Educational Accountability in Brazil: an overview?!

Abstract: This article charts the growth of large-
scale educational assessment in Brazil starting with
the implementation of the National System for
the Evaluation of Basic Education (SAEB) and
the creation of the first state system in Minas
Gerais. The first purpose of the study is to
determine whether these and any subsequent
systems were created to promote accountability
at school level. The second purpose is to
determine the extent to which the country’s first
experiments in establishing consequences for
teachers and school administrators on the basis
of comparative school performance heralds the
adoption of accountability policies on a wider
scale.
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INTRODUCTION

It is frequently claimed that large-scale
educational assessment has acquired its
current strategic role in the management of
educational services as the result of
profound changes in the role of the State.
In this view, widely-held in Brazil, the
remodeling of Stateresponsibilitiesthrough
the privatization of State enterprises, the
de-regulation of the economy, the
downsizing of government bureaucracy
and, aboveall, thedecentralization of public
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services, has provoked atransformation in
the purpose and variety of controls that
need tobeexercised by government (CAS-
TRO, 1998; MATTOS; PEREZ, 2001). As
part of this scenario, the decentralization
of public education has meant the
abandonment of traditional methods for
ensuring compliance with central
government policy via direct intervention
in the staffing and running of schools and
the consequent development of new
mechanisms of system control (BROAD
FOOT, 1996). Better described as "remote
control” (LIMA, 2000), these 'summative'
methods focus more on the external
assessment of the products of schooling,
as measured at the end of different school
grades, rather than onthe ‘formative' details
of the educational process itself. As
government gives greater autonomy to
schools, or even steps back from the
business of running them, so it looks for
waysto remainin control of the curriculum
and the broad objectives of educational
policy by fixing the criteria by which
educational success should be measured.
Central tothisview istheideathat the State
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no longer needs to be the sole direct
provider of public services but more the
evaluator of the quality of the
decentralized services now also to be
offered by others.

Critics see this conception of the role of
the State to be heavily influenced by neo-
liberal thinking insofar as it reflects the
incorporation of a private sector
management philosophy based on the
logic of the market-place, the ethos of
competition and the need to stipulate
standards in order to control the quality
of the final product (AFONSO, 1999). The
need and the methods to determine
whether central directivesare being carried
out, whether the curriculum is being
followed and whether standardsarebeing
met istheresult, therefore, of achangein
the relationship between government and
the system of public education where
decentralization has become almost
synonymous with privatization. However,
itisstill far from clear whether the adoption
of methods for the large-scale evaluation
of educational results is necessarily the
product of educational decentralization
or whether other factors play a deter-
mining role. In the case of Brazil, where
the supply of basic education from pre-
school to the end of secondary school
has been the responsibility of state and
municipal governmentsfor more than fifty
years, there is reason to doubt whether
this long-established 'decentralization’
can be taken as an important stimulus
for the widespread adoption of systemic

assessment during the 1990's. Even when
other definitions of decentralization are
taken into consideration, including the
policiesto foster greater school autonomy
that began to take shape in the transition
from military to civilian rule in the mid-
1980s, itis unlikely that the new systems
of external assessment were designed to
set limits on school autonomy or even to
promote adherenceto acentral curriculum.
In other words, although monitoring is
clearly one of the functions of educational
authorities, it is debatable whether the
spread of assessment in Brazil can be seen
as due to governmental demands for
greater control of schools. For thisreason,
the first questions to be raised by this
study concern the reasons behind the
adoption of system assessment as an in-
tegral part of educational policy.

Further criticism casts the wide-scale
adoption of educational testing in Brazil
as part of a broader process that has seen
the gradual replacement of traditional
concerns for equity and equality with
those of educational quality and control
(GENTILI; SILVA, 1995). Inthisview, the
expansion of assessment has not been to
collect better information for the
formulation of government policy or for
the improvement of investment choices
but to disseminate aconcept of evaluation
that can stimulate market-type competition
between school s by making them publicly
responsible for their results. (SOUZA;
OLIVEIRA, 2003). In opposition to this
view, it can be shown that the policy of
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attributing responsibility for the products
of schooling, now more commonly
referred to as "accountability”, can be
achieved in a number of different ways
and whileit is always an attempt to attach
consequences to the results of assessment,
the idea of promoting competition rarely
figures as an objectivegiven thedifficulty
of making meaningful comparisons
between schools.

Despite the criticsof accountability poli-
cies, the logic for establishing an
association between school activities and
outcomesisclear: if professional members
of the educational community can been
held responsible for the quality of the
educational experiencedirectly or indirectly
under their control, and the outcomes of
thisexperience can be objectively measured
through instruments that capture the
academic performance of their pupils,
then large-scale assessment of pupil
performance can become part of accoun-
tability systemsthat, in the hands of either
the local community or the educational
authorities, can be used to apply sanctions
and rewardsfor the purpose of stimulating
necessary improvements. Nevertheless,
thereisaclear differenceininterpretation
between accountability as a way to
promote market-type competition
between schools and accountability as a
legitimate device for theimprovement of
school-level results. This polemic creates
the further need to determine whether the
newly established mechanisms of
assessment have indeed been used to

establish accountability for the results
of schooling among those directly
responsiblefor the learning process. Does
the term accountability have this type of
currency in Brazil? Do educational
authorities at the different levels of the
federation see value in attributing
consequences to the results of their
assessment systems and is this policy
practicable given the still considerable
resistance to the very idea of external
evaluation within the educational
community? If accountability systems
have been instituted in Brazil, has the
result been to generate more competition
and less equity? If not, does this mean
that the critics of large-scal e assessment
are mistaken regarding the corrosive
effects of external assessment on the
professional autonomy of teachers and
on their collective responsibility for the
different outcomes of schooling?

To answer both sets of questions requires
anoverview of thegenesisof large-scale
educational assessment in Brazil, at both
national and state levels, and the more
detailed study of the first state-level
systems to associate pupil performance
with pay incentivesin an effort to institute
forms of accountability. The discussion
that follows seeks to determine the extent
that these pioneer "high-stakes"
accountability policies are likely to
copied in other parts of the country and
whether "low-stakes" alternatives exist
in the form of evaluations that can foster
a wider distribution of information on
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school quality without having pecuniary
or career consequences for teachers.

THE NATIONAL SYSTEM FOR THE
EVALUATION OF BASIC EDUCATION
(SAEB)

The National System for the Eval uation of
Basic Education (SAEB) wasimplemented
for the first time by the Federal Ministry
of Education in 1990 but sinceitscreation
has undergone a number of important
methodol ogical modifications to make it
today an extremely detailed portrait of
pupil abilitiesin Maths and Portuguese at
the end of the 4th and 8th grades of
elementary school and at the end of the
third (and last) year of secondary school.
In 1993, the structure of the national
sample of schoolswas altered and in 1995
other innovations were incorporated,
including asample of private schools, the
use of more appropriate methods for the
measurement of performance and the use
of a single performance scale for each
subject for better communication of pupil
results. In 1999 and 2001 the sampling
procedures were further improved and a
theoretical frame of reference established
for the socio-environmental background
guestionnaires applied to students,
teachers and school principals based on
the concept of school effectiveness.
Applied every two years and employing a
version of Item Response Theory in the
confection and analysis of items that
permits the comparability of results over
time, SAEB has provided an extremely

valuabletool for the monitoring of change
inthelevel of resultsfrom one application
to another, between the different states
and between different levels and areas of
study.

What this brief description should also
make clear isthat SAEB was designed as
a research instrument rather than a tool
for collecting school-level performance
data. Based, first, on a sample of schools
that permitted analysisonly at theregio-
nal level and then on representative
samples drawn from each state of the
federation so as to permit state-level
comparisons, SAEB was never intended
as a mechanism of system control. For
system control to have been its purpose,
with or without anotion of accountability,
it would have been necessary to apply
tests to all schools throughout the
federation even if the students tested in
each school represented no more than a
sample. Thiswas manifestly not the case.
In the first description of its purposes,
SAEB was created in order to
[...]develop the assessment
capabilities of the managerial
units of the educational system;
decentralize and regionalize the
operation of the assessment
process....so as to create the
connections and a stimulus for
the local development of
research and educational
assessment; propose a common
methodology for the different
research and assessment efforts
already undertaken and in the

process of implementation
(WAISELFISZ, 1993, p.12).

The test instruments were seen as a way
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to expose education managers at al levels
of the federation to the fundamentals of
education assessment and to establish the
use of standardized measures of
performance asthe dependent variablein a
variety of research models. This latter task
of raising methodol ogi cal issuesamong the
research community was especially evident
through the application of questionnaires
to collect the responses of school principals
and teachers on such topics as the level of
school autonomy, the physical conditions
of the school, school plans, involvement
of the community, teacher work conditions
and problems, levels of teacher education
and teaching methods and materials.

More recent descriptions of the purposes
of SAEB confirmitsearlier characterization
as a research instrument capable of
monitoring the progress of the country's
different systems of basic education and
of providing a description of the
"pedagogical dimension of schooling for
those in a position to take steps to impro-
ving the ability of schools to satisfy the
needs of pupils' (LOCATELLI, 2002). To
this original purpose have been added the
tasks of

[...]offering concrete assistance
in the formulation and reformu-
lation of government policy"
and of "providing education
authorities and society with a
clear vision of the results of the
education process and the
conditions under which they are
produced (LOCATELLI, 2002,
p.18).

Overall, the national assessment of basic
education has been motivated not by aneed

for control but by the belief that policiesto
improve the quality of schooling should be
based on reliable, objective information
generated through wide-scale measures of
performance, rather than hit-and-miss
gambles based on received wisdom or
guesswork.

Responsibility for the control of the
nation's basic education systems
constitutionally resides with the state and
municipal education authorities. However,
despite attempts by the 1996 Education
Act to redefine the division of educational
responsibilities between state and
municipality, the ambiguities in the
relationship between these two legally
independent spheres of government
means there is no overarching authority
for the measurement of pupil performance
nor for the overall control of the different
systems of education within any given
state. In some states of the federation,
what exist are state-level assessment poli-
cies to which the municipal systems can
adhere voluntarily. The first states to
develop their own policies in the early
1990s were Minas Gerais, Sdo Paulo and
Parana. In a second wave, the States of
Ceara and Rio de Janeiro also developed
state-level assessment procedures,
followed by the State of Bahia that for
the first time created an instrument to
evaluatefirst grade reading abilities. The
most recent states to implement state-
level assessment policies include
Pernambuco, Goias, Mato Grosso do Sul,
Acre, Maranhdo and Tocantins.
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THE MINAS GERAIS BASIC EDU-
CATION EVALUATION SYSTEM

The intention of those in charge of the
development of SAEB, even more clearly
stated after the adoption of educational
evaluation as the corner-piece of federal
government policy in 1994, wasto create a
single instrument that could be used by
education planners and policy-makers
throughout the nation. Although there was
no policy to preempt the creation of simi-
lar, state-level instruments, the Ministry
of Education offered no help to those
states interested in the development of
their own evaluation systemsin the belief
that these might lead to afragmentation of
effort and resources and undermine SAEB.
Despite this lack of federal support, the
government that took officein Minas Ge-
raisin 1991 made the creation of a state-
level evaluation system one of its top
policy priorities, along with school
autonomy, teacher training, the
strengthening of school governance and
state-municipal integration. As such, Mi-
nas Gerais was the first Brazilian state to
adopt an education assessment policy and
the first to formulate an assessment
system based on the idea of repeated
applications of census-type instruments
in al schools. In this regard, the Minas
Gerais assessment model was moreradical
than SAEB insofar asit held out areal offer
of pedagogical information of potential
useto al teachers aswell asthe meansto
determine differences between schools.

The principal argument in favour of greater
school autonomy was the sheer size of the
Minas Gerais state education system that
the new state secretary of education had
described as "unmanageable” in his first
speech to the State Assembly (MARES
GUIA NETO, 1992). The system at that
timewas comprised of 6,500 schools, 2.7
million students and 204,000 teachers and
the decentralization of administrative,
financial and pedagogical authority to the
school was seen as a precondition for the
reform of both school-level and central
management procedures®. The question to
be answered iswhether at this early stage
or in any of its later versions the Minas
Gerais education assessment system was
seen as a counterpoint to the school
autonomy policy, designed to ensure that
schools were exercising their new-found
power of decision in aresponsiblefashion,
and whether pupil results were seen to be
indicative of school-level decision-making
and amenable, therefore, to efforts to
promote accountability.

The official purposes of the first version
of the Minas Gerais evaluation system,
involving the application of tests to third
and eighth grade pupils in March 1992,
werethefollowing (ANTUNES; XAVIER;
FREITAS, 1992):

1. measure the level of
performance of pupils at the end
of the Basic Literacy Cycle (an
initial, ungraded period of
literacy instruction equivalent to
the first two years of elementary

3After more than a decade of a policy to decentralize responsibility for elementary education from State to Municipal governments, the State

of Minas Gerais now has 3.925 schools and 121.659 teachers.
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school, introduced experimen-
tally in 1985 in the first attempt
in Brazil to eliminate grading);

2. generate data for use in the
formulation of a reading and
writing instruction policy;

3.identify critical curriculumissues,

4.offer teachers an indication of
how to overcome difficulties.

Together, the four objectives indicate the
concern of the Secretariat of Education to
gather informationto helpintheevauation
and formulation of policy, principally with
regards the teaching of literacy and other
components of the curriculum. Although it
isnot entirely clear how far the application
of Portuguese language tests to third gra-
de pupilswould permit an evaluation of the
Basic Literacy Cycle policy, given the
absence of previous baseline data, the
identification of the strengths and
weaknesses of pupils at the end of this
initial period of literacy training was an
attempt to contribute constructively to the
improvement of teaching. However, in his
speech to the State Legislature, the
Secretary of Education introduced his
assessment policy as offering the chance
"to see whether the system improves in
comparison with itself. Thiswill be away
to measure the results of our own work"
(MARES GUIA NETO, 1992, p.26). In
other words, the evaluation policy was
also to beameasure of the effectiveness of
the new state education reform policies, in
a self-assessment that no previous
government had ever proposed.

The Secretary of Education also raised the
possibility of making comparisons
between schools on the basis of test
results:
With this test we will be able to
compare the results of different
schoals, cities and regions. We will
be able to help schools that need
assistance. We will also identify
more successful schools so as to
extend their experience to other

schools (MARES GUIA NETO,
1992, p.26).

The proposed comparisons between
schools were never carried out nor were
any concrete steps taken to analyse the
characteristics of successful schoolsfor the
purpose of transferring their successto other
institutions. Nevertheless, the language
used and the threat of comparisons could
well have been part of a policy to alert
schools as to their responsibility for the
results achieved in what would have been
an early version of a policy to generate
accountability. Poulson (1998) argues that
changes in education can be achieved not
only through legislation but also through
the discursive practice of educational
authorities and gives the example of how
the continual use of the concept of "choice"
and the representation of education as a
commodity during the Thatcher years in
England led to a change of attitude among
both teachers and the population. The
reiteration of statements and metaphors
suggesting that parents should have
"choice" with regards their children's
schooling led parents to see themselves as
education consumers and to accept the
need for externally-imposed regulatory
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mechanisms for schools in order to
protect their consumer rights. Was the
Secretary of Education in Minas Gerais
embarked on a similar process to instill
accountability by adopting an external
measurement of the success of teachers
and by emphasizing a policy of compari-
sons in order to show which schools
performed better?

In an article written after the second
evaluation of the Basic Literacy Cyclein
19944, the Secretary describes the
evaluation system as a "compass for both
the school and the Secretariat in the task
of promoting change and elaborating plans
for improvement” and as a "reference so
that parents can better understand the
quality of their child's school" (MARES
GUIA NETO, 1992, p.14). There is no
mention, however, of comparisonsand the
official description of the evaluation
processof that year, that had also included
the second application of Maths and
Portuguese tests to 5th grade pupils,
repeats the objectives of previous
applications, to help the Secretariat and
teachers better identify curricular difficul-
ties and better plan the development of
education (ANTUNES, XAVIER; FREITAS,
1994). No mention is made, however

vaguely, of informing parents as to the
quality of schools and much less of
drawing up league tables from which
comparisons might be drawn and schools
in some way held accountable. On the
contrary, not only is the language of
comparisons and accountability missing,
there is also the direct admission that
teachers are not to be seen as responsible
for the poor results of their schools even
if the solution for poor resultsis somehow
in their hands. In atelling but profoundly
ambiguous phrase, the Secretary of
Education states:

Recent research has shown that
our school does not feel
responsible for the failure of its
pupils. We recognize that the
teacher cannot be blamed for this
situation. It isavice of our culture
that is prior to the teachers who
are today in the classrooms. But
only the teachers can alter this
state of affairs. For this reason,
even if they are not to blame, it
is the teachers' responsibility to
look for a solution to the problem
(MARES GUIA NETO, 1992
p.10)

Although there was no clear notion as to
how to proceed from the identification of
problems to the necessary actions for
improvement, the purpose of the Minas
Gerais education evaluation system was

4 The different grades tested under the Minas Gerais evaluation system are shown in the following table:

Gread/Years 1992

3rd (BCL)

5550 2 e

4th Elementary

\

8th Elementary

5th Elementary

2th Secondary

/// l .// .
i

/// wm
-

/ | ] |

//

3rd/4th(Secondary/
Teacher Training)
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always diagnostic (SOUZA, 1999). Even
when the responsibility of the school was
specifically mentioned, the onus for the
improvement of resultswas generally laid
at the door of the Secretariat which, asthe
result of more accurate information, was
expected to produce better policiesfor the
investment of public funds and for the
improvement of educational quality:
In synthesis, this program for the
evaluation of the public school
proposed to carry out a diagnosis
and build up a school data base
comprised of reliable infor-
mation for the purpose of
implementing a plan for the

improvement of education
(SOUZA, 1999, p.62).

In this vision, no attempt was to be made
to enlist popular support for greater
community pressure on schools nor to
name and shame schools for their poor
results by publishing league tables in
accordance with levels of performance.
On the contrary, in line with the state
constitution which makes education
evaluation a "cooperative" venture
between secretariat and teachers, the
idea of attaching consequences to the
results of the evaluations was delibera-
tely avoided. The secretariat was aware of
the need to establish a bridgehead for
the gradual dissemination of a culture of
evaluation before any attempt could be
made to even disseminate the language
of accountability, let alone attach any
real consequences to the results of the
external tests.

There is likewise no evidence that the

creation and deployment of a census-type
assessment policy was the necessary
corollary of the decisionto promote greater
school autonomy. The key elements of the
school autonomy policy, including the
transferal of financial resources, the
decentralization of authority for the local
solution of avariety of administrativeissues
and the freedom to add locally-defined
elementsto the curriculum, wereall seen as
the way to unlock school-level creativity,
democratize school governance, promote
community involvement and foster a new
sense of self-respect. As such, the
promotion of greater school autonomy
was seen as one more policy to improve
educational quality rather than a real
decentralization of power. Therefore,
although occurring simultaneously with
the policy to foster school autonomy, the
new evaluation system was hot seen to be
the quid pro quo for atransferal of respon-
sibilities. Nor indeed was the Secretariat
in a position to determine whether the
measured levels of pupil performancewere
in any degree associated with greater
school autonomy. In this sense, not even
the change in the method for selecting
school principals from the traditional
procedure of political nominations to the
policy of ingtituting local electionswas seen
to require the adoption of a school
monitoring process via the application of
pupil performance tests. If the Secretariat
had been concerned to establish new
controls in the light of the loss of direct
control over the schools then the more ra-
dical process of municipalization of state
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schools would certainly have been
accompanied by some form of evaluation.
This was not the case nor was there any
moveto show autonomy to beadetermining
factor either in theimprovement or drop in
the levels of school performance.

If there was some unspoken reason for the
creation of a state system of evaluation it
was the accepted belief both inside and
outside the Secretariat that the quality of
education had suffered a serious decline
and that hard evidence of this fact was
required both to galvanize the efforts of
teachers and to establish a base line for
any future policy of educational standards.
Theresults of thefirst round of SAEB had
confirmed previousfindings of the Carlos
Chagas Foundation'sresearch in asample
of Brazilian cities showing only a small
minority of public school pupils to be
achieving what teachers themselves
defined as minimum standards (VIANNA;
GATTI, 1988, VIANNA, 1989). Theflight
of the middle class in the direction of
private education was another clear
indication of the samefact, aswasBrazil's
shaming performance in the second
International Assessment of Educational
Progress’ (LA POINTE et al, 1992a, 1992b).
With the demise of the traditional school
inspection system, essentially disbanded
after the return to democratic rule in the
mid 1980s, the prolonged decline in the
level of initial teacher education, the
inability of the profession to attract the
best candidates and the erosion of the
ethos of professional accountability that

was once part of theteacher's contribution
to the ideals of public education, the Mi-
nas Gerais education system was
undoubtedly in need of a dramatic
turnaround. It was the hope of those
involved in the creation of state policy at
the beginning of the 1990's that the
generation of reliable evidence attesting
not only to the general level of perfor-
mance but also pinpointing the major
learning difficulties of pupils would
represent a significant contribution in the
effort to improve quality and raise
standards.

The new version of the Minas Gerais
assessment system, created in 2000 under
the name of the Minas System for the
Evaluation of Public Education (SIMAVE),
has continued the "low-stakes" tradition
of its predecessor with regards the
generation of information of use mainly to
planners. The principal component of the
system, the Program for the Evaluation of
Public Basic Education, is described as
being
for the purpose of evaluating
schools belonging to the state
system and to those municipal
systems taking part in the
assessments so as to produce a
diagnosis capable of identifying
the problems and contributing
to the definition or reorientation
of educational policies imple-
mented by the public school
systems of Minas Gerais (BAR-

BOSA, 2004 apud BROOKE,
2005, p.9).

The idea of going further and using this
information for the purpose of accountability

5 An assessment coordinated by ETS of mathematics and science performance among 9 and 13 year olds carried out in 20 countries in 1990-
91. In Brazil, the study was restricted to the cities of S&o Paulo and Fortaleza (LAPOINTE, ASKEW and MEAD, 1992a and 1992b).
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isexpressly excluded by Article 126 of the
legislation creating SIMAVE. This article
prohibits the use of the results of the state
system of assessment for the purpose of
"classifying schools or other components
of the Minas Gerais System of Education
with a view to altering the educational
process'. Inthisexplicit rejection of theuse
of test results for the purpose of control or
accountability, the legislators obeyed the
orientation of the teachers union and of
other critics of external assessment.
However, in other significant waysSIMAVE
has gone further than its predecessor. By
adopting Item Response Theory and by
using some of the same items as in the
national assessment, SIMAVE has been
ableto employ SAEB'snational proficiency
scalefor each of the different subject areas
inorder to plot the performanceof al pupils
from the 4th grade of elementary school to
the last year of secondary school. The use
of this scale and the effort to characterize
the proficiencies corresponding to each
interval aswell as specify the proficiencies
expected at each different grade level is
symptomatic of the endeavor of the
Secretariat to feed the assessment scores
back into the schools in such as away as
to provide the basis for school-level plans
to improve results. One of these reports,
entitled the "Evaluation Bulletin" and sent
to each school at the end of the assessment
process, allows the school to make
comparisonswith the average performance
for the municipality, the region and the
state. The other reports, called the
"Pedagogical Bulletins', cover thedifferent

subject areas and contain detailed analysis
of the results of the state assessment and
how to overcome the difficulties
encountered. Using graphs, tables and
other devices, these documents enable the
school to identify the average level of
proficiency of its pupils and the
proficiencies that are lacking in order to
match the standards expected for each gra-
de. Atthesametime, SIMAVE hasinvolved
a number of higher education establish-
ments in the confection and application of
the instruments in an effort to strengthen
the dialogue between the school and the
institutionsresponsiblefor teacher training
and to reinforce the idea that the state's
assessment activitiesarealearning exercise.

ACCOUNTABILITY

It has been argued that while wide-scale
assessment wasimplanted in Minas Gerais
in order to generate school-level infor-
mation there is no evidence that the
decentralization of authority to the schools
was the motivation for the monitoring of
pupil performance. Likewise, it would be
incorrect to portray the state assessment
policy as an accountability program given
the absence of any component designed
to influence school behaviour by making
results public, typically by offering incen-
tives for higher levels of school
performance. However, before extending
this conclusion to other states, it would be
as well to review the notion of
accountability and to restate the essential
ingredients of an accountability program.
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Accountability programs can take a
variety of formsbut they sharethe common
characteristic of increasing the real or
perceived stakes associated with test
results for teachers and school
administrators. This means that for an
assessment program to become an
accountability program the results of the
tests have to be associated with conse-
guences that, symbolically or materially,
can affect the individual and are therefore
perceived asimportant. Breaking thisdown
into its component parts, what an
accountability program requiresin order to
operateis 1. the desire of thosein authority
to make public the differencesin the level
of performance of the component parts of
the educational system, 2. standardized
tests that can effectively supply this type
of information, 3. ways to analyse this
information so as to determine which
schools are performing adequately and
which schools are not and, 4. the capacity
to apply rewards or sanctions in
accordance with the established standards.
Thereasonsfor governmentsto embark on
thistype of policy can vary. Thisisnot the
place to do a review of accountability
programs worldwide but it is evident that
whilethe movement ison the declineinthe
UK it is taking the US by storm. In state
after state, governments have created new
curriculum standards, established new tests
aligned with these standards, created new
rulesfor student promotion and graduation,
implemented new rulesfor ranking schools
and publicizing test results and generated

new systems for rewards and sanctions.
Even President Bush, a Republican not
otherwise expected to be legislating in
favour of federal intervention, has created
the"No Child Left Behind" policy that sets
in place a national accountability system
of annual testing and performance-based
rewards (RAVITCH, 2000; MOE, 2002).
The question remains as to whether this
type of policy has begun to influence
Brazilian assessment programs and what
its long term prospects of success might
be.

STATE-LEVEL HIGH-STAKES ACCOUN-
TABILITY IN BRAZIL

Despite the availability of school level
performance data, the State of Bahia has
avoided using thisinformationinitsrecently
instituted model for the evaluation of
school principals®. Comprising seven
different criteria and a broad range of
indicatorsfor the assessment of school prin-
cipal performance and the payment of
bonuses equivalent to up to 50% of regular
salaries, this model employs both self-
evaluation and the existence of school-
based procedures for the evaluation of
teachers but fails to utilize the results of
the state-wide assessment of pupil learning.
Likewise, in the State of S&o Paulo there
have been no public attempts at instituting
consequences for schools or teachers in
the light of the annual measures of pupil
performance carried out in that State.

5 Established through the State Secretary of Education’s Instruction No. 7733 of May 15, 2003
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In both these states, asindeed in the case
of Minas Gerais, there was an explicit
avoidance of developing accountability
structures related to school-level results.
This decision was based on the belief that
it was necessary to first create a positive
attitude towards educational evaluation.
Thisisstill described asthe need to create
an "evaluation culture", in recognition of
the absence in Brazilian culture of a
commitment to objective evaluation and,
in particular, of the inherent resistance to
any type of educational testing. In other
words, in the case of Brazil, the creation of
a state-wide assessment program invol-
ving all schoolsisnot necessarily followed
by a policy to establish some form of
accountability.

1.Ceara

The State of Ceard, on the other hand, has
legally created an incentive scheme for
participating schools entitled The New
Millennium Educational Prizethat foresees
the payment of rewards on the basis of
external assessment as part of its Program
for the Improvement of Basic Education’.
This annual incentive scheme is based on
the results achieved by "the schoal, its
teachers and pupils'. Taking the form of
"financial incentives and public
recognition”, this scheme clearly fits the
model of accountability that lays emphasis
not just on the competition for students
but on the belief that education profes-
sionals can cooperate at school level to
improve collective resultsif offered group

7Law 13.203 of February, 21,2002.

financial incentives. Asthelaw establishing
the annual prize makesclear, the purposeis
to promote public recognition for higher
performing schools, improve the school
environment by creating aclimate of quality
that can influence school results, raise the
standards of public education and verify
the proficiency of pupils regarding both
their school performance and their use of
computers.

Thislast objectiveisareferenceto the fact
that the evaluation of pupil performancein
the State of Cear4is now carried out over
the Internet. From 1992 up until 1998 the
evaluation of pupil performance was
carried out in traditional manner under the
aegis of the Permanent System for the
Evaluation of Basic Education in Ceara
(SPAECE). Created to produce data.of value
to the Secretariat of Education in the
formulation of policy, from 1992 to 1994
SPAECE involved the annual application of
Portuguese and Maths tests to 4th and
8th grade pupils. In 1996 the spacing of
test applications was increased to once
every two years to coincide with the
intervening years between the SAEB
applications. However, in 2001, following
ayear in which the anticipated evaluation
did not take place, the methodology of the
testing system was radically altered to
become a Computer Aided Testing (CAT)
program, with instruments based on Item
Response Theory, and the program
renamed SPAECE-NET. Using the new
system, three applications have now been
undertaken (2001, 2002 and 2003).
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Another of the changes to take place in
2001 was the creation of a connection
between SPAECE and the Program for the
Improvement of Basic Education. With this
connection it became possibleto establish
average 4th and 8th grade performance
in Portuguese and Maths as the principal
indicator of school quality and the only
criterion for the decision regarding which
schools should receive the prize. In
accordance with the law, the top 100
schools in terms of average performance
in each subject and grade are eligiblefor a
prize providing the school averageisfive
or more (out of 10). For the top fifty
schools, the prize is 100% of the specified
value while for the next fifty the prizeis
worth 50% of thisvalue. Theone-timeprize
goesto each member of school staff andin
2002 was worth a maximum of approxi-
mately US$ 270 for all full-timetemporary
and permanent members of teaching staff
and US$ 100 for administrative staff, there
being a reduction inthecaseof part-time
teachers proportional to the number of
hours worked. For the top scoring pupils
there are al so prizes, the number and value
of which are determined each year by an
oversight committee comprised of
representatives from the Secretariat, the
University, the State Assembly and the
State Council of Education.

The incentive program has yet to be
subjected to an external evaluation in
order to determineits effects and observe
the practicalities of implementation but a

number of questions already spring to
mind. The first of these concerns the
comparability of schools from very
different regions and with widely different
student intakes. Given the single criterion
of average pupil scores and the failure to
establish reference groups in accordance
with pupil socio-economic characteristics,
one can predict that the winning schools
will always be from the capital or other
larger cities, rather than from therural in-
terior, regardless of the level of
contribution of each school in a "value
added" calculation of pupil performance.
A further doubt concernstheimpact of the
prize in establishing a climate of
collaborative concern for quality giventhe
transitory nature of school-teacher
relations, the absence of any school-level
decision-making regarding the hiring and
firing of teachersand the broader difficulty
of creating an incentive schemefor groups
of professionalsrather than for the indivi-
dual teacher.

2. RiodeJaneiro

The only state-level education accounta-
bility system to have produced documents
that describeits operationalization isthat
of RiodeJaneiro. Created under thename
of The New School Program® by decree
number 25.959 of January 12, 2000, this
programisastructured attempt to influence
the management of schools as well as the
outcomes of classroom teaching for which
that management is now held responsible.

8The full name is the State Program for the Restructuring of Public Education -The New School Program.
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The New School was seen to be away to
improvethe quality of education, establish
more democratic methods of school
governance, integrate governmental
action and improve theworking conditions
of teachers by rationalizing the use of
resources, universalizing attendance,
improving teacher pay and training and
strengthening the articulation of munici-
pal and state-level policy. The principal
mechanism for the operationalization of
this program has been the System for the
Permanent Evaluation of State Public
Schools which was designed to evaluate
the governance and educational proces-
ses of each school.

Following the creation of the New School
program, the state government hired the
Cesgranrio Foundation to supply the
necessary expertise for the design of an
appropriate model for the analysis of
school performance data. One of the very
few Brazilian organizations with the
technical capacity to design and analyse
tests using Item Response Theory,
Cesgranrio saw the New School program
as an opportunity to implement alongitu-
dinal research model that would permit the
collection of performance data from the
same pupils as they progressed through
the system. This would have allowed the
control of non-school influences on pupil
performance and a more reliable "value-
added" measure of school effectiveness.
In line with the demands of the State
Secretariat of Education of Rio de Janeiro,
the model would also contemplate the

external evaluation of eight different
dimensions of school governance as well
asindicators of school efficiency.

The eight dimensions of school gover-
nance for which datawere collected in 2000
and 2001 werethefollowing:

* Planning

* Management of Human Resources

* Management of Financial
Resources

¢ School Buildings

* Participation

¢ School-Community Integration

* Management of the educational
process

* Nutrition

For the same years the chosen indicators
of school efficiency were rates of pupil
progression and age/grade distortion.

In 2003, Cesgranrio presented a new
proposal containing important modi-
fications. The pupil performance dimension
of the program wasthe most affected. Due
to the absence of any data collection in
2002, as the result of a change of
government and the decision of the
incoming authorities to suspend the
program, the longitudinal research model
needed to be altered. In 2000, performance
data had been collected from pupilsin the
3rd and 6th grades and in the 1st grade of
secondary school in al schoolsvoluntarily
adhering to the New School Program. Inline
with theoriginal proposal, in 2001 the gra-
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des sampled were the 4th and 7th grades
of elementary school and the 2nd grade
of secondary school. The data to have
been collected in 2002, in the 5th and 8th
grades of elementary and the 3rd grade of
secondary school, would have completed
the process of esta-blishing the value-
added standards by which the future
performance of all schools was to be
judged.

To provide an alternative, Cesgranrio
proposed new instruments to test pupil
performance that would use similar items
to the SAEB and thereby permit that all
Rio de Janeiro scores be plotted on the
same scale as used in the national
assessment. Providing that the New
School program also tested the same 4th
and 8th grades of elementary school and
the 3rd grade of secondary school, this
would make the results of Rio de Janeiro
pupils comparable with SAEB's national
averages.

To comply with thisrequisite, Cesgranrio
set to work to produce the necessary
instruments. Thisinvolved the production
of an item bank based on the SAEB
reference matrices for the assessment of
Portuguese and Maths to ensure that the
new instruments measured the same
abilities asthose measured on the national
assessment. Theitemswere pre-tested on
20,000 pupils from public schoolsin five
different states in August 2003 in
preparation for the application to 180,000
pupils from the 4th and 8th grades and

the 3rd grade of secondary school by
external examinersin November. To fulfill
the purpose of providing teachers with
relevant information, Cesgranrio also
agreed to produce areport for each grade
and subject containing a discussion of
Rio pupil performancelevelsinrelationto
the national scales as well as presenting
astatistical and pedagogical commentary
on each one of the items used in the tests.

The second component of the New School
External Evaluation system, the school
governance sub-project, was also modified
in 2003. In order to ensure that the
evaluation was "grounded in reality", the
indicators for each dimension of school
governance were reviewed with new
emphasis going to questions of context.
While in the first and second evaluations
emphasis had been placed on generating
a diagnosis and describing the schools
objectives and priorities, the third
evaluation was to pay more attention to
the school's environment while giving
weight to the dimension entitled
"management of the educational process’.
In practical terms this meant that two
education process management indicators
were added and six of the new total often
indicators were given more weight. These
were: 1. Planning, 2. Participation, 3. School-
Community Integration, 4. Management
of the Educational Process (Priority), 5.
Management of the Educational Process
(Instrumentality) and 6. Management of
the Educational Process (Teaching and
Learning). Thefour remaining indicators,

22 Gest. Agdo, Salvador, v.9,n.1, p.7-36, jan./abr. 2006



Nigel Brooke

Management of Human Resources,
Management of Financial Resources,
School Buildings and Nutrition were
considered 'instrumental’ rather than
'managerial’ and given lesser importance.

The third component, comprising the
indicators of school efficiency, dropped
the calculation of age/grade distortion. The
datacollected by specially trained technical
staff continued to cover a variety of
measures of pupil flow, including dropout,
pass rates and transferals but the actual
index of school efficiency wasto takeonly
pass rates into consideration. The
calculation of thisindex involved the
aggregate pass rates of the 1st to 4th gra-
des and 5th to 8th grades of elementary
school, the 1st to 3rd grades of secondary
school and the 1st to 4th and 5th to 8th
phases of youth and adult education. The
school's efficiency index was the average
of the aggregate rates, standardized
according to each school's reference group
for each of the levels and modalities of
education on offer.

Thereference group, containing schools of
asimilar variety, represented the Secretariat
of Education'seffort to inhibit comparisons
between schools with students from
different social back-grounds. To thisend,
the Secretaria established five different
school reference groups from A to E in
accordance with a measure of average
family income. Unlikeinthe case of Cearg,
this meant that a school was classified
exclusively within itsown reference group

thus making it impossible to compare
school indices across different reference
groups.

Theindex of school academic performance
was based on the average of pupil scores
on the tests of Portuguese and Maths for
the grades under study and, as with the
efficiency index, took only the scores of
thereference group into consideration. The
management index was composed by
calculating the weighted average of the
different scores with the more important
manageria dimensionsgiventhreetimesthe
weight of theinstrumental dimensions. The
final index for each school within its own
reference group was given by averaging the
standardized scores for each of the three
dimensions of evaluation and expressing it
on a scale which had a mean of 60 and a
standard deviation of 10.

In 2004, the contract for the program's
external technical support was awarded to
the Centre for Educational Assessment
(CAEd) attached to the Federal University
of Juiz de Fora. What ensued wasasimpler
version of the program that eliminated the
reference groups but in their place created
a measure of the schools progress over
time.The dimensions of school performan-
ce were reduced to 1) Performance stan-
dards, with up to 10 pointsfor schoolswith
80% or more students with satisfactory
performance according to the national
SAEB scale, 2) Pupil Flow, with up to 10
points for schools retaining 90% or more
of itsstudentsuntil theend of the school
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year, and 3) School Management, worth a
further 5 pointsand based onfour different
indicators: Transparency; Integration with
Community; Staff Frequency; and
Enrolment Management. Schools getting
top marks were classified in the first of
fivelevels. At the sametime, schoolswere
classified according to their progress
since 2003 and a new reward created to
benefit those schools that had progressed
most (RIO DE JANEIRO, 2004a, 2004b).

According to the law creating the New
School Program, participating schools
can be classified according to five
different levels of performance on the
basis of their final overall scores. Each
one of these levels implies a monthly
gratuity of a different value with the top
level worth approximately US$ 170 for
full-time teachersand US$ 125 for school
principals. Although low by international
comparisons, thisis not an insignificant
bonus given that the minimum wage in
Brazil is less than $100 and teacher
salaries average | ess than $400.

Apart from the continuing complexities of
the appraisal system, that have to be re-
negotiated every year and require alegion
of trained data-gatherers, the New School
Program has faced a number of criticisms.
The first of these is that the classification
of schools is purely normative given the
absence of any benchmarks or standards
that might indicate whether the better
placed schools have indeed achieved
something in terms of educational quality.

However, the procedurefor judging schools
according to the average performance of
the reference groups was not devoid of
logic providing the program was
understood primarily asaincentive scheme-
-designed to motivate teachers and other
members of school staff to produce above
average scores--rather than an as fully-
fledged accountability program where the
motivation for improvement is supplied by
the pressure to reach adequate standards
of performance. In this latter case,
professional pride and the ethos of a
commitment to quality would also have a
roleto play, along with the disincentive of
being seen as a "failing" school for not
achieving acceptable standards.

Another criticism relates to the use of
assessment data for the previous year in
order to reward staff the following year.
Given the high turn-over of staff and the
consequent volatility of school perfor-
mance, theideal would beto reward staff in
the same school year as the measurements
are made. However, thiswould require the
application of tests near the beginning of
the school year that would then measure
the results of teaching and learning from
the previous year and preserve the same
inequity of rewarding teachers who were
not necessarily responsiblefor the school's
level of classification. Other questions
concern the difficulty of explaining the
meaning of the brute scores for each of
the tests and the purpose of using the
SAEB scales as a reference for school
performance. And although the reference
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groups have made the comparisons
between limited numbers of schools more
meaningful, the lack of any "value added"
calculations continues to hamper broader
comparisons and restrict theidentification
of school level factors associated with
different levels of performance. Without
thisinformation, the Secretariat loses the
ability to initiate the process of school-
wide transformation in those cases where
schools are proving ineffective.

THE FUTURE OF HIGH-STAKES
ACCOUNTABILITY INBRAZIL

Of the different states to have created
system-wide assessment procedures, few
have progressed to the point of establishing
high-stakes accountability mechanisms
tied to measures of pupil performance. At
least three of these States -Minas Gerais,
S0 Paulo and Bahia - actively considered
and then discarded this possibility on the
understanding that it was important to
establish first the "culture of evaluation”
before attaching consequences to the
outcomes of schooling. Underlying this
view wasthe certainty that teacherswould
not take kindly to assessment procedures
being used to make comparisonsthat could
alert the community to differences
between schools and, worse still, between
the teachers themselves.

The argument that it was the right of the
community to know how well its schools
were performing, and of the society in ge-
neral to know what sort of system it was

paying for, fell on deaf ears. Theirony is
that the teachers could well have argued
that they were already in tune with the
community, aware of its rights and be
holden to its needs, as the result of long
years of policies to democratize the
structures of school governance. Starting
in the mid - 80s with the policy of school
councils, state governments have gradually
reduced the powers of local political bosses-
and of the school principals that these
bosses had traditionally been allowed to
nominate-by giving increasing authority to
school-level collegiate bodies and by
establishing procedures for the election of
school principals that included the vote of
parents. With both these mechanisms, the
community wasinvited to establish amuch
closer relationship with the school and its
teachersand, to alimited extent, to exercise
control over school decision-making.
When the school councils were given the
opportunity to decide on spending priorities,
as the result of the policy to decentralize
financial resources direct to schools, the
community was also offered inside
knowledge of the procedures of school
management and given the opportunity to
make suggestions regarding even such
mattersasteacher training. With the creation
of municipal school councils and such
other bodies as the state and municipal
oversight commissions established to
keep an eye on the education funds
distributed under the national equalization
policy called FUNDEF, the involvement
of the community in school management
became a matter even of national policy.
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In this scenario it is hard to argue that
the school is out of touch with the
community or that teachersare unaware
of the needs and wishes of their pupils'
families. The struggle to remove "the
rubble of dictatorship”, as the process
of Brazilian re-democratization was
known, was accompanied by parallel
procedures to reform the structures of
school governance that have given
teachers the argument that their schools
are now under "social control" and no
longer require government-sponsored
accountability programs designed to
subject them to community pressures for
improvement. If the decentralization of
power to the schools has meant that, in
principle, school activities now respond
to the demands of the population (BATE,
1998) and school objectives now reflect
the goals of its community, who has the
authority to demand more accountability?
In this discussion, it is not a question of
whether the evidence supports the belief
of policy-makersthat the community has
indeed secured a bridgehead inside the
school or whether the community is as
distant from school decision-making as
ever. As one of the political banners
shared by both left and right, the principle
of community participation is so central
to policy that it would be almost imposs-
ible to admit that it has yet to become
reality.

There are further reasons to doubt the
widespread adoption of high-stakes
accountability programs in Brazil. The

first of these has to do with the still-
hostile attitude towards testing of a
significant number of teachers and of an
important segment of the education
establishment in general. Despite more
than a decade of large-scale testing, and
of numerous attemptsto maketest results
available and useful to teachers, it isstill
widely held that as tests are designed to
measure solely cognitive performancein
a limited number of subject areas, and
thereby ignore the whole range of non-
cognitive school objectives, they are
inappropriate for the task of classifying
school performance and of little practical
use to teachers. Further arguments to
justify opposition to tests include their
excessive costs, the supposition that all
schools are comparablein terms of intake
and physical conditions, the emphasison
products rather than process and the lack
of any independent evaluation of their
validity. However, what underlies many
of these criticisms is the mistrust of
official explanations and the suspicion
that in the hands of an unfriendly
government even those tests designed
for low-stakes purposes can be used
against the interests of teachers. In the
case of high-stakes accountability
programs, this possibility becomes
explicit and can be countered by the
threat of strike action by the teacher's
union, one of the most active components
of the Brazilian labour movement. After
almost 15 years of large-scale testing,
the culture of assessment in Brazil isstill
incipient.
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A LOW-STAKES ALTERNATIVE?

In the hope that the state assessment
results might be of use to schools, the Mi-
nas Gerais Education Secretariat has
produced individual school reports
containing data that permit comparisons
between the grade/subject averages for
the school, the municipality and the state,
in order to supply benchmarks against
which schools might judge their level of
performance. However, these school-level
reports have never been used in any
systematic attempt to make school
performance data availabl e to the general
public (RAVELA, 2003) nor to promote
community interventions in favour of
school improvement on the basis of
published information. So, although the
necessary datais availableto turn the Mi-
nas Gerais assessment systems into what
has been described as the "decen-
tralization" model of accountability
(LEITHWOOD, 2001), wherethe commu-
nity can use its voice to exert pressure
for improvements on the basis of
knowledge regarding school performance
differences, this option has not been
adopted.

The State of Parand, on the other hand,
went much further than producing just a
simple report containing average perfor-
mance scores for each school. In its
concern to promote greater transparency
regarding the quality of government
services and greater understanding
among parents as to the different types of

information required in order to make a
reasoned evaluation of their children's
schools, Parand's Secretariat of Education
fully embraced the decentralization model
of accountability. Instead of appealing to
the economic interests of teachers by
creating an accountability program based
on pecuniary rewards, Parana opted for the
production of school reports that offered
arangeof relevant information whilegiving
members of the school community the
necessary instruction on how to interpret
this information and on how to use it for
the purpose of promoting school
improvements. In what it labeled a"report
card accountability program”, the Parana
education secretariat adopted an
apparently low-stakes approach to the
use of school performance data that did
not offer teachers any positive or negative
incentives but which, in the long run,
offered possibly greater consequencesfor
schools than the programs of Ceara and
Rio de Janeiro.

The School Report Card (SRC) was first
introduced in 2001. It represented afurther
component of a broader strategy to
support and strengthen parent
associations all acrossthe state of Paran&
Designed to be a positive influence on the
quality of education as well as a
countervailing force capable of offsetting
the excessive power of the Parana
teacher's union, the parents associations
were both the reason for establishing the
SRCs as well as a crucial element in the
strategy for their dissemination and use. In
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the end, however, the political power of
the teachers was the stronger and when
the new government took office in 2003
the SRC was totally abandoned.

The SRC was comprised of three blocks
of information. The first block contained
the results of the assessment program
in Maths and Portuguese in the 4th and
8th gradesinvolving all state government
elementary schools. Alongside the
average score for the school in each
subject and grade, the SRC also showed
the average scoresfor all other schoolsin
the same municipality and for the whole
State of Parana. In order to make these
means more readily intelligible, given that
there was no predetermined pass or fail
mark, the scores were plotted on a scale
that had 250 as the average for the State
and then classified in accordance with
four levels of performance, fromlevel | to
level 1V. In an annex to the SRC these four
performance levels were interpreted in
accordance with the curricular tasks that
pupils reaching these scores are
commonly capable of performing. With
this key to the four performance levels,
parents and others were ostensibly able
to draw conclusions as to their school's
average level of performance in relation
to other schools and in terms of what
tasks the children are effectively able to
perform.

In the second version of the SRC, distri-
buted in 2002, the Secretariat
porated an important innovation by

incor-

calculating the expected level of
performance of each school on the basis
of the socio-economic level of the
students. By determining, first, the state-
wide relationship between parental
education, family income and pupil
performance, it was possible to calculate
the level of performance that could be
expected from each school, given the
socio-economic characteristics of the
students, and to show whether the school
was performing at above or below this
level of expectation. This measure of the
"school effect” permitted comparisons
that were not previously possible due to
the large differences between schools
regarding the profile of their intake. The
parentswere shown at which level schools
were performing through the use of
symbols, as demonstrated in the example
inFigure1 (p.29). What the 2002 SRC did
not incorporate were new performance
data. The performance tables were based
on the same round of assessment carried
out in 2000 (AVA 2000) as had been used
for the2001 SRC.

The second block of information (see
example in Figure 2, p.29) was based on
the School Census carried out every year
by the Ministry of Education and
contained key indicators regarding pupil
flow as well as school and teacher
characteristics. For each of these indi-
cators the SRC also gave the equivalent
datafor the municipality and the State of
Paran& to permit instant comparisons for
each level of education.

28 Gest. Agdo, Salvador, v.9,n.1, p.7-36, jan./abr. 2006



Nigel Brooke

FIGURE 1 - Example of the table included in the 2002 Parana State School Report Card
containing average performance scores for the school, municipality and state, by subject
and grade.

2002 SCHOOL PERFORMANCE ASSESSMENT
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EAN STUDENTS STUDENTS STUDENTS STUDENTS STUDENTS MEAN STUDENTS MEAN STUDENTS
SCORE TEST LEVEL | LEVEL Il LEVEL Il LEVEL IV SCORE TEST SCORE TEST
W 1o e son 20| 262 263 80 [ sagas) |
8° 241 @ 29 38% 17% 17% 28% 252 335 250 31.125
MATHEMATICS 4° | 265 A 33 18% 12% 30% 39% 266 337 250 38.441 |
g | 240 @ 25 33% 16% 16% 24% 253 310 250 31.007
SCIENCE 49 1 255 « 30 17% 17% 40% 21% 261 330 250 38.033 |
g | 235 @ 26 35% 27% 23% 15% 252 334 250 31.125

Source: SEED/NIE - AVA 2000

Note: 1. See attachment for a discription of the performance levels.

Note: 2. --- to few students tested for a reliable stimate.

school (or municipality) did not after (or did not test) this grad level.
school (or municipality) did not participate in the AVA 2000.

no other school in the municipality participate in the AVA 2000.

[ | to few cases for estimating the adjusted mean.

A adjusted mean higher than the expected given student prolife.

@  adjusted mean lower than the expected given student prolife.
L 4

adjusted mean as expected given student prolife.

FIGURE 2 - Examples of tables containing school and teacher data included in the 2002
Paranéa State School Report Card.

PROMOTION - RETENTION AND DROPOUT
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GRADES | GRADES | SEC. |GRADES| GRADES | SEC. |GRADES| GRADES SEC.

12a 42 52288 | LEVEL | 1*a4® | 5%a8 | LEVEL | 1*a4® | 5%a8? LEVEL
PROMOTION 93% 63% 5% 90% 9% 70% 89% 81% 5%
RETENTION 6% 29% 13% 9% 16% 16% 9% 13% 10%
DROPOUT 1% 8% 13% 1% 4% 14% 2% 6% 15%

Source: MEC/INEP/SEEC - Censo Escolar 2002 (Preliminary Results)
Note: 1. Data refer to the 2001 scholl year of regular education public school.
2. * School (or municipality) did not offer this grade level.

TEACHERS AND STUDENTS 1
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TOTAL GRADES | GRADES SEC. |GRADES| GRADES SEC. GRADES GRADES SEC.
2 12 a 42 52a 82 LEVEL 12a 42 52a8? LEVEL 12 a 42 52a 82 LEVEL

ENROLLMENT 981 232 480 269 | 6123 | 6102 | 3692 | 825850 @ 737.602 | 408.020
AVERAGE CLASS SIZE 29 34 34 26 34 37 27 34 37
TEACHERS 9 g o1 270 367 210 | 39255 | 37464 22938
TEACHERS WITH

POST- 89% 100% 100% 66% 100% 100% 46% 97% 97%
SEC.EDUCATION

Source: MEC/INEP/SEEC - Censo Escolar 2002 (Preliminary Results)
Note: 1. Data for the public schools of regular education.
2. Total enrollment in elementary and secondary grade levels.
3. * schools (or municipality) does not offer this grade level.
4. State standards for class size is a minimum of 25 and a maximum of 30 students in grades 1 through 4;
30 to 40 students in grades 5 through 8, and from 30 to 45 students at the secondary level.
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Thethird block of informationwasderived  than supplying just further, unrelated data
from different sources but dealt with the (AYRES, 2003). The opinions of pupils
subjective evaluation of different facetsof  regarding the teaching of Portuguese and
school and family life that were seen as Maths, taken from the student
relevant for an overall assessment of the  questionnaire administered at the sametime
school. The choice of which pupil, parent  as the AVA 2000, were an example of this
or school director opinions to include in  principle insofar as they facilitated the
this part of the SRC obeyed the principal  interpretation of the pupil performance
that the information should connect with  scoresfor the same school (see examplein
other SRCindicatorsand help, therefore, in  Figure 3).

the interpretation of school results rather

FIGURE 3- Examples of tables containing pupil and school director opinions included in the
2002 Parana State School Report Card.

STUDENTS FROM THIS SCHOOL REPORT

4TH GRADE 8 TH GRADE

o e 000 I
e e
o e O 11 0 e e

e e

WWW_WWWW\W\WWH\W\WWW\HWWWWHWJWN\WHWMMWHWWWWWWWW\\W\WWWW\HHHHHHHH\HHHHHHHHHHHHHH\HHHH\NWWWWMMHHHHHHH\HHHHHH\WMAHHHHH\H\HHHHMWWWW\HHH e e
00000111 1l

having no dificulty learning 50% 55% 57% 38% 17% 48%

Source: SEED/NIE - AVA 2000: Students Questionnaire
Note: 1. --- too few students tested for a reliable estimate.
* school did not offer or did not test this grade level.
** schools did not participate in the AVA 2000.

STUDENTS FROM THIS SCHOOL REPORT

* that at school meetings where all parents were asked to partipate,

the most frequent topic was the ways parent could be involved in trymg
solve school problems On average, 75% of parents attended such tin

‘ lopic
“h il \\u\ I “
* hat the School Concil met every other month with focus

on matters related to the educacional process.

Source: SEED/NIE - AVA 2000: Students Questionnaire
Note: 1. ** schools did not participate in the AVA 2000.
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The school director’s opinions regarding
such matters as parent participation,
student performance and the work of the
school council were likewise taken from
the AVA 2000 questionnaire. The parent
opinions, on the other hand, required the
establishment of a whole new data
collection procedure. In June 2001,
parents were invited to go to their
children’s school tofill inaquestionnaire
and attribute an overall grade to the
school from 1 to 10. Although some
53,000 parents responded to this first
call, many more than had been
anticipated, no attempt was made to
ensure arepresentative sample of parents
at the school level. When the same
procedure was repeated in 2002, still with
no pretense of statistical reliability, the
number of questionnaires sent to the
schoolswas increased and the number of
respondents rose to 79,000. As well as
teaching quality, the instrument covered
other issues of importance to parents
such as school safety and communications,
as Figure4 (p.32) shows.

Intended for widely different populations
in terms of education and the level of
sophistication in the interpretation of
tables and percentages, the SRC needed
to be adequately disseminated to insure
impact. To this end, the Secretariat of
Education developed a training strategy
involving conferences and workshops at
the Faxinal do Céu, a well-appointed
training centre owned by the State and
capable of taking residential groups of as

many as 500 at a time. In addition, those
members of the parents associations given
training were invited to take on the role of
multipliers so as to further expand the
radius of the Secretariat's effortsto explain
the correct interpretation and application
of the SRC. In 2001, morethan 1.3 million
copies of the SRCswere printed to ensure
that every parent and teacher of the 1,963
state schools got a copy. Two copies were
also sent to each of the 3,647 municipal
schools.

Independently of any positive impact of
the SRC on the understanding of teachers
regarding the quality of their schooal, the
assumption underlying the Secretariat's
efforts to disseminate the use of the SRC
among the parent associations was that
parents could effectively bring beneficial
pressure to bear on their schools. This
thesis hasyet to be established empirically
but what seems almost certain is that the
existence of a structured parent's
association movement was apre-condition
for the creation of the SRC strategy and
that in any other Brazilian state the strategy
would almost certainly have fallen short
of itsmark. It isalso clear that for parents
associationsto have any impact they need
achannel for their communication with
the school. In Parang, this channel is the
school council, acollegiate body of varying
degrees of effectiveness depending on
themanagerial styleof the school principal,
the participation of parents and the degree
of democratic governance that profes-
sional school staff are willing to tolerate.
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FIGURE 4 - Example of table containing parent opinions included in the 2002 Parana State
School Report Card.

PARENT OPINIONS ABOUT

TEACHING QUALIT

is school.

63 of 65 parents (93%) believe school building and grounds are well kept.

\HHHHHHHH\HHHHHHHHHH\H\WW#\H\WH\WWH\WWWWWWHHWWWW\HHWMM\H\WWW\WWwHHWM\WWHWW\HWWWIHNWHHW\HWWWWWWWHWWM\WW\HWm\i\NWWWWMHHWWWMW\H\W\W
HH\HHHHHHHHHH\HHHHHHHHWW\HWMHHWW\HWWWWWMWHHWWWM

ey sohol bl and ocunds ae proper o et acivis. ||

61 of 62 parents (98%) agree that teachers in this school are dedicated to their work.

H\H\HH\H\H\HH\H\HH\H\HH\H\WMWH\WMHWM\H\WWWWWWWH\\\WMMWWH\WW\H\WWW\i\WMNWWH\WM\Wm\HMWWW\W\WHWMWWW\WﬂWWWH\HH\H\H\HH\H\HH\H\HH\H\H\HH\H\HH\H\HH\H\HH\H\H\HH\H\HH\H\HH\H\H\HH\H\HH\H\HH\H\H\HH\H\HH\H\HH\H\HH\H\H\HH\H\HH\H\HH\H\H\HH\H\HH\H\HH\H\H\HH\H\HH\H\HH\H\HH\H\H\HH\H\HH\HH\HH\H\HH\H\H

PARENTS INVOLVEMENT

~ 610f 63 parents (97%) would like to be more involved in school activities.

63 of 63 parents (100%) believe the school principal fosters the participation of all in the community o

\HHH\HHHH\HHHH\HHH\HHHH\WWHHWﬁﬂHWWHHWWWWWW\H\WMWWWHHM\W\W\i\WWMW\HWWW\HWWWWNW ot e o patet mycluement eacing mat
for

r
\HHHH\HHH\HHH\HHHH\HHH\HWMH\W\HWM\\NWWWWWWMH\WWWWW]A’jﬂlﬂ\i\m\E\WMMWMMWWWWWWWWNWWWWWW\H o parent involvement in school admini

28 deles participated in such activities

EXCHANGE OF INFORMATION

H\H\HH\H\H\HH\H\HH\H\HH\H\WMWH\WMHW%\H\H\HWWMWWMWH\WMWWMWHH\ﬂWm\i\WWMWH\WmWM\WWWWWMHH\WWmWW\WWWW\H\WWW\I\WWMH\HWWMWWi\WWWHWWWWWWH\HWMWWMWMMWH\WWWHWWWW\W\WWW\\HNN

41 of 5 69%) indicate the existence of a regular system of communitications with the paren

HHH\HHHH\HHH\HHHH\HHHH\HWW\H\Wﬁﬂ\H\WM\HHWIWMWWHMWﬂ\W\N\WWAHHWMWW\WWWWNWWMWWWMHHWWWWM\WWWWWHHWWWW\W\HWWWWM\W\WWHWWW\HHH\HiWAWWWWWWHHWMHHWWWMWMW\HMWWW

51 of 53 (81%) indicate being informed about homework activities to help parents monitor their child's

SAFETY

HHH\HHHH\HHH\HHHH\HHHH\HWW\H\Wﬁﬂ\HWW\HHWWWWWWMHHWWWW\HMWW\iWWMWHHWWWW\HHWMWM\HWWWMWWWW\IW\H\\WWWWW\HWWMHWMWWWWW\HWW\H\W\E\WHHWWWWWM\HHH\HHH\HHHH\HHHH\HHH\HHHH\HHH\HHHH\HHHH\HHH\HHHNH\

9 (54%) indicate the school hyas discipline related problems.

HHH\HHHH\HHH\HHHH\HHHH\HWW\H\WM\HWWNHWWWWWWW\HHWWWMWW\H\\PA\W\WWWMWHH\W\WH\WMWWWMWWMWW\H\WNWMWMWWI\WHHWWWW\IWWWWM\HHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHH\HHHH\HHHH\HHH\HHHNH\

2 parents (52%) indicate the school is subjected safety-related rpoblems of it's neighborhood

SCHOOL GRADE

| 93averagegradebasedontheratingof 64parents

PARENT PROF

HHH\HHHH\HHH\HHHH\HHHH\HWHHW\H\WﬂHWWMWWWH\WWMWWWHHMWMWWWWMWHWWWWHWMWWM\WWWMWN\WNWWWHHWWWWWHH\WWWMW\I\MH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHH\HHHH\HHHH\HHH\HHHNH\

12 of 66 (18%) indicate being directors of the PTA.

HHH\HHHH\HHH\HHHH\HHHH\HWHHW\H\W\WHHWWMWWWWHWWWWWHH\i\W\WWWW\HHWWWHHWMW\WWWMWWHHWMHMWWHWWWWWWH\HHH\HHHH\HHHH\HHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHHH\HHH\HHHH\HHH\HHHH\HHHH\HHH\HHHNH\

67 (36%) have more then one child in this school.

Source: Survey questinaire given to parents during Parents at thr School Week, from april 20 through 28, 2002.
Note:

1. Survey limited to school with more than 160 students.

2. Percentages do not represent the opinion fo all parents in this school. Only of those who responded the questionaire.

3. Percentages are based on the number valid answers, not on the number of returned questionaires.

4. Percentages based on less than five responses are indicate by ---.

5. The symbol * indicates the school did not returne any questionaire.
Although parents are alowed to vote in  Thismeansthat the effectiveimpact of the
school principal elections they have little  SRC depended fundamentally on the
direct control of school decision-making type of relationship between school and
and it is uncommon to hear of schools community and on the degree to which

being heavily influenced by aparent lobby.  teacherswere sensitiveto parent opinions.
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The demise of the SRC would suggest
that this was not the case.

Other questions concern the degree of
reliability of the dataand their impact at
the school level. In the description of
the implementation process, Ayers
(2003) admits that school directors
believed the report card would be used
in the process of director selection and
that this had introduced a "bias" into
theresults. It isnot hard to imagine ways
in which school directors might have
influenced the results of the parent
guestionnaire so asto portray the school
in a more favourable light. Itisalso a
pity that the second round of the SRC
was only able to renew the school
census and the parent questionnaire
data. All other sources, including the
pupil performance information and the
pupil and school director information
remained the same, regardless of any
modifications that might have taken
place due to the publication of the 2001
report card.

If it isthe case that abiaswas introduced
into the parent opinion data, including the
overall school grade®, this then indicates
that at least some members of school staff
attributed importance to the instrument
and saw it as having possible consequences
for their professional lives. Thisbringsus
back to the original definition of accoun-
tability and throws doubt on whether there
really can be such athing as a low-stakes

accountability mechanism. The assum-
ption was that while accountability
mechanisms generally require that the
authorities have the capacity to apply
rewards or sanctions in accordance with
approved standards, there could perhaps
be an alternative in which this element
was replaced by pressures from both
within and outside the school that,
beyond the control of central authorities,
could be motivated by a common
demand for improvements in the quality
of education. In this definition,
accountability would begin to look
remarkably like theideal of a school
run by autonomous professionals who
are committed by their ethic to
producing the best possible results and
who take pride in seeing their schools
improve. However, the suggestion that
some teachers in Parana viewed the
dissemination of school information as
potentially threatening and as raising,
therefore, the level of the stakesinvolved,
means that no accountability mechanism
can be completely low-stakes. What the
Parana example also shows is that any
type of assessment involving school
comparisons can generate a huge amount
of resistance amongst the teaching
profession and that if put to the vote, even
a modest |ow-stakes method can be
expected tofail. Itisreally only for aslong
asthereisan explicit political will to create
and sustain an accountability mechanism,
suchasin Riowhere successive Garotinho
governments have failed to show interest

9 Ayers (2002) indicates that the average school grade is generally high with only 10% of schools receiving less than 7.
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in fostering the political support of
teachers, that the methods and practice of
accountability can be expected to survive.
While it isimportant to promote a sense of
responsibility for the outcomes of schooling
among teachers and other members of
the educational community, it is hard to
believethat accountability mechanismsthat
do not meet with approval within the
teaching profession can become permanent
structures for the dissemination of
information on school quality.

Artigo recebido em: 12/03/2006.
Aprovado para publicagdo em: 18/03/2006.

Avaliagéo educacional no Brasil: um pa-
norama.

Resumo: O artigo detalha o crescimento da
avaliagdo em larga escala no Brasil, a comecar
pela implementacdo do Sistema de Avaliagéo
do Ensino Basico - SAEB, e a criagdo do pri-
meiro sistema estadual de avaliagdo em Minas
Gerais. O primeiro objetivo é determinar se es-
tes e outros sistemas subsequentes foram cria-
dos para promover a responsabilizagdo a nivel
de escola. O segundo objetivo é determinar em
gue medida as primeiras experiéncias no Ceard,
Rio de Janeiro e Parana em estabelecer conse-
guéncias para os professores e gestores escola-
res com base no desempenho comparativo da
escola anuncia a adogdo de politicas de
responsabilizacdo em escala maior.

Palavras-chave: Avaliagcdo; SAEB; Respon-
sabilizagéo; Politica educacional; Gestao Escolar.

Evaluaciéon educativa en Brasil: un

panorama

Resumen: El articulo detalla el crecimiento de
la evaluacién a gran escala en Brasil, comenzando
por la implementacién del Sistema de Evaluacion
de la Ensefianza Bésica - SAEB, y la creacion del
primer sistema estatal de evaluacion en Minas
Gerais. El primer objetivo es determinar si este

y otros sistemas subsiguientes fueron creados
para promover la responsabilizacion a nivel de
escuela. El segundo objetivo es determinar en
qué medida las primeras experiencias en Ceard,
Rio de Janeiro y Paranda en establecer
consecuencias para los profesores y gestores
escolares con base en el desempefio comparativo
de la escuela anuncia la adopcion de politicas
de responsabilizacion en escala mayor.

Palabras-clave: Evaluacion; SAEB; Responsa-

bilizacién; Politica Educacional; Gestion
Escolar.
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