual students, leaving others feeling undervalued. Moreover,
teachers were reeling from the wide-ranging changes taking place, not only in
the assessment and curriculum but in school management, relations with
parents and various accountability measures. They suggest that the teachers’
low morale could have been communicated to the students in addition to the
teachers paying less attention to the class as a whole. Once the National
Curriculum Tests were simplified and teachers settled to a new regime, the
KS1 students’ self-esteem rose. For the year 6 students, the tests did not
begin until four years after the first KS1 tests and there was time for ‘an
assessment culture’ to have developed in the schools.

A systematic review of the impact of summative assessment and tests on students' motivation for
learning

35



Chapter 6: In-depth review - results

More indicative of a long-term impact of the National Curriculum Tests was
Davies and Brember’s finding that for pre-National Curriculum Test cohorts
there was no correlation between self-esteem and achievement as measured
by standardised tests in mathematics and reading. Post-National Curriculum
Testing, however, there was a small but statistically significant correlation
between self-esteem and achievement. This suggests that before the tests
were introduced, low-achieving students were no more likely to have low self-
esteem than high-achieving students. But after the introduction of the National
Curriculum Tests, the low-achievers had a lower self-esteem than their higher
achieving classmates. There is, of course, no basis for suggesting that the
National Curriculum Tests were a direct cause of the change in correlations;
indeed the impact of testing is rarely direct but mediated through a variety of
circumstances and people influencing children’s affective responses to tests.
However, this was a study providing high-weight evidence and it does point to
the introduction of the tests as the main factor which differed for the cohorts of
students concerned, whatever the mechanism of its impact.

The Northern Ireland 11+ examination was the subject of two of the studies.
Johnston and McLune (2000) investigated the impact on teachers, students
and students’ learning processes in science lessons through interviews,
questionnaires and classroom observations. Leonard and Davey (2001)
reported the students’ perspectives of the process of preparing for, taking and
coming to terms with the results of the 11+.

Johnston and McLune used several instruments to measure students’ learning
dispositions, self-esteem, locus of control and attitude to science and related
these to the transfer grades obtained by the students in the 11+ examination.
The measures were the Learning Combination Inventory (Johnston, 1996), the
B/G steem scale for primary pupils (Maines, 1996) and the Locus of Control
Scale for Students (Norwicki, 1973). From the Learning Combination
Inventory, they found four main learning dispositions:

» precise processing: preference for gathering, processing and utilising lots
of data, which gives rise to asking and answering many questions and a
preference for demonstrating learning through writing answers and factual
reports

» sequential processing: preference for clear and explicit directions in
approaching learning tasks

« technical processing: preference for hands on experience and problem
solving tasks; willingness to take risks, to be creative

» confluent processing: typical of creative and imaginative thinkers, who
think in terms of connections and links between ideas and phenomena and
like to see the ‘bigger picture’

Classroom observation showed that teachers were teaching in ways that give
priority to sequential processing and link success and ability in science to
precise/sequential processing. The statistical analysis showed a positive
correlation between precise/sequential learning dispositions and self-esteem.
The more positive a student’s disposition towards precise sequential or
technical processing, the higher their self-esteem and the more internal their
locus of control. Conversely, the more confluent the pupils’ learning
orientation, the more external their locus of control and the lower their self-
esteem. Interviews with te