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Ladies and gentlemen, it is a great 
pleasure to share findings from OECD’s 
work on evaluation and assessment with 
you today, and I congratulate CRET for 
the organisation of this symposium and 
for becoming involved in the important 
field of assessment. 
 
Education is a field where we have all 
our own beliefs of how things should be. 
But what do parents really know about 
what students learn, and how they 
learn? How does a teacher in the 
classroom profit from the experience of 
the teacher in the classroom next door? 
And how do schools learn from each other, 
and with each other? In fact, how much 
further could education systems be if we 
could bring together and really use the 
potential that is in the minds of the 
teaching force - not just for the delivery 
of instruction in the classroom, but for 
creating a truly knowledge-based 
educational profession, as we take it for 
granted today in fields like science or 
medicine? The reality is that there is 
often insufficient room for parental 
involvement, teachers are confronting 
difficult problems in their classes in 
isolation, and schools operate without 
knowing much of their strengths and 
weaknesses, the results of their efforts, 

and perhaps even without a sufficient 
understanding of the kind of competencies 
young people require today to become 
successful citizens.  
 
 
 
 
 
 
 
 
 
 
 
 
 
The reality is that teachers and schools 
often operate in the dark, and in the 
darkness, all students, schools and 
education systems look the same. When 
we know little about the strengths and 
weaknesses of schools and education 
systems, it is difficult to improve quality 
and equity in educational outcomes. This 
is where assessments come in and make 
them so crucially important. Assessments 
can help to bring some light into this 
darkness, and help reveal major 
differences in the quality, equity and 
efficiency of schools and education 
systems. 

 

333333 暗がりのなかでは、どの学校も教育システムも同じように見える…

だが、少し光を当てると….

111111

444444

だが、少し光を当てると….
…重要な違いが明らかになってくる….
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Primarily, assessment is a national 
agenda. However, international 
assessments provide important insights 
as well. With their comparative 
perspective, they tell countries whether 
good is good enough and, perhaps more 
importantly, they show what is possible. 
For example, OECD’s Programme for 
International Student Achievement – 
PISA – shows that strong educational 
performance and, indeed, improvement 
is possible. It provides countries with 
opportunities to identify their own 
strengths and weaknesses, and by 
looking to other education systems, to 
think about how they might further 
optimise their existing education system, 
and reflect on the transformation of some 
of the paradigm and beliefs underlying 
their education system.  

555555 本日の講演の概要

1.1.1. 明日の世界のための学習
世界はどう変わってきたか

PISA――知識社会に対する若者の準備の度合いを評

価するための新しい枠組み

2.2.2. 今どうなっているのか
PISA 2003年調査結果が教育システムの成果につい
て示すもの、および2000年調査結果からみた変化

3.3.3. どこまで達成できるか
優れた国の成果から学ぶ

4.4.4. どうしたら達成できるか
国際比較調査結果に基づく政策・施策

 
 
Those are the kinds of things I would like 
to speak about this afternoon. I will start 
with some reflections about how our 
world is changing, because I believe that 
it is fundamentally important that we 
evaluate education systems not only by 
looking at whether students can 
reproduce what they have been taught, 
but by looking at the extent to which 
students can use and apply what they 
have learned in novel situations, in 
situations in which they have never been 
but which may challenge them in their 

future. I will explain how PISA has 
conceptualised this. Then I will use the 
PISA framework to look at the 
performance of education systems today, 
and at what the best performing 
countries show can be achieved. That 
brings us to the question of what we can 
do to do things better, to raise quality 
and equity in education, which will be 
the last part of my presentation. 

666666

明日の世界のための学習

世界はどう変わってきたのか

…この変化は知識・技能の発展と

どのような関わりがあるか
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It is instructive to start with looking at 
the pace of change in education systems, 
because becoming better is not enough if 
the pace of change is faster elsewhere. 
The chart looks at baseline qualifications 
in a range of countries for which we have 
comparative data. Think back to how the 
educational landscape looked in the 
1960s, in terms of the proportion of 
individuals who had successfully 
completed secondary school, sort of the 
minimum entrance ticket to the 
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knowledge economy. You can see that two 
generations ago, the United States was 
well ahead of everyone else, at the top 
rank, and evidence at the OECD 
suggests that the economic success of the 
US today is at least in part based on its 
traditionally high standards of human 
capital. However, already in the 1970s, 
some countries had caught up, in the 
1980s, the expansion of education 
continued, and the relative standing of 
countries changed yet again in the 1990s. 
While the US was number one in the 
1960s in terms of the proportion of 
individuals completing high-school, in 
the 1990s it was at rank 9, i.e. one of 
many countries doing well, not because 
standards had fallen, but because they 
have risen so much faster elsewhere. 
Japan is a case in point, in the 1960s, it 
started at rank 10, today it ranks 3 on 
this measure. Or take Korea. Two 
generations ago, Korea had the standard 
of living of Afghanistan today and it was 
among the lowest performers in 
education among OECD countries. Today 
it is the top performer in terms of 
successful school leavers. As the world 
has changed, some countries have not 
kept up with the pace, the UK illustrates 
this starkly, where upper secondary 
attainment fell back from a good middle 
position to rank 22 among the 30 OECD 
countries, not because school completion 
fell, but because it rose so much faster 
elsewhere.  
 

111111111111 Moving targets
Future supply of upper-secondary graduates
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No doubt, the international supply of 
qualifications will continue to change, if 
only because of the mere size of some 
countries. As you can see from this chart, 
by 2015, China could outnumber Europe 
and the US together in terms of the 
number of first degree graduates coming 
out of education systems each year. Some 
people say this is all a zero-sum game 
and if education is expanding, there will 
be massive inflation on degrees and 
qualifications, sort of, one day, we will 
all have a university degree and work for 
the minimum wage. But the evidence 
suggests that the value of highly skilled 
people does not diminish as their number 
gets larger, as is happening for 
low-skilled workers. For example, the 
earnings gap between the 
better-educated and those with lower 
qualifications is growing rather than 
shrinking and in most OECD countries 
and people without baseline 
qualifications face a significantly higher, 
and growing, risk of unemployment. 
Once again, in virtually all 
industrialised countries, the relative 
prospects of those individuals who are 
well educated have risen, whereas we are 
seeing declining living standards for 
those individuals, and nations, that 
struggle with the transition to the 
knowledge economy. The reality is that 
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the gap between what our education 
systems deliver, and what is required, 
continues to widen. 
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Why do we need to care about all of this? 
It has to do with social and economic 
progress, with social cohesion, and with 
efficiency. There are increasing skill 
barriers to economic growth, 
productivity growth and rates of 
technological innovation. We need to 
increasingly worry about the role of 
skills in creating social inequity in 
economic outcomes. It is noteworthy that 
both the average and the distribution of 
skill matter to long-term economic 
growth. We see falling productivity levels 
of education systems in almost all 
countries. All of this brings us to the 
fundamentals of education, to the 
question: How well do school systems 
perform in providing young people with a 
solid foundation of knowledge and skills, 
and in preparing them for life and 
learning beyond school? The answer to 
this question is not straightforward, and 
it needs to build on an understanding of 
the competencies that make individuals 
successful in today’s world.  

141414141414

明日の世界のための学習

PISA – 知識社会に対する若者の準備の度合いを

評価するための新しい枠組み

 
151515151515 Who will be “safe” from outsourcing, 

digitalisation and automatisation?
The great synthesisers

Conventionally, our approach to problems was 
breaking them down into manageable bits and 
pieces, today we create value by synthesising 
disparate bits together

The great explainers
The more content we can search and access, the 
more important the filters and explainers become

The great collaborators and orchestrators
The more complex the globalised world becomes, 
the more individuals and companies need various 
forms of co-ordination and management 

 
 
If in a global economy, all work that can 
be digitised, automatised or outsourced 
will be digitised, automatised or 
outsourced, then the question arises 
what will make young people successful 
and “safe” from digitisation, 
automatisation and outsourcing, and by 
implication, what are the key 
competencies education systems need to 
provide for young people to succeed. And 
this extends not just to economic success, 
but equally to other social and civic 
spheres.  
A strong foundation of subject matter 
knowledge will always remain at the 
heart of success, but it is no longer 
enough. Let us look beyond subject 
matter knowledge for a moment. The 
conventional approach in school is often 
to break problems down into manageable 
bits and pieces and then teach students 
how to solve these. However, today we 
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create value by synthesising disparate 
bits, today, for example, the computer 
scientist is at a premium who works in 
the pharmazeutical company to analyse 
genetic structures and turns this 
knowledge into new medicines. If such 
competencies matter, we need to reflect 
them in modern assessments.  
Similarly, if we log on to the world wide 
web today, we can find everything we are 
looking for, and teaching students to 
access and process information is easy. 
But the more content we can search and 
access, the more important will those 
people become, who can meaningfully 
sort and filter information and explain 
specialised content in their own sphere 
to people working in other spheres. 
Again, if those competencies matter, we 
need to reflect them in modern 
assessments. 
In our schools, students learn 
individually and at the end of the school 
year, we certify their individual 
achievement. But the more complex the 
globalised world becomes, the more 
individuals and companies need various 
forms of co-ordination and management, 
the great collaborators and orchestrators 
will be successful, people who can relate 
well to others, manage and resolve 
conflicts, to respect and appreciate 
different values, beliefs, cultures. 
Inter-personal competencies will be of 
growing importance, but are often not 
sufficiently recognised by school 
curricula and even less so in 
assessments. 
Our modern world is also no longer 
divided into the categories of specialists 
and generalists. Specialists generally 
have deep skills and narrow scope, giving 
them expertise that is recognised by 
peers but they face difficulties working 
outside their domain. Generalists have 

broad scope but shallow skills and that is 
important but not enough. What counts 
most today are versatilists who are 
capable to apply depth of skill to a 
progressively widening scope of 
situations and experiences, gaining new 
competencies, building relationships, 
and assuming new roles. Modern schools 
therefore need to help young individuals 
to constantly adapt and grow, individuals 
who cannot only reproduce subject 
matter knowledge but have the capacity 
and motivation to expand their horizons 
and transfer and apply knowledge in 
novel settings. As peoples future 
becomes more and more uncertain, 
individuals need to have the capacity to 
find and constantly adjust their right 
place in an increasingly complex world, 
people who can manage their lives in 
meaningful and responsible way, and to 
recognise rights and limitations, those of 
themselves and others.  
We can extend the list further but the 
point is that, whatever competencies are 
considered relevant for success in 
modern societies, we need to base 
modern assessments of learning 
outcomes at school on those key 
competencies, rather than solely 
assessing the efficiency with which 
students have learned what they have 
been taught.  

161616161616 Who will be “safe” from outsourcing, 
digitalisation and automatisation?

The great versatilists
Specialists generally have deep skills and narrow scope, giving 
them expertise that is recognised by peers but not valued 
outside their domain
Generalists have broad scope but shallow skills
Versatilists apply depth of skill to a progressively widening 
scope of situations and experiences, gaining new competencies, 
building relationships, and assuming new roles. 
They are capable not only of constantly adapting but also of 
constantly learning and growing

The great personalisers
A revival of interpersonal skills, skills that have atrhophied to 
some degree because of the industrial age and the Internet

The great localisers
Localising the global  
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171717171717

何を評価するのか

生徒がこれまで習得してきたと
考えられるものをみるのか

それとも

生徒が習得したものを用いて
今後何ができるのかをみるのか

PISA調査において、OECD諸国は後者を選んだ。

 
181818181818 鍵となる能力の

三つの広範な領域
世の中と関係するために
必要な手段を相互作用

的に活用する

自立的に行動する多様な集団と交流を
もつ

例えば、

言語、記号、文字を利用する
情報をやりとりする

科学技術の可能性を十分に利用する

例えば、

人と良い関係を築く

チームの一員として協力して働く

対立を解決、管理する

例えば、

より広い視野を見据えて行動する

戦略を学ぶ

責任ある行動をとり、権利や限界を知る

分析し、比較し、評価するために

創造的に考えるために

知識を実生活の場面で応用するために

考えやアイデアを効果的に意思疎通するために

リテラシーというPISA調査の概念

書かれた情報にアクセスし、管理し、統合し、評価すること
自らの知識や潜在力を高め、社会に参画し、貢献するために

 
 
Since the mid-1990s governments of the 
OECD have been working on 
establishing a comparative framework to 
assess how well their education systems 
prepare students for modern societies. 
The result has been the OECD 
Programme for International 
Assessment (PISA), the most rigorous 
international effort to date to assess 
learning outcomes and to identify the 
policy levers that may help improving 
the performance of education systems. 
And today, PISA covers the countries 
that roughly produce 9 tenths of today’s 
World economic output. So, if education 
goes wrong in these countries, we do 
have a global problem. A distinguishing 
characteristic of PISA is also that it us 
not merely inward-looking, i.e. looking 
back at what students were expected to 
have learned, but that it tries to look 
outward, and assess what students can 

do with what they have learned.  

191919191919
世の中と関係するために
必要な手段を相互作用

的に活用する

自立的に行動する多様な集団と交流を
もつ

例えば、

言語、記号、文字を利用する
情報をやりとりする

科学技術の可能性を十分に利用する

例えば、

人と良い関係を築く

チームの一員として協力して働く

対立を解決、管理する

例えば、

より広い視野を見据えて行動する
人生設計を立て、実行する

責任ある行動をとり、権利や限界を知る

分析し、比較し、評価するために

創造的に考えるために

知識を実生活の場面で応用するために

考えやアイデアを効果的に意思疎通するために

読解力（2000年調査の中心分野）

書かれたものを理解し、利用し、熟考する能力

 
202020202020

世の中と関係するために
必要な手段を相互作用

的に活用する

自立的に行動する多様な手段と交流を
もつ

例えば、

言語、記号、文字を活用する
情報をやりとりする

科学技術の可能性を十分に利用する

例えば、

人と良い関係を築く

チームの一員として協力して働く

対立を解決、管理する

例えば、

より広い視野を見据えて行動する
人生設計を立て、実行する

責任ある行動をとり、権利や限界を知る

分析し、比較し、評価するために

創造的に考えるために

知識を実生活の場面で応用するために

考えやアイデアを効果的に意思疎通するために

数学的リテラシー（2003年調査の中心分野）

異なった状況において、多様かつ熟慮や識見をもとにした
方法で、機能的に活用できる数学的知識の重視

 
212121212121

世の中と関係するために
必要な手段を相互作用

的に活用する

自立的に行動する多様な集団と交流を
もつ

例えば、

言語、記号、文字を活用する
情報をやりとりする

科学技術の可能性を十分に利用する

例えば、

人と良い関係を築く

チームの一員として協力して働く
対立を解決、管理する

例えば、

より広い視野を見据えて行動する
人生設計を立て、実行する

責任ある行動をとり、権利や限界を知る

分析し、比較し、評価するために

創造的に考えるために

知識を実生活の場面で応用するために

考えやアイデアを効果的に意思疎通するために

科学的リテラシー（2006年調査の中心分野）

自然界を理解し、意思決定するために科学的知識を活用し、科
学的課題を明確にし、証拠に基づく結論を導き出す能力

 
PISA started out with a concept of 
competence defined as the ability to meet 
individual or social demands successfully. 
This external, demand-oriented, or 
functional approach has the advantage of 
placing at the forefront the personal and 
social demands facing individuals. This 
demand-oriented definition needs to be 
complemented by a conceptualization of 
competencies as internal mental 
structures – in the sense of abilities, 
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capacities or dispositions embedded in 
the individual. Each competence is built 
on a combination of interrelated 
cognitive and practical skills, knowledge 
(including tacit knowledge), motivation, 
attitudes, emotions, and other social and 
behavioral components that together can 
be mobilized for effective action. 
Measuring and comparing competencies 
across cultures is a difficult challenge 
and PISA can only progressively 
accomplish this. PISA therefore started 
with competency domains where we were 
most confident in measurement and what 
we believe is the essential foundation for 
competency development: PISA focused 
its initial assessments on literacy skills, 
the capacity of young adults to access, 
manage, integrate and evaluate 
information, to think imaginatively, to 
hypothesise and discover, and to 
communicate their thoughts and ideas 
effectively. In 2000, we began the PISA 
study with a focus on reading literacy, 
where we examined the capacity of 
students to use, interpret and reflect on 
written material. The emphasis of our 
PISA assessment in 2003 was on 
mathematics, not mainly in the sense of 
testing the reproduction of mathematical 
knowledge, but with emphasis placed on 
mathematical knowledge put into 
functional use in a multitude of different 
situations in varied, reflective and 
insight-based ways. In 2006, we focussed 
on  
Students’ Scientific knowledge and use of 
that knowledge to identify questions, to 
acquire new knowledge, to explain 
scientific phenomena, and to draw 
evidence-based conclusions about 
science-related issues; their 
understanding of the characteristic 
features of science as a form of human 
knowledge and enquiry; their awareness 

of how science and technology shape our 
material, intellectual and cultural 
environments; and their willingness to 
engage in science-related issues, and 
with the ideas of science, as a reflective 
citizen. PISA has also begun to look at 
students’ dispositions to learning, their 
approaches to learning, their 
self-concept and their engagement with 
school more generally. These, 
incidentally, are areas where Japan ’s 
strong performance in academic subjects 
contrasts with only moderate 
dispositions to learning.  
 

232323232323
必要な手段を相互作用

的に活用する

自立的に行動する多様な集団と交流を
もつ

今後の調査分野: 自立的な行動

“大局”を把握しながら行動する
（より大きな規範的、社会的、および歴史的背景）
– パターンを認識する

– 構造、文化、習慣、公式・非公式の規則や期待、システム内で
自分が果たす役割を理解する

– 自分の行動が直接・間接に及ぼす影響、およびそれが他人の
行動にどう関係するかを予想する

“人生設計”の作成と実施
– 目標と優先順位を設定する

– 適切なリソースおよびそれらの入手方法を識別し、評価する

– 適切な手段を選択する

– 複数のニーズ、目標、責任に対応できるように自分のリソースを
バランスよく配分する

– 進み具合をモニタリングし、行動の方針を調整する

権利、関心、限度、ニーズを表明する

– 自分自身および他人について

 
 
 

242424242424
必要な手段を相互作用

的に活用する

自立的に行動する多様な集団と交流を
もつ

今後の調査分野: 他者と関係・交流をもつ

良い人間関係を築く能力

– 人間関係を作り、維持し、管理する

– 価値観、信仰、文化を尊重し、理解する

– 他者の役割を担う

協力する能力

– 自分のアイデアを発表し、他人のアイデアに耳を傾ける

– 枠組みを切り換え、複数の視点から課題にアプローチする

– 討論と議題の力学を理解する

– 戦術的または持続的な協力関係を構築する

利害の対立を解決、管理する

– 問われている問題を分析する

– 合意できている部分とできていない部分とを識別する

– 交渉を行い、合意を築く

 



CRET国際シンポジウム 2007.3報告書                                             

- 8 - 

252525252525

OECD countries participating from PISA 2000

OECD countries participating from PISA from 2003

OECD partner countries participating from PISA 2000

OECD partner countries participating from PISA 2003

OECD partner countries participating from PISA 2006

PISA country participationKey features of PISA 2003
Information collected

volume of the tests
– 3½ hours of mathematics assessment, less than half in 

multiple-choice format
– 1 hour for each of reading, science and problem solving

each student
– 2 hours on paper-and-pencil tasks (subset of all questions)
– ½ hour for questionnaire on background, 

learning environment, engagement and motivation
school principals
– questionnaire (school demography, learning environment 

quality)
Coverage

PISA covers roughly nine tens of the world economy
Representative samples of between 3,500 and 50,000 
students

 
 
The results from PISA allow us to 
evaluate the performance of education 
systems on five key benchmarks: The 
overall performance of education 
systems; equity in the distribution of 
learning opportunities; consistency of 
performance standards across schools; 
gender differences; and the extent to 
which schools provide the foundations 
for lifelong learning. The vertical bar on 
the chart shows the position of the 
principal industrialised countries on the 
PISA mathematics performance scale for 
15-year-olds. The green area shows the 
countries that did better than at the 
OECD average level, the yellow area are 
the countries that scored around the 
OECD average level, and the red area 
are the countries that did comparatively 
poorly. For Japan, the results are quite 
encouraging. For my country, Germany, 
the results were somewhat disappointing, 
showing that the performance of our 
15-year-olds lagged considerably behind 
that of the top-performers, by the 
equivalent of several years of schooling.  

262626262626 Development of PISA
Assessments

Development of frameworks
– Development of a working definition of the domain and a 

description of the assumptions underlying that definition
– Organisation of the domain so as to devise 

useful reporting scales
– Identification of key task variables that are then used 

in test construction
– Validation of the variables and assessment of the 

contribution each makes to understanding task difficulty
– Development of framework weights

– In terms of student response time
– Preparation of an interpretative scheme for the results

 
 
However, such national performance 
averages hide important variation and 
complex performance patterns. Let me 
illustrate that with a more detailed 
picture of mathematics performance. 
Traditionally, mathematics is often 
taught in an abstract mathematical 
world, in ways that are removed from 
authentic contexts – for example, 
students are taught the techniques of 
arithmetic, then given lots of arithmetic 
computations to complete; or they are 
shown how to solve particular types of 
equations, then given lots of similar 
equations to solve. In Japan, most 
students can do those things often quite 
well, i.e. can apply mathematical 
routines to well-established 
mathematical problems. However, in 
PISA, we tried to give the usefulness of 
mathematics in the real world great 
attention and to succeed in PISA, 
students had to be able to draw 
connections between the real world and 
the mathematical world, often in 
complex open-ended tasks. Behind this is 
the idea that assessment should not 
merely look at whether students have 
learned what they were taught, but also 
at what they can do with what they have 
learned in novel situations, how students 
can expand their own horizon. This is 
where PISA is different from its 



CRET国際シンポジウム 2007.3報告書                                             

- 9 - 

predecessor, the TIMSS assessment. Why 
did we make this choice? The point is 
that tasks that can solved through 
simple memorisation or with pre-set 
algorithms are those that are also easiest 
to digitise, automatise and offshore, and 
will thus be less relevant in a modern 
knowledge society. In other words, those 
skills that are easiest to teach and 
easiest to teach will not be sufficient for 
young people to face the challenges of the 
future.  
We try to address this with PISA through 
tasks that begin with real-life problems. 
As a first step, students have to 
translate the situation or problem they 
face into a form that exposes the 
relevance of mathematics. They then 
have to make these problems amenable 
to mathematical treatment, using the 
relevant mathematical knowledge to 
solve problems, and finally evaluate the 
solution in the original problem context. 
Many people ask what made the 
Japanese students perform less well 
than, for example, the Finnish students. 
It is exactly the performance on the 
latter components where Japanese 
students show weaknesses. 
 

292929292929 Average performance
of 15-year-olds in 
mathematics

High mathematics performance

Low mathematics performanceGreece

Russian Federation

Liechtenstein

Korea

Hong Kong-China
Finland

Netherlands

Canada
Macao-China Switzerland

New Zealand

Belgium
Japan

Australia

Iceland Czech Republic

SwedenFrance
Denmark

Ireland Germany
Austria

Slovak Republic
Luxembourg

Poland Hungary
Norway

SpainUnited StatesLatvia

PortugalItaly

460

480

500

520

540

 
 
You can, of course, ask the question 
whether the PISA type competencies 
matter for the future of 15-year-olds, 

Obviously, we do not know the future of 
today’s 15-year-olds, but in some 
countries we have followed them since 
2000 in longitudinal studies and 
examined how they actually progress in 
education. This chart shows you the 
likelihood of postsecondary participation 
at age 19 of Canadian 15-year-olds that 
were assessed in reading in the year 
2000, broken down by each level of PISA 
reading proficiency, using Level 1 as the 
reference point. To ensure that this does 
not simply reflect the social background 
of students, this has been accounted for 
in the calculations. What the chart 
shows is that 15-year-olds who have 
reached Level 3 in the PISA test, were, at 
age 19, 4 times as likely to move on to 
further education than students with 
Level 1 performance, and students at 
PISA level 5 were more than 16 times as 
likely as Level 1 performance to move on 
to post-secondary education.  
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Let us move back to the chart with the 
national performance averages. I would 
now like to introduce a second dimension 
into this picture, that PISA has paid 
great attention to. When you look at the 
distribution of student performance 
within each country, there are some 
countries in which social background has 
a strong impact on student performance, 
in other words, where educational 
opportunities are very unequally 
distributed, where there is a large gap 
between winners and losers and where a 
lot of the potential that children bring 
with them is wasted. There are other 
countries, where it matters much less 
into which social context students are 
born, where outcomes are socially 
equitably distributed. If you look at this, 
it is clear where we all want to be, 
namely where performance and equity 
are both strong. And nobody, and no 
country, can accept to be where 
performance is low and opportunities are 
very unequally distributed. Whether it is 
better to have high performance at the 
price of large disparities, or better to 
invest in small disparities at a low 
overall level, that is subject of years of 
ideological debate. However, the most 
important point is that international 
comparisons show us that we do not 
necessarily have to choose between 
quality and equity, but can achieve both. 
If you look at the examples of Canada, 
Finland, Korea but also Japan, which 
you find at the upper right corner in this 
chart, and which thus combine high 
performance levels with an exceptionally 
moderate impact of social background on 
student performance, you can see that 
poor performance in school does not 
automatically follow from a 
disadvantaged socio-economic 
background of students, that it is 

possible indeed to achieve excellent and 
leave no child behind. 
 

363636363636 Durchschnittliche
Schülerleistungen im
Bereich Mathematik

Low average performance

Large socio-economic disparities

High average performance

Large socio-economic disparities

Low average performance

High social equity

High average performance

High social equity

Strong socio-
economic impact on 
student performance

Socially equitable 
distribution of 

learning opportunities
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学校間の成績の差を埋める

学校間および学校内の成績のばらつき

 
 
Another important objective of education 
systems is to ensure that schools provide 
consistently high performance standards. 
In the following chart, I have indicated 
the variation in student performance 
that we have observed among 
15-year-olds. Long bars indicate that the 
gap between the better and poorer 
performing students is very large in 
countries. Shorter bars indicate that 
students perform at similar levels. Some 
people argue, that student performance 
is largely a matter of innate ability – 
some students are born particularly 
talented, and other less so. Well, if that 
would be all of the explanation, it would 
be hard to explain why the disparities 
vary so much across countries. The 
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question is, of course, where this 
variation that you see here comes from. 
Is it because students differ, or is it 
because performance standards differ 
across schools? We can examine this by 
dividing the observed performance 
variation into two components, the 
variation within schools, illustrated by 
the blue bar above the horizontal line, 
and the variation across schools, 
indicated by the yellow portion. What is 
most interesting is that in Finland, but 
also Canada and Denmark student 
performance is largely unrelated to the 
schools in which students are enrolled 
such that parents can rely on high and 
consistent performance standards in the 
entire education system, and do not need 
to worry in which schools they will send 
their children, wherever you look 
performance is strong. In contrast, 
performance differences among school 
account for most of the variation in 
student performance in countries like 
Austria, Germany, Hungary or Italy and 
for a significant share also in Japan. 
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I have spoken much about student 
achievement, let us take a brief look at 
least at some of the attitudinal measures 
as well. The ever-increasing pace of 
change in economic and social life 
underlines the crucial role that 
education systems need to play to instil 
the capacity and the motivation of young 
adults to continue learning throughout 
life. Students need to be able to manage 
their own learning - to set goals, to 
persevere, to monitor their progress and 
to adjust their learning strategies as 
necessary. As you can see from this chart, 
student interest and enjoyment of 
mathematics in Japan is low, in fact it is 
the lowest among OECD countries, only 
about a quarter of Japanese 15-year-olds 
report doing mathematics because they 
enjoy it, roughly half the proportion in 
Denmark, the country with the strongest 
results. Only a third of them report that 
they are interested in the things they 
learn in mathematics, compared with 
half of the students at the OECD average 
level and two-thirds in Denmark. Now 
we might argue that what counts is what 
students know and not their interest. 
However, a look at the lower part of the 
chart suggests that the impact which 
student motivation has on performance 
is as high in Japan as it is in Denmark. 
Japanese students also report a low 
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self-concept in mathematics and 
below-average attitudes towards the 
relevance of school to their life. Only half 
of Japanese 15-year-olds report that 
making an effort in mathematics is 
worth it, because it will help them in the 
work that they want to do later. Also the 
more general attitudes towards school 
among Japanese 15-year-olds  leave 
room for improvement. Just half of them 
report that school has taught them 
things that could be useful in a job or 
that school helped give them confidence 
to make decisions, compared to almost 
three quarters at OECD average level.  
Monitoring shows how things are. 
Comparisons with others can show 
whether more could be achieved. But 
monitoring will not, by itself, improve 
performance. Results from comparisons 
therefore leave the question what 
countries can do to help students to learn 
better, teachers to teach better, and 
schools to be more effective. A study such 
as PISA alone cannot identify clear-cut 
cause-and-effect relationships between 
inputs and outcomes. However, PISA has 
been able to identify key factors which 
appear empirically to be “universal” 
features supporting good quality 
learning at school. That is what I will 
speak about in the last part of my 
presentation. 
 

474747474747 数学における道具的動機付け

出典：OECD (2004), Learning for tomorrow’s world: First results from PISA 2003, 表3.2a, p.360 および図3.3a, 
p.122.
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484848484848 数学における自己概念

出典：OECD (2004), Learning for tomorrow’s world: First results from PISA 2003, 表3.6, p.134 および図3.6, 
p.129.
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Once we start to look beyond the 
distribution of resources, PISA shows 
that students and schools working in a 
climate characterised by high 
performance expectations and the 
readiness to invest effort, the enjoyment 
of learning, good teacher-student 
relations and high teacher morale, tend 
to achieve better results, all other things 
equal. What is important is that two 
things go hand in hand in the countries 
that scored best in PISA, clear and 
universally high ambitions for students, 
on the one hand, and access to best 
practice and professional development in 
schools, on the other, in ways that 
support teachers to expand their 
repertoire of pedagogic strategies to 
personalise learning for all of their 
students and to adopt innovative 
approaches to timetabling and the 
deployment of increasingly 
differentiated staffing models. Let me 
illustrate this by contrasting the 
dimensions of challenge and support in 
the following diagram: Where our 
ambitions are low and teachers and 
schools are poorly supported, nobody 
would expect much. But establishing 
high standards without backing them up 
with good support systems will also not 
be enough. Take the example of England: 
In the mid-1980s, the Thatcher 
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government turned formidable attention 
to the problems of the education service. 
Its answer was to increase the challenge 
through new standards, new tests, new 
school inspection, just like in Japan 
these days. But alongside the challenge, 
there was insufficient investment in 
teachers’ pay, smaller classes, improved 
technology, professional development or 
better school buildings. Nor was enough 
done to address the social circumstances 
which, particularly in declining 
industrial areas and large cities, made 
the job of educators daily more difficult. 
The result was some improvement but 
also significant conflict and 
demoralisation among the stakeholders. 
During those conflicts many educators 
waited for the election of a different 
government which would reduce the 
challenge and increase the support. But 
the government after 1997 did not take 
this approach because it considered that 
this would just strengthen schools that 
were already good while not raise 
performance systemically. Instead it 
sharpened the challenge but, crucially, 
added the support. It tried to use the 
emerging evidence on the impact of the 
reforms of the late 80s and early 90s, as 
well as international research, to inform 
and justify its robust approach to school 
failure. In addition it was able to monitor 
the implementation of policy better than 
ever before and was therefore able to 
refine and strengthen reform 
implementation. This high-challenge 
high-support approach worked 
remarkably well, as the outcomes from 
the UK Literacy and Numeracy 
Strategies in Primary Schools illustrate. 
It is the combination of challenge and 
support that characterises the best 
performing education systems.  
[Slides 50-53] There is another 

dimension where many of the best 
performing countries have policies in 
common. This combines devolved 
decision-making which makes schools 
the main drivers of educational 
development, with intelligent 
accountability, and what I mean by this 
is the move from nationally determined 
approaches to external accountability to 
building capacity and confidence for 
professional accountability. This also 
means that we have the knowledge and 
capacity to intervene where things go 
wrong: School/Hospital. This is about 
creating a “knowledge rich” education 
system, in which teachers act as partners 
and have the authority to act, the 
necessary information to do so wisely, 
and access to effective support systems 
to assist them in implementing change. 
Of course, education has always been a 
knowledge industry in the sense that it 
is concerned with the transmission of 
knowledge; but it is far from becoming a 
knowledge industry in the sense that its 
own practices are being transformed by 
knowledge about their efficiency. 
Compare medicine and education, think 
back to a surgeon and a teacher in the 
1960s. Both could successfully manage 
their jobs themselves, with a limited set 
of tools and the knowledge they had 
acquired during their university studies. 
But if you put these people into the year 
2006, you see the difference. The surgeon 
is now embedded in a profession that 
continually transforms itself through 
research and development, he or she now 
works in a sophisticated technological 
environment, exchanges ideas and 
experiences with other parts of the 
professional community and manages his 
or her work in a team. And the teacher? 
Much less has changed and often they 
confront difficult problems in the 
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classroom in isolation. The challenge for 
modern education systems is to make 
education a “knowledge rich” profession 
and to intelligently utilise and combine 
central management, on the one hand, 
with professional judgement at the 
frontline, on the other. Some countries 
leave the establishment of instructional 
policies and practices entirely to 
teachers and schools. However, it takes 
capacity to build capacity, and if there is 
insufficient capacity to begin with in 
schools, uninformed professional 
judgement in individual classrooms or 
schools often leads to underperformance 
and idiosyncratic school results and 
teachers often end up working in 
isolation. Other countries centrally 
prescribe educational development. My 
three children now go to school in France, 
because I work there, and there 
government believes they know what ’s 
good for every child and see the roles of 
schools and teachers primarily in terms 
of implementing the directions. But this 
has often led to demoralised teachers 
who implement prescribed curricula 
which they do not own. Some countries 
have begun to link prescription with 
devolved responsibility, good data and 
clear targets as well as access to best 
practice and quality professional 
development in order to give schools and 
teachers some role in development and 
improvement. Such “informed 
prescription” does have the virtue of 
providing good ideas to a system that 
does not have them. But the downside is 
the creation of a culture of dependence 
and reduced professional autonomy. 
Among OECD countries, you find 
countless tests and reforms that have 
resulted in giving schools more money, or 
taking money away from them, 
developing greater prescription on school 

standards, or less prescription, making 
classes larger, or smaller, but that alone 
has often had little impact. If you look at 
many of the countries that do well today, 
you find that they place the emphasis on 
building various ways in which networks 
of schools stimulate and spread 
innovation as well as collaborate to 
provide curriculum diversity, extended 
services and professional support. They 
place the emphasis on strong approaches 
to leadership and a variety of system 
leadership roles that help reducing 
between school variation through system 
wide networking and the building of 
lateral accountability.  
 
Let me illustrate some of these points 
with the PISA data. The vertical axis in 
the chart indicates performance, the 
horizontal axis indicates equity. I will 
then mark those countries in green 
where schools enjoy particularly strong 
levels of responsibility, in this case with 
respect to school budgets and those 
countries in red where school autonomy 
is very limited. What you see is that in 
most of the countries that performed well 
in PISA local authorities and schools now 
have substantial autonomy with regard 
to adapting and implementing 
educational content and/or allocating 
and managing resources. The trend 
towards devolved responsibility has, 
however, not been uniform across the 
different areas of decision-making. In 
some countries, the development and 
adaptation of educational content can be 
considered the main expression of school 
autonomy. Others, by contrast, have 
focussed on strengthening the 
management and administration of 
individual schools through market-oriented 
governance instruments or collaboration 
between schools and other stakeholders 
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in local communities while, in some cases, 
even moving towards centralised 
governance of curricula and standards. 
Some argue that decentralisation, or 
more generally, leaving schools greater 
freedom will lead to greater differences 
between schools and thus to larger 
disparities in learning outcomes. That is 
certainly a risk, but many successful 
examples in PISA show that it can be 
contained. Finland, for example, 
provides high degrees of autonomy of 
schools but, at the same time, it succeeds 
to make every school do well, with only 
4% of performance variation among 
countries. This is because autonomy here 
is coupled with a high degree of 
responsibility for schools to address the 
needs of a diverse client base. By 
contrast, some of the countries with the 
least school autonomy – where you might 
expect outcomes to be very similar across 
schools because the inputs are all similar 
– show some of the largest performance 
differences between schools. What this 
shows is that equality in the inputs of 
schooling does not guarantee equality in 
educational outcomes.  
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What is noteworthy is that in virtually 
all the countries that performed well in 
PISA it is the responsibility of schools 
and teachers to deal constructively with 
the diversity of student interests, 
capacities and socio-economic contexts, 
without having the option to make 
students repeat the school year, or 
transferring them to educational tracks 
or school types with lower performance 
requirements that often exist in poorer 
performing countries, where teachers or 
school principals can say to themselves 
that they do the right things, but got the 
wrong students. I am showing you once 
more the chart that measures quality 
and equity for OECD countries, but now 
I am marking those countries with 
strong institutional differentiation and 
stratification in red, those with 
comprehensive approaches to education, 
including, in green. Some countries have 
non-selective school systems that seek to 
provide all students with the same 
opportunities for learning. Other 
countries respond to diversity by forming 
groups of students of similar levels of 
performance through selection either 
within or between schools, with the aim 
of serving students according to their 
specific needs. How do such policies and 
practices affect actual student 
performance? The question is difficult to 
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answer but PISA suggests that countries 
with less stratified systems tend to 
achieve not only an above-average 
overall performance, but also a 
significantly better exploitation of the 
performance potential, especially for 
students from disadvantaged social 
backgrounds. However, comprehensive 
education systems are not a guaranteed 
recipe for success. If you look at some of 
the best performing countries in PISA 
again, you will see that these countries 
have combined comprehensive schooling 
with highly individualised learning 
opportunities; and they engage 
constructively with heterogeneity in 
students interests and backgrounds. We 
see that many of these countries place a 
strong emphasis on individualised 
learning, an emphasis to provide a 
bridge from prescribed forms of teaching, 
curriculum and assessment to an 
approach to classroom practice that is 
predicated on enabling every student 
reach their potential and to leave no 
child behind. That may enable them to 
compensate for differences in abilities 
and learning dispositions, and thus to 
avoid and counter disadvantage on the 
one hand, but also to identify and 
develop talents.  
Promoting high levels of performance 
and an equitable distribution of learning 
opportunities are major challenges for 
educational policy and practice. But 
comparisons like PISA show that this 
challenge can be addressed and give us 
clues of the policy levers that are 
involved and that truly systemic reform 
needs to embrace.  
To return to the beginning of my 
presentation, without evaluation and 
assessment, we are operating in the dark. 
Assessments are the foundation for 
policy development. But we need the 

right assessment tools, tools that do not 
only reflect on whether students can 
reproduce what they have been taught, 
but tools that reflect on the competencies 
that matter for the future.  
We are far away from successfully 
building such tools, and as advanced as 
PISA is, it marks only the beginning of 
such efforts. But what I hope I have been 
able to show you is that, with assessment 
tools such as PISA we can already learn a 
lot about how to improve education 
systems. 
Thank you very much, and my best 

wishes for your work on assessment 
in Japan.
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【機関紹介】 

 
Organization for Economic and Cooperation and Development （略称：OECD） 

－経済協力開発機構－ 

 

OECD 概要 

1961年に設立。1948年に設立されたOrganization for European Economic Cooperationから誕生した。主
なミッションは３つ、①金融市場安定を保ちながらOECD加盟国の持続的な経済成長、雇用、そして生活水
準向上への貢献、②OECD加盟国と他の国々の経済発展の援助、③公平な世界貿易の成長への貢献である。 
 

OECD 教育課 （OECD Directorate for Education） 

ミッション 

OECD加盟国とパートナー国の全国民が質の高い生涯教育を受け、個人の発展、維持された経済発展、そ
して社会統一に向けて協力することである。 

内容事業 
７つの領域で行われており、下記の通りである。 
① 教育・訓練政策 
② 教育研究と改革 
③ 教育システムの指標 
④ PISA 
⑤ 高等教育における経営プログラム 

⑥ 教育的建物に関するプログラム 

   ⑦   非加盟国との協力 

コンソーシアムメンバーのテスト機関を統括して、PISA や PIAAC など、新しい測定領域のテスト開発を
している。 

 

PISA・・・Programme for International Student Assessmentの略で、義務教育修了段階の 15歳児を対
象に行われている「生徒の学習到達度調査」。学んだことをどれだけ社会生活で応用できるかと言

う観点から、子どもの力を測定する。 
PIAAC・・・Programme for the International Assessment of Adult Competencies略で、社会において

成功するためのコンピテンシーを国や個人レベルでどう違うのか認識し測定するための調査。そ

してそれらのコンピテンシーが社会的、経済的にもたらす結果も調査し、必要なコンピテンシー

を身につける教育や政策を考える。 
 


