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The Italian and Portuguese guidelines on assessment assume formative assessment as fundamental. In order to understand actual practice and factors influencing it, we are currently carrying out in Italy and Portugal a long-term study concerning beliefs and practices about assessment. As a first explorative step, we designed a questionnaire that was filled by 70 teachers, 35 from Italy and 35 from Portugal. In this contribution we analyse the questions about assessment and its critical aspects. The assessment characteristics often mentioned by teachers are clarity, strictness and objectivity. We identify six categories of critical aspects concerning assessment. The most represented critical aspects concern assigning grades, external examination, objectivity and interpretation of students' mistakes. These initial data already reveal that teachers almost exclusively refer to summative assessment, while there is little evidence of formative assessment.

Introduction

There is a growing interest in assessment in mathematics during the last decades. [START_REF] Burkhardt | Assessment in the service of learning: Challenges and opportunities or plus ça change, plus c'est la même chose[END_REF] refer that, although there have been significant advances in research on the way to carry out both formative and summative assessments, those advances have not been matched by comparable impact in teachers' practices. The teachers' role is considered fundamental for promoting assessment for learning in the classroom. However, there is a paucity of research on teachers' beliefs about the purpose of assessment and how they use data they collect during the assessment process. It could be argued that, if mathematics educators aim to promote change in outdated assessment practices in mathematics classroom, then teacher's knowledge and beliefs should be a primary focus of research. In Italy and Portugal, like in many countries, the new curriculum orientations for basic education recognize to formative assessment a central role in the mathematics teaching (MIUR, 2012;[START_REF] Canavarro | Aprendizagens Essenciais de Matemática no Ensino Básico [Essential mathematics learning in primary education[END_REF]. The aim of our long-term study is to identify teachers' beliefs and practice about assessment, with a special interest for formative assessment. We report here the preliminary step of a project carried out in Italy and Portugal. The aim of the first step is explorative: data analysis will highlight relevant issues that will be deepened in the subsequent steps of this research project.

Background

It is possible to distinguish between summative assessment or assessment of learning, namely the process of evaluation of the achievement of previously established learning goals, and formative assessment, or assessment for learning, that is the process through which evidence of students' understanding is used by the teacher and by the learner to plan the further steps of instruction [START_REF] Black | Developing the theory of formative assessment[END_REF]. For [START_REF] Black | Developing the theory of formative assessment[END_REF] the term 'assessment' refers to all those activities undertaken by teachers, and by their students in assessing themselves, which provide information to be used to modify the teaching and learning activities in which they are engaged. In this way, formative assessment can be conceived as the process by which teachers and students work together towards meeting shared learning goals. In the context of assessment for learning, feedback is an integral part of the process and one of the central strands of formative assessment. Feedback requires questioning and dialogue with students. [START_REF] Earl | Getting to the core of learning: Using assessing for self-monitoring and self-regulation[END_REF] note that assessment for learning is a pedagogical approach that has the potential to influence students learning. For the authors, assessment for learning is based on a complex set of ideas and theories and provides a model for teachers to use assessment to rethink, revise and refine their teaching. The student's role is active, engaged, since they should act as critical assessors who make sense of information, relate it to prior knowledge and use it for new learning. Given the central role of the students, it is necessary that they are involved in the practice of self-assessment so that they learn to analyse his work, develop a critical sense and autonomy, and with them self-regulation. [START_REF] Black | Assessment and classroom learning[END_REF] claim that there are close links between formative assessment practice and other components of a teacher's own pedagogy and a teacher's conception of his or her role. Hence, teachers' beliefs about assessment, as well as the context of national requirements for certification and accountability, exert a powerful influence of assessment practices. Teachers' beliefs have been a major object of study in mathematics education in the last decades (see [START_REF] Zhang | Attitudes, beliefs, motivation, and identity in mathematics education[END_REF] for an overview) since they are strictly related to teaching practice. Although, as many researchers note, there is not a shared definition about beliefs, we refer to Phillip (2007): "Beliefs might be thought of as lenses that affect one's view of some aspect of the world or as dispositions toward action" (p.259). [START_REF] Leatham | Viewing mathematics teachers' beliefs as sensible systems[END_REF] argues that beliefs should regarded as sensible systems and, in front of apparent inconsistencies between beliefs and practice, researchers must look deeper "for we must have either misunderstood the implications of that belief, or some other belief took precedence in that particular situation" (p. 95). Moreover, also the complexity of the classroom context should be taken into account [START_REF] Wong | From classroom environment to conception of mathematics[END_REF]). Here we focus on teachers' beliefs about assessment. Teachers' beliefs about assessment in mathematics influence the assessment practices of the teachers in mathematics classroom (Martínez-Sierra et al, 2019). [START_REF] Barnes | Teachers' beliefs about assessment[END_REF] identify a continuum of beliefs and conceptions about the purposes of assessment, that vary from an extreme pedagogical perspective, that focuses on assessment for learning, to a mixed perspective (e.g. assessment in the certification of learning), to an extreme accounting perspective (e.g. assessment role in the accountability of students achievement as indicator of teacher professional ability), the perception of assessment as an irrelevant issue.

Assessment in the Italian and Portuguese curriculum

National guidelines and other official documents from the Italian Ministry of Education recognize that assessment is an important dimension of the teaching process and have a deep influence on students' identity and self-confidence. In the National Guidelines for grades K-8 (MIUR, 2012), assessment is described as preceding, accompanying and following the educational path. Assessment is said to have a prominent formative function, acting as a stimulus for improvement. In recent official documents (https://www.miur.gov.it/documents/20182/0/Indicazioni+nazionali+e+nuovi+scenari/) issued in 2018, it is recommended that teachers should be aware of the various functions of assessment and use them in a balanced way. In the guideline assessment has more than the traditional summative function and the formative function is brought to the fore. We note that there is no mention of specific formative assessment strategies that teachers could put into action during their teaching action. Starting from 2020, the Ministry of Education established that in summative assessment in primary school numerical grades should be replaced by 'descriptive judgments' formulated in reference to the learning objectives. In order to help teachers to meet such new requirements, local and national teacher development programs are currently in action, but it too early to evaluate the efficacy of this reform.

Recently, there have been significant curricular changes in Portugal. In 2021, a new mathematics curriculum from the 1 st to the 9 th grade [START_REF] Canavarro | Aprendizagens Essenciais de Matemática no Ensino Básico [Essential mathematics learning in primary education[END_REF] emphasizes formative assessment as the main assessment procedure. The curricular document highlights assessment for its relevance in student learning, invoking two main issues: a practice of continuous formative assessment contributes significantly to student learning, which requires its development in the mathematics classroom, and a summative assessment which should focus on what is really important to know. Thus, [START_REF] Canavarro | Aprendizagens Essenciais de Matemática no Ensino Básico [Essential mathematics learning in primary education[END_REF] argue that, to regulate students' mathematical learning and teacher's teaching, mathematics learning environments should be provided to students, where making mistakes is seen as part of the learning process. On the other hand, formative assessment, as a communication activity, should involve discussing and negotiating the assessment criteria with the students, as well as what will be used to decide if there has been learning or not, and what needs to be improved to achieve the expected level. Another key element in formative assessment is feedback, oral and written. [START_REF] Canavarro | Aprendizagens Essenciais de Matemática no Ensino Básico [Essential mathematics learning in primary education[END_REF] refer to the importance of providing students with appropriate and timely feedback that it should occur after the student has had the opportunity to work on the task and that allows him to continue to advance in his work based on the comments made available by the teacher. The feedback must be comprehensible to the student, promote their reflection and point out hints that guide their work, without providing them the answer. About summative assessment, the mathematics curriculum from the 1 st to the 9 th grade gives some important guidelines, of which we underline: i) the importance to pay attention to the constant knowledge and skills in mathematical learning; ii) the need to diversify the assessment instruments for collecting data. [START_REF] Canavarro | Aprendizagens Essenciais de Matemática no Ensino Básico [Essential mathematics learning in primary education[END_REF] refer that the written test or the class question, individually and in a limited time, can be an adequate instrument if the focus is the acquisition of knowledge, facts, or mathematical procedures.

Method

In this contribution we report the first steps of a long-term study concerning beliefs and practices about assessment in mathematics. The study is being carried out in Italy and Portugal. As a first step, we designed a questionnaire that was applied in Portugal and Italy. The aim of the questionnaire was explorative: we collected and analysed data so as to identify relevant issues that will be studied more in depth in the second step, by means of group interviews to teachers. The questionnaire was made up of 21 questions divided into five sections: i) background information (academic preparation, type of school in which they teach, years of teaching experience, age, …); ii) questions on assessment; iii) questions on formative assessment; iv) questions on summative assessment and, v) final question and requests (example of summative test, availability for an interview). Of the 21 questions in the questionnaire, only two are closed. The questionnaire was administered online to mailing lists of teachers who were interested in professional development courses proposed by the two universities of the authors. The participants were informed about the research aim and their participation was on voluntary basis. For this contribution we considered the responses of 35 teachers from each country. There was no selection, then the two samples are not representative. Portuguese participants teach grades 5-12, Italian participants teach grades 6-13. The samples were varied concerning the number of years of teaching experience. Italian teachers who filled the questionnaire already attended to teacher education courses provided by the University, but the theme of assessment was not especially addressed. We performed a qualitative analysis, reading the answers to the open questions and categorizing them [START_REF] Roth | Analyzing the qualitative data analyst: A naturalistic investigation of data interpretation[END_REF]. The two authors identified a series of categories in the Italian sample, discussing so as to reach an agreement. Afterwards, the Portuguese sample was analysed by means of the same categories by the two authors, with discussions so as to reach an agreement. It was not necessary to add categories after the analysis of the Portuguese sample. Here we report our analysis of the first two questions, concerning assessment and related critical issues.

Results

Characteristics of assessment in mathematics

We read all the answer to the open question "Which characteristics assessment in mathematics should have, in your opinion?" and categorized them according to the characteristics of assessment that were mentioned. For each teacher it was possible to find more than one characteristic. For Italian teachers (IT in the excerpts), the most represented characteristic is clearness (19 occurrences), often coupled with strictness (12 occurrences). 9 teachers declare that assessment should be personalized, while 2 teachers affirm assessment should not be personalized. For Portuguese teachers (PT in the excerpts), the most represented characteristic is objectivity (17 occurrences), following the clearness and strict with 9 occurrences. Just one teacher refers that assessment should be formative. Even if 5 Italian teachers declare that assessment should be formative, a deeper analysis of the answers suggests that teachers mostly refer to summative assessment, as the assessment that occurs at the end of a learning process (end of the teaching of one topic, end of the school year) and is often communicated in form of a mark (in Italy, a number from 0 to 10). In the same way, the Portuguese teachers indicate characteristics of assessment in strong relationship with summative assessment as the assessment that is communicated in form of a mark (in Portugal, 0 to 5). Results show that teachers seem to value rigor, objectivity, and clarity in the process to attribute a mark to the student.

The evaluation of the single test must be a measurement of the level of knowledge, skills and competence achieved; therefore, it must be rigorous and must be based on objective parameters. The grade at the end of the year must consider all those elements that contribute to the evaluation (performance, commitment, etc.) (IT #11) Write the scores obtained in each question and present, in addition to the qualitative information, the quantitative information in written tests. (PT #3)

In other words, teachers, when questioned about assessment, tend to focus on assessment of learning, rather than assessment for learning, and devote a special attention to the very final act of "grading". This is evident even when they mention characteristics such a personalization or the importance of considering the evolution of the student: I think that assessment should take various aspects into account, and not just the average grade obtained in the various tests. The tests give an idea of the oral or written performance, but the evaluation must also include the room for improvement, the reasoning ability, the ability to express oneself clearly and rigorously and to answer the questions posed in class by arguing. That is, he/she must express an opinion on the entire school year he/she has faced. It must certainly be clear, in the sense that it must be justified in the eyes of the students, and personalized because each student is different, and therefore the same mark can have different meanings. (IT #7)

Assessment must be a way to improve the student's achievement and not just to classify them. (PT #5) Interestingly, the characteristics of assessment seem to change according to the kind of assessment (during the year, at the end of the year) and to the assessment mode (oral examination, written examination, …). 

Critical aspects of assessment in mathematics

After reading all the answer to the open question "What are, in your opinion, the most critical aspects of assessment in mathematics?", we categorized them according to the critical issues that were mentioned. For each teacher it was possible to find more than one critical issue. We noted that critical aspects were intended by the teachers as aspects that they find important but difficult to consider. Hence, the analysis and categorization of their answers provides information on their beliefs about assessment, in terms of 'what they find important but not easy to put into action'. Since the occurrences are very low and with some differences, we chose to present them by country. We organized critical aspects in the six categories concerning: i) the process of assessment, ii) forms of assessment, iii) what is assessed, iv) characteristics of assessment, v) students' dimension and vi) communication with students about assessment. In Table 1, we present the occurrences of the critical aspects in Italy and Portugal. Communication with students concerning assessment to make students understand the criteria of assessment to make students understand the final grade is not the average grade 1 1 1

One Portuguese teacher did not identify critical aspects of assessment in mathematics: "I do not consider there are critical aspects in the assessment". (PT #11) Some Portuguese teachers consider the external examination a critical aspect on assessment in the classroom. To this end, one teacher claimed: "It is necessary to stop with the examination in the 9 th grade". (PT #13)

Critical aspects concerning what is assessed seem to have a strong impact on teachers' beliefs in both countries: "To find a way to also assess the effort. To evaluate the emotional impact on students, to motivate and not depress them" (IT #25); "Why not to assess students´ attitudes (autonomy, effort, …)?" (PT #16).

The assessment of competences and argumentations is present in several answers from both countries: "The assessment of competences and argumentations" (IT #26); "We should assess knowledge and skills acquired/achieved by each student". (PT #21)

Only one Italian teacher mentioned as an aspect that he/she finds critical and would like to take away from assessment the objectivity. In contrast, six Portuguese teachers refer the objectivity as a critical aspect of assessment.

The prejudice (and sometimes the claim) of completeness and absolute objectivity: the evaluation (understood not as a pure synthetic index) depends on the person who evaluates, at least in the expressive form. (IT #9)

Need to try to be as objective as possible, associating the used values to quantify knowledge with the assessment. (PT #20)

Again, we may note that teachers tend to focus on the process of giving marks, as the very final step of the assessment of learning process:

The weight that each teacher decides to assign to some errors (see for example calculation errors).

(IT #35)

A reduced appreciation of learning in the classroom compared to tests times. (PT #22).

However, one Portuguese teacher considers that the number of applied instruments is excessive.

Concerning to critical aspects in assessment, two Portuguese teachers refers assessment of affective aspects. One teacher mentioned that he/she assess students´ attitudes. And one teacher asks: "Why not assess attitudes?". This is one of the aspects that we will give special attention to in future studies.

Discussion and further steps of the research

This contribution may be framed in a wider research project concerning teachers' beliefs and practices about assessment. We presented is a first exploratory study carried out in order to address our research interest and plan the further steps of our study. Data collected by means of an online questionnaire were qualitatively analysed so as to identify relevant issues to be further explored. The assessment characteristics often mentioned by teachers are clarity, strictness and objectivity. As regards critical aspects concerning assessment, we identified six categories: i) the process of assessment, ii) forms of assessment, iii) what is assessed, iv) characteristics of assessment, v) students' dimension and vi) communication with students about assessment. The most represented critical aspects concern assigning grades, external examination, objectivity and interpretation of students' mistakes. What emerges from the preliminary analysis is that teachers almost exclusively refer to summative assessment, while there is little reference to formative assessment. Further steps of the research will address the prevalence of summative assessment. Moreover, we dee it is important to study assessment practices in the two countries, by means of observations in classroom. The final aim of the study is to understand the complexity of assessment under the teachers' perspective and gather insights that can inform teacher education programs. Further steps will encompass three meetings with parallel focus groups (one in Italy and one in Portugal, each one involving 4 teachers of grades 6-8). In the first parallel meeting, relevant issues emerging from the exploratory study will be addressed. For instance, despite Italian and Portuguese curricular orientations emphasize formative assessment as a core teaching strategy, this study shows evidence that a small number of teachers refers to the assessment for learning. In this sense, we agree with [START_REF] Burkhardt | Assessment in the service of learning: Challenges and opportunities or plus ça change, plus c'est la même chose[END_REF] who claim that mathematics teachers' ideas about assessment may be far from the official guidelines.

Fair

  and rigorous in the writings, personalized and inclusive in the orals and in the evaluation of the elements not directly related to specific tests (e.g. interventions from the post, correction of homework, contributions to group work, etc...) (IT #33) One of the teachers explained what he/she meant by transparency: "Transparent, according to what is taught in class, rigorous and personalized". (PT #10)
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