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TO THE QUESTION ABOUT LEARNING OUTCOMES AND METHODS
OF THEIR EVALUATION IN HIGHER EDUCATIONAL INSTITUTIONS

The article is devoted to the issues of significance of learning outcomes for the education system at the international, national and
institutional levels. The authors analyze the significance and approaches to the assessment of learning outcomes according to the new
system and structure of European qualifications. The article also presents the types of evaluation of learning outcomes, their criteria and
practical significance. The provided material allowed to highlight the main advantages and possible problems of implementing a learning
system based on results. Learning outcomes are playing an increasingly prominent role in higher education. However, at the European
level, this process focuses mainly on the general development of new systems and structures. This is confirmed by the approach based
on learning outcomes, which agrees on the level of European policy and, in particular, on the level of policy in higher education institutions.
Learning outcomes can be applied at different levels: institutional, national and international which determines their definition and the
meaning. At the institutional level, learning outcomes (curriculum implementation, learning and assessment) can be used to express
learning outcomes at the unit or module level. At the same time, they explain to students what exactly is required of them, as well as what
skills / competencies and abilities they will receive after successful completion of training. For the teacher, the learning outcomes can
clarify what the module will give and how it will be combined with the appropriate assessment. The requirement to make the teaching and
learning processes more transparent and clearer presents a challenge for all those involved in education. In the short term, it has to do
with preparing for the urgent task of formulating modules and programs in terms of learning outcomes. In the longer term, adopting a
learning outcomes approach has the potential to help adopt a more systematic approach to program and module development.

Keywords: higher education institutions, European educational space, assessment, learning outcomes, assessment criteria.

Introduction. The searches carried out in the direction Coordinated formulations of general and specific

of improving the control system are ongoing. We see the
changes in the assessment systems that are being
introduced into the practice of modern secondary and
higher education: forms and methods of control (from
testing to computer technology); changes in control
systems are applied and developed by the joint efforts of
scientists, educators, practitioners, methodologists and
officials of educational management structures.

The developments and innovations in the field of the
assessment systems are based on the study of the rich
pedagogical heritage, including outstanding teachers of the
past, didactics, psychologists and methodologists, the
study of experience in organizing control of leading
educational institutions, both present and past.

The change in the assessment system in higher
education was significantly influenced by the legal
documents related to Ukraine's accession to the Bologna
Agreement (2005) and the introduction of the credit-module
assessment system (ECTS).

The expediency of the evaluation system in the field of
education is that the evaluation results allow employees of
local education departments, school principals, high school
teachers and teachers to improve the essence of
educational programs and the quality of the educational
process. This also applies to the activities of non-
governmental educational organizations that oversee the
implementation of educational projects.

The term "assessment” is quite flexible and can provide
many types of evaluations. However, all variants of the use
of this term have one thing in common — they all mean the
assessment of a certain action or phenomenon.

Learning outcomes are playing an increasingly
prominent role in high education. So far, however, at the
European level, the Bologna Process has focused mainly on
the generally agreed development of new systems and
structures. The evidence is as follows: a learning outcomes
approach based on consensus at the European policy level
and often at the policy level in the EU member states, is now
adapting more slowly in the higher education sector.

competencies or adapted to national and local conditions
are gradually being introduced into the reform of courses
and modules of higher education. Even if learning outcomes
have a rather limited impact on higher education in the
present, a huge shift in the reform of teaching and learning
in higher education in the long term can be proven. The
agreed formulations of higher education learning outcomes
still have limited the impact. Though, this may change in the
medium / moderate and long term perspective with
significant impact on higher education teaching and learning.

Analysis of recent researches and publications. In
recent years, the European community has been actively
developing the principles and criteria for the implementation of
qualifications in the European education area. Numerous
seminars and conferences are held, projects are being
implemented and as a result of these events several textbooks,
guidebooks and reports have been written on the basis of which
the working commissions develop strategies for the
implementation of principles, strategies as well as criteria in
practice. The reports by S.Adam [Adam, 2004, 2006],
guidebooks by J.Bingham [Bingham, 1999], P. Ramsden
[Ramsden, 2003], works by J. Biggs [Biggs, 2003], S. Brown
[Brown, 1999], R.M. Harden [Harden, 2002], [ECTS Users'
Guide, 2005, 2009] and [Cedefop report, 2008] are the most
famous among them. The evidence collected in the listed works
shows that learning outcomes currently have a limited impact
on the methods of assessment in higher educational institutions
and, therefore, there is no universal system, criteria for
assessing the knowledge and skills of students regardless of
specialization. This problem requires more attention from
researchers, politicians and practitioners. Recent reforms in
some countries (e.g. Norway, Finland) have fostered interesting
case studies based on the way of leaming outcomes
presentation as an effective method of guiding assessment
practice, replacing more traditional concepts such as course
completion and subject matter assessment tests.

A review of the literature on learning outcomes presents
a number of similar definitions of the term "learning
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outcomes", including the following: a) learning outcomes — a
clear description of what a student should know, understand
and be able to do as a result of learning [Bingham, 1999]; b)
the learning outcomes is a written statement of what the
successful student must be able to do at the end of the
module / unit of the course or qualificatio [Adam, 2004]. Var-
ious definitions of learning outcomes do not differ
significantly from each other. According to these definitions
it follows that: learning outcomes emphasize what the
student has achieved, not the teacher's intentions; learning
outcomes focus on what the student can demonstrate at the
end of the learning activity.

Presentation of the main positions. The following
definition [ECTS Users' Guide, 2005, p. 47] of learning
outcomes can be considered to be a good working definition:
learning outcomes are statements that a learner should
know, understand and / or be able to demonstrate after
completing the learning process. The learning process can
be, for example, a lecture, a module or the whole program.

Learning outcomes can be applied at different levels:
institutional, national and international which determines their
definition and the meaning. At the institutional level, learning
outcomes (curriculum implementation, learning and
assessment) can be used to express learning at the unit or
module level. In doing so, they explain to students what is
expected of them and what skils / competencies,
understandings and abilities they will acquire upon successful
completion of the training. For the teacher, learning outcomes
can clarify what a module will provide and combine this with
an appropriate delivery and assessment method.

At the national level, learning outcomes (qualifications
frameworks and quality assurance) play a more active role
in providing insight into the ways in which national
qualifications frameworks are described and the tools used
to describe them. Quality control is improving as explicit
guidance of standards can emerge from level descriptions,
qualification descriptors and subject tests.

Internationally, learning outcomes (transparency,
recognition and comparability) play a different role, they are
much broader and less precise than national descriptors
compared to the European Qualifications Framework (as
descriptors of the Bologna cycle). However, the provision of
common approaches used by different states within their
own national systems opens up the possibility of real
transparency, mobility and fair recognition on a scale that
was not possible in the past [Adam, 2004].

Learning outcomes are expected to have an impact on
grading styles. The most popular assessment approach
relies heavily on cycle-based assessment, such as using the
student's portfolio, presenting projects and assignments that
the student prepares in coperation with teachers or trainers,
and formative assessment of the learning experience. Even
if learning outcomes are less influential in assessment than
in some other aspects of education and reform preparation,
active learning is defined as a new and increasingly
dominant paradigm. It goes without saying the the following
question arises: what types of assessment can be applied.
The solution can be found in combination with the
assessment of the active learning cycle, which implies the
need for formative assessment, as well as the creation of a
culture of self-assessment as an explicit part of the learning
assessment [Cedefop, 2008].

While describing learning outcomes, it is important to
present them in such a way that they can be assessed.
Importantly, it is necessary to have some samples of
methods or ways of assessment in order to determine the
extent to which learning outcomes have been achieved. The
use of written exams, project papers, portfolios, graded

grading systems, abstract, presentation assessment, etc
can possibly be the example of direct assessment methods
The employer surveys, benchmarking, alumni surveys,
curriculum analysis, etc., can be the examples of indirect
assessment methods.

The teacher's task is to ensure consistency between
teaching methods, assessment methods, assessment criteria
and learning outcomes, which helps to make the learning
experience more transparent. The assessment of
undergraduate courses shows that clear expectations are an
important part of effective teaching. Lack of clarity in this area
is almost always associated with negative assessments,
learning difficulties and poor student performance. Toohey
(1999) recommends a clear statement of assessment
methods and criteria as the best way to help students
understand how they should achieve learning outcomes.

From a teaching and learning perspectives, there is a
dynamic balance between learning strategies on the one
hand and learning and assessment outcomes on the other.
It is important that the graded objectives reflect the learning
outcomes, as "from the students' point of view, the
assessment always determines the actual curriculum”
[Ramsden, 2003]. This situation can be presented as a
process [Biggs, 2003] as follows:

Teacher's perspective: Objectives — Desired learning
outcomes. — Teaching. — Assessment.

Students perspective: Evaluation - Performance
Study — Results.

Assessment is often described in terms of formative and
summative assessment. Formative assessment has been
described as an assessment for learnin as well as an
assessment of the issue "refering to all activities conducted
by teachers and students in assessing themselves, which
provides information to be used as feedback for changing /
modifying the teaching and learning activities in which they
are involved "[Black and Williams, 1998]. In other words,
formative assessment helps inform the teacher and students
about how students are progressing.

Formative assessment is usually carried out at the
beginning of the program or during the program. The
student's commitment to grading tasks can help the teacher
make decisions about the direction of learning and the
improvement of the learning process. Research has clearly
shown [Black and Williams, 1998] that by providing student
feedback, formative assessment can help improve student
learning and achievement.

Key characteristics of formative assessment include:

e |dentification by teachers and students of learning
outcomes and criteria for their achievement.

¢ Providing clear and complete feedback in an effective
and timely manner.

¢ Active involvement of students in their own learning.

e Positive communication between teacher and
students.

e The correspondence of the teacher to the needs of the
students.

In summary, formative assessment is more of a learning
process than a grading one. A final grade is an assessment
that attempts to take stock of a student's learning at a
specific point in time — usually at the end of a module or
program. The final assessment sums up achievements and
has no real value other than describing what has been
achieved [Brown and Knight, 1994].

Thus, the use of a final grade allows the creation of a
degree that reflects the student's commitment. Unfortunately,
the final grade is often limited to the traditional paper exam
and does not involve other methods such as a project,
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portfolio or essay. Due to the nature of the final grade, not all
learning outcomes can be assessed at any given time. The
evaluating of only a sample of learning outcomes is common.

In theory, continuous assessment is a combination of
summative and formative assessments. In practice,
continuous assessment often consists of repeated final
grades with written grades, but little or no feedback is provided
to students. The importance of the assessment methods to try

to test whether or not the learning outcome is achieved is
obvious. The range of student grades was found to be very
limited with approximately 80 % of the grades received in the
form of exams, essays and reports (Brown, 1999).
Developing links between learning outcomes, learning
strategies, student activities and assessment assignments
is a very challenging task for the educator. The following
Table 1 can help you develop these links and assessments.

Table 1
Teacher and student perspectives on assessment

Learning outcomes Education and training activity Assessment
Cognitive Lectures End of Module — Exam
Demonstration of knowledge Tutoring Multiple Choice Test
Understanding Discussions Essay
Implementation Laboratory work Practical assessment
Analysis Clinical work Field work
Synthesis Group work Clinical Practice Presentation
Assessment Seminar Project work
Affective Group presentation
Integration of beliefs, ideas and attitudes
Psychomotor

In order to achieve all learning outcomes, not only one
assessment method cannot be used and a choice of several
of them may be necessary. The curriculum should be
designed so that teaching, learning and assessment are
consistent with learning outcomes. Biggs (2003) refers to
this type of process involving constructive alignment, where
constructiveness considers student activity and alignment
considers the teacher one. burrc ykasbiBaeT, 4TO B XopoLuen
cucteme 0Oy4veHWs,, MeToaMKa npenogaBaHus, y4yebHow
OEeATENbHOCTU U METOAbI OLEHUBAHUS CKOOPAVMHWPOBAHbI,
4YTOObLI NOJAEPKMBATL NpoLEecc 0byyeHus.

Biggs points out that in a good teaching system, teaching
methods, learning activities and assessment methods are
coordinated to support the learning process.

Based on the above data, there are three main tasks
associated with constructive alignment of any module:
a) clear definition of learning outcomes; b) selection of
teaching and learning methods that can ensure the
achievement of that learning outcome; c) evaluating student
learning outcomes and checking how well they correspond
with what has been intended.

Learning outcomes indicate the minimum acceptable
standards for students to take a module. Student papers

above this baseline differ in the application of different
degrees of criteria. Grading criteria are statements that
indicate that the student must demonstrate to achieve a
higher grade. These statements help differentiate the levels
of student performance. By making these criteria clear to
students, it is hoped that students will strive for high levels
of performance. If a student receives a "bare" grade, it does
not provide adequate feedback on the performance results,
but simply indicates the general level of competence. Such
an assessment does not provide information on the
strengths and weaknesses of these specific learning
outcomes. However, if an assessment system is tied to
some form of assessment guideline, it can be a very useful
way to identify areas for improvement. This guide is often
referred to as a rubric.

A rubric is a classification tool used to describe criteria
for classifying student performance. In general, each
heading consists of a set of criteria and signs associated
with those criteria. In this way, rubrics help define the criteria
for a rating system by describing activities at various points
along the rating scale. For example, the rubric assessment
of one of the learning outcomes in module "X" of a master's
program at the Faculty of Education might be as in Table 2.

Table 2
Rubric assessment of one of the learning outcomes in module "X" of a master's program
Learning outcomes Assessment criteria i
1%t degree 2: 1 degree 2: 2 degree Passed Failed
Upon successful | Outstanding use of | A very good use of | Correct use of | Limited use of the | Poor use of
completion of  this | literature literature shows a | literature shows a | literature shows a | literature indicates

module, students should
be able to: summarize
data from pedagogical

demonstrates  an
excellent ability to
synthesize data in

high  ability to
synthesize data in
an analytical way to

good ability to
synthesize data in
an analytical way,

moderate ability to
synthesize data to
formulate

a lack of ability to
synthesize data to
formulate

to formulate clear | conclusions. conclusions.

conclusions.

literature, to support the | an analytical way to | formulate clear
line of development of | formulate clear | conclusions.
argumentation. conclusions.

In the recent past, the literature has criticized the learning
outcomes model and, at the same time, the learning outcomes,
approach to teaching and learning has received strong
international support. For example, A. Jenkins and D. Unwin
[Jenkins and Unwin, 2001] argue that the learing outcomes:

e Help teachers communicate to students more
precisely what is expected.

e Helps students learn more effectively: students are
aware of their place and level and the curriculum becomes
more open to them.

e Help teachers design their materials more effectively
by acting as a template for them.

¢ Make it clear what students can hope for in receiving
from each specific course or lecture.

e Help educators choose an appropriate
strategy consistent with learning outcomes.

¢ Provide assistance in conducting examinations based
on the submitted materials.

One of the main problems in accepting learning
outcomes is considered to be philosophical: academic
learning must be open and learning outcomes do not fit into

learning
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this liberal view on learning [Adam, 2004]. The problem does
not arise if the learning outcomes are written with an
emphasis on high thinking and application of skills. However,
if learning outcomes are written within very narrow frames,
this can constrain learning and create a lack of intellectual
challenge for learners. Other potential problems are the
following: « the danger of evaluating a managed curriculum
if the learning outcomes are too limited. Learning outcomes
can lead to confusion among students and staff provided
guidelines and principles are not followed.

Conclusions. International trends in education show a
shift from the traditional teacher-centered approach to a
student-centered one ftraditionally focusing on what the
teacher has done, but now the emphasis has shifted to what
learners have learned and can demonstrate at the end of a
module. The key characteristics of results-based education
include [Harden, 2002]:

o the development of clearly defined and published
learning outcomes to be achieved by the end of the program;

¢ the development of the curriculum, learning strategies
and exploring opportunities to ensure the achievement of
learning outcomes;

¢ the assessment process is consistent with the learning
outcomes and assessment of individual students, which
allows them to achieve results.

The shift from "teacher-centered" learning to education
focused on "learning outcomes" has received an additional
impetus from the Bologna Process, with its emphasis on
student-centered learning, which foresees more accurate
and understandable curriculum structure and content.
Learning outmes play a key role in ensuring the
transparency of qualifications and the qualifications system
itself. They are also central to contributing to the various
activities of the Bologna Process in all countries of the
European Higher Education Area.

The requirement to make the teaching and learning
processes more transparent and clearer presents a
challenge for all those involved in education. In the short
term, it has to do with preparing for the urgent task of
formulating modules and programs in terms of learning
outcomes. In the longer term, adopting a learning outcomes
approach has the potential to help adopt a more systematic
approach to program and module development.

Onbra NMnaxoTHik, A-p neAa. Hayk, npod.
ORCID iD: 0000-0002-7732-5554,

In practice, policymakers, practitioners and researchers
are looking for a combination of usefulness, reliability, and
credibility on the part of the assessment. While there may be
a lack of consensus on where the balance should be and the
presented shift to learning outcomes requires significant
changes in well-organized testing and assessment practices.
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OO0 NUTAHHA NPO PE3YNbTATU HABYAHHA
TA METOAM IXHBOIO OUIHIOBAHHA B 3AKINALAX BULLIOI OCBITU

HocnidxeHo pesynbomamu Hag4aHHs1 Onsi cucmeMu oceimu Ha MiXXHapoOHOMY, HayioHarbHOMYy ma iHcmumyuyiliHomy pieHsix. [lpoHanizoeaHo
3HayeHHs1 ma ni@xo0u Ao ouiHE8aHHs1 pe3y/ibmamie Hag4aHHs1 32i0HO 3 HOBOK CUCMEMOR i cmpyKkmyporo esponelicbKux Keasnighikayil. Po3ans-
Hymo munu oyiHro8aHHs1 pe3ysibmamie Hae4aHHs, IXHi kpumepii ma npakmu4He 3HayeHHs. HaeedeHo Mmamepian, sikuli do3eonue eudinumu 20/108Hi
nepeeazu i Moxnuei npo6remu peanizayii cucmemu Hag4aHHs, Wo 6a3yembcsi Ha pe3yJsibimamax Hag4yaHHsl, PoJib sIKUX y cgpepi euwoi oceimu no-
mimHo 3pocmae. OdHak Ha espornelickkoMy pieHi yeli npoyec 3ocepedeHo 8 OCHOBHOMY Ha 3a2a/lbHUX PO3pPobKax HO8UX cucmeM i cmpykmyp.
[lidmeepdxeHHsAM UboMy € nioxid, sikuli 6a3y Cs1 Ha pe3yJib X Hag4yaHHsI, 3a IKUM y3200)KeHO pieeHb eepornelicKoi nonimuku i, 30kpema, Ha
pieHi nmonimuku e 3aknadax euujoi oceimu. Pe3ynbmamu Hae4YaHHs MOXymb 6ymu 3acmocoeaHi Ha Ppi3HUX pieHsIx: iHcmumyuiliHomy,
HayioHanbHOMY i MixkHapoOHoMY, ane demepMmiHyromb ixHI0 OegbiHiyiro ma 3Ha4eHHs. Ha iHcmumyuyiliHomy pigHi pe3ynbmamu Has4aHHS (peani3ayis
Hae4asibHO20 NniaHy, Hag4aHHs i OyiHO8aHHs1) MOXHa eukKopucmamu Osisl eUpa)keHUs pe3ysibmamie HagéYaHHs1 Ha pieHi oduHuyi Yyu modyns. lMpu
UbOMY BOHU MOSICHIOIOMbL YYHSIM, WO came 8i0 HUX 8UMa2acmbCsi, a MaKoX, sIKi HasuYKu/KomnemeHuyii i 30i6Hocmi eoHU ompumaromsb nicns
ycniwHo20 3aeepweHHsI Hag4yaHHs1. [ins euknadaya pe3ysibmamu Hag4YaHHsI MOXYMmb MPOSICHUMU, W0 came dacmb MOOYJb i K 06'eOHaembcs 3
idnoegiOHUM sucmaeneHHsIM OUiHKu. Bumoz2a 3pobumu npouec euksadaHHsi i Hag4yaHHs 6inbw NPo3opuM i 6inbw YimKuM € crninbHO NpobsieMoro
ons ecix, xmo ompumye oceimy. Y Halibnuxuiii nepcrnekmusi ye noe'sa3aHo 3 nid2zomoekoro do HegidknadHo20 3aedaHHs hopMysiroeaHHsI MOOyJrlie
i npoepam wodo pesynbmamie Hag4yaHHs1. Y 6inbw 0oe2o0cmopokoeili nepcrnekmuei peanizayisi nioxody Ha 6a3i pesynbmamie Hag4YaHHs YMOXJU-
eums npulir 6inbw cuc 1020 nidxidy o po3pobku npozpam i Mmodyiis.

Knroyoei cnoea: 3aknadu euwoi oceimu, egponelicbkuli oceimHili npocmip, oyiHka, pe3ynbmamu Hag4aHHsI, Kpumepii oyiHr8aHHS.




