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Abstract 

In order to enhance the use of high-quality assessment practices to support student 

learning, it is critical to understand how early career experiences influence teachers’ approaches 

to assessment. Early career experiences are shaped by educational researchers’ 

conceptualizations of assessment constructs, how assessment education is structured and 

operationalized by teacher educators, and the assessment learning experiences of teacher 

candidates during teacher education and classroom teaching. This dissertation explores these 

dimensions with participants from across Canada through a range of methodologies including a 

scoping review, semi-structured interviews, and quantitative questionnaires.  

The first study of this multiple-manuscript dissertation presents a scoping review of peer-

reviewed literature on the assessment constructs of assessment competence, literacy, capability, 

and identity that have shaped the field of teachers’ assessment education. The second study is an 

examination of the landscape of assessment education in 12 teacher education programs from 

across Canada through interviews with 25 teacher educators. The third study utilizes latent class 

analysis to examine how teacher candidates’ approaches to classroom assessment are shaped by 

their teacher education program. Finally, the fourth study examines teachers’ approaches to 

assessment at four distinct career stages through a cross-sectional research design. Collectively, 

findings from this dissertation indicate a degree of contention across and within assessment 

scholarship, assessment education, and classroom assessment practice.  

Based the notion of contention and informed by the key findings of this research, a 

framework for re-imagining assessment education is proposed. This framework includes 

recognizing that assessment practice is a social and emotional endeavor, that assessment requires 

teachers to be trusted to exercise their professional judgement, and that teachers’ assessment 
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learning is a career-long process that is shaped by teacher agency. In conclusion, this research 

provides the framework for re-imagining assessment education that strives to acknowledge and 

re-orient existing contentions as a positive force on shaping teachers’ assessment practice.  
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Chapter 1 

Introduction 

Canadian teachers are expected to utilize classroom assessment to support next 

steps in teaching, foster student capacity for self-assessment, and evaluate student 

learning. Classroom assessment – that is the process of gathering information on what a 

student knows, is able to do, and is learning to do – is a tension-filled practice of 

professional judgement for teachers (Battistone, Buckmiller, & Peters, 2019; Graham, 

2007; McMillan, 2000). These tensions can arise from decisions regarding how to 

balance student performance on large-scale assessments and classroom assessments when 

evaluating learning; deciding when to use traditional forms of assessment (e.g., paper-

pencil tests) or more authentic tasks (e.g., portfolios, performance tasks); how to fairly 

support the learning and achievement of all students, and countless other situations 

(Battistone, Buckmiller, & Peters, 2019; Gareis & Grant, 2015; McMillan, 2000; Volante 

et al., 2020). When handled productively, these tensions can be a positive driver for 

shaping teachers’ pedagogical practice but in practice, this may be difficult as teachers 

have a tendency to “retreat from contention, returning to their classrooms to do things the 

way they want to do them” (Graham, 2007, p. 5). How teachers navigate these tensions 

and engage in high-quality assessment practices form the foundation of standards-based 

education systems and, far more importantly, are critical to supporting student learning.  

The relationship between high-quality teaching, classroom assessment, and 

student learning has long been recognized by educational researchers (e.g. Black & 

Wiliam, 1998; Fenstermacher & Richardson, 2005; Hattie, 2009; Herppich et al., 2017; 

Putnam & Borko, 1997). High-quality assessment practices have been shown to decrease 



 

 
 

2 

achievement gaps (Stiggins & Chappuis, 2005), support students with diverse learning 

needs (Guskey, 2007), and positively influence students’ motivation and self-esteem 

(Black & Wiliam, 1998). Despite this, research indicates that teachers demonstrate low 

levels of assessment knowledge and skills, in particular early career teachers who have 

been shown to have low levels of assessment knowledge (MacLellan, 2004; Mertler, 

2003) and low levels of confidence in their assessment and teaching practices (Kosnik, 

Mennam, & Dharamshi, 2015; Volante & Fazio, 2007). For example, Volante & Fazio 

(2007) contrasted teacher candidates’ confidence in their assessment practices at different 

stages of teacher education while Mertler (2003) compared assessment knowledge of 

teacher candidates to classroom teachers. Both teachers and teacher candidates appeared 

to possess low levels of confidence and knowledge in classroom assessment. 

Despite the historical neglect of classroom assessment education within teacher 

education programs (DeLuca, 2012; Shepard, Hammerness, Darling-Hammond, & Rust, 

2005; Stiggins, 1999), the rise of the accountability paradigm in education has led to 

assessment occupying a more prominent role within teacher education programs (DeLuca 

& Klinger, 2010; Poth, 2013). Upon entering the workforce, efforts to improve classroom 

teachers’ capacity to engage in classroom assessment tends to occur through well-funded 

professional development initiatives (e.g., Campbell [2017] noted that $100-2500 per 

year is allocated per teacher for professional development in Canada). Despite these 

investments in effort, time, and money, there has not been an associated increase in 

teachers’ capacity to engage in high-quality assessment practice (Battistone, Buckmiller, 

& Peters, 2019). As such, there is strong need to better understand the assessment 

learning of teachers, particularly those in their early career.  
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Over the previous two decades, there has been an evolution of constructs that aim 

to characterize teachers’ capacity to engage in classroom assessment including 

assessment competence (Stiggins, 1991a), assessment literacy (Stiggins, 1991b), 

assessment capability (Abolsum, Flockton, Hattie, Hipkins, & Ried, 2009), and 

assessment identity (Wyatt-Smith, Klenowski, & Gunn, 2010). Collectively, this growing 

body of research, in addition to contemporary assessment policies and teachers’ 

professional standards, has repeatedly called on teachers to integrate assessment 

continuously across their practice in various ways to identify, monitor, support, evaluate, 

and report on student learning. Depending upon scholars’ conceptualizations of 

assessment, the approaches proposed to support teachers’ assessment practices differ 

greatly. For example, early conceptions of assessment competence and literacy (e.g., 

Campbell, Murphy, & Holt, 2002) appear to advocate for increasing teachers’ assessment 

knowledge to improve their assessment practice. More contemporary conceptions of 

these constructs (e.g., Willis, Adie, & Klenowski, 2013; Xu & Brown, 2016) recognize 

the need to develop teachers’ knowledge of assessment in addition to teachers’ awareness 

of the affective dimensions of assessment, the socio-cultural conditions of effective 

assessment practice, and the importance of teachers’ beliefs on the purpose of assessment 

in supporting student learning and achievement. 

Although classroom assessment policy is dictated at the provincial/territorial 

level, there are notable similarities in the teachers’ classroom assessment practices and 

priorities across Canada (Volante & Ben Jaafar, 2008; Volante et al., 2020). Canadian 

teachers are expected to use classroom assessment to support next steps in teaching (i.e., 

assessment for learning), fostering students’ capacity for self-assessment (i.e., assessment 
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as learning), and evaluate students’ learning (i.e., assessment of learning), as seen in 

assessment standards and provincial assessment policies (e.g., Klinger, McDivitt, 

Howard, Rogers, Munoz, & Wylie, 2015; Manitoba Education, Citizenship & Youth, 

2006; Newfoundland & Labrador, 2017; Ontario Ministry of Education, 2010). Despite 

repeated calls for the integration of assessment within teaching, research continues to 

indicate that teachers struggle to fully harness high-quality assessment practices in the 

service of supporting student learning and achievement (Cooper, Klinger, & McAdie, 

2017; Herppich et al., 2018; Looney et al., 2018; Xu & Brown, 2016).  

Interestingly, the challenges surrounding the integration of high-quality 

assessment may be more pronounced for early career teachers as without substantive 

classroom teaching experience (i.e., less than five years of experience), their assessment 

practices may be far more fluid than their more senior counterparts (Cooper, Klinger, & 

McAdie, 2017; Xu & He, 2019). While research indicates that teachers’ approaches to 

assessment shifts and changes throughout their teaching career, it appears that early 

career stages of teachers are periods of immense change. For example, Wen, Tsai, & 

Chang (2006), found that more experienced teachers place greater value on peer 

assessment activities. Researchers have called for further examination of how and why 

teachers’ assessment capacity develops and shifts throughout their early career, as this 

complex process is not well understood (Hill, Ell, & Eyers, 2017; Xu & Brown, 2016).  

Purpose and Research Questions 

The purpose of this dissertation was to map the shifting landscape of assessment 

constructs to better understand how assessment education impacts early career teachers’ 
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approaches to assessment. Specifically, this study addressed the following research 

questions: 

1. How have classroom assessment constructs shifted and evolved since their 

introduction into the peer-reviewed literature? 

2. What are the characteristics of contemporary Canadian pre-service assessment 

education? 

3. How do experiences during initial teacher education shape teacher candidates’ 

approach to classroom assessment? 

4. How do classroom teachers’ approaches to classroom assessment shift 

throughout their early career? 

Significance 

Understanding how and why teachers’ approaches to assessment shift throughout 

their early career is important for three reasons. First, this dissertation will delineate the 

landscape of assessment constructs that have shaped classroom assessment research over 

the previous three decades. In doing so, a more nuanced understanding of how 

researchers conceptualize teachers’ assessment practices may be developed to better 

understand how teachers’ assessment practices shift throughout their early career (Hill, 

Ell, & Eyers, 2017; Xu & Brown, 2016; Xu & He, 2019). 

Second, understanding the pressures, stresses, and challenges that impact early 

career teachers’ approaches to assessment would allow for teacher education programs to 

more effectively and efficiently prepare teachers (Popham, 2009, 2013; Poth, 2012). 

Research continues to show that teachers are generally underprepared for the current 
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context of assessment (Bennett, 2011; Herppich et al., 2017; Looney et al., 2017; 

MacLellan, 2004; Xu & Brown, 2016). In particular, early career teachers have been 

shown to have low levels of assessment knowledge (MacLellan, 2004; Mertler, 2003) and 

confidence in their assessment and teaching practices (Kosnik, Mennam, & Dharamshi, 

2015; Volante & Fazio, 2007). In providing empirical evidence on the trajectory of 

teachers’ approaches to assessment throughout the first few years of teaching, targeted 

professional development opportunities to support early career teachers can be 

developed. Specifically, professional learning opportunities that allow teachers to explore 

areas of interest in assessment that reflect their current priorities and unique approaches 

in relation to their career stage (Adie, Stobart, & Cumming, 2019). 

Third, by understanding early career teachers’ approaches to assessment, the 

teaching and learning context for students in the classroom can be better understood. In 

particular, how classroom assessment cultures may shift for students as they move 

between teachers of differing career stages who may have been educated under different 

paradigms (Shepard, 2000). This is of particular importance as early career teachers are 

disproportionately hired in schools and school boards with a greater prevalence of 

marginalized students (e.g., remote communities in northern Canada; Brandon, 2014; 

Eaton, Dressler, & Gereluk, 2015) who would benefit greatly from high-quality 

assessment practices. 

Researcher Positionality 

A critical component of any study is the alignment between the study design (i.e., 

purpose of the study, the specific research questions pursued, methods used to address 

those research questions), the epistemology of the researcher, and theoretical framework 
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that guides a study. In this section, my understanding of the nature of reality, how 

knowledge is created, and the theoretical framework for this study will be discussed. 

 Epistemology is a philosophical understanding of how knowledge is created and 

justified (Mack, 2010). Aligned with my critical realist understanding of reality (Collier, 

1994), I understand knowledge as a product of our subjective understandings of our 

experiences, mediated by reflection and social interaction. This understanding of 

knowledge aligns closely with the tenets of social constructivism that views learning as 

an active, dialogue rich, and contextualized process (Adams, 2006; Schunk, 2012).  

Social constructivism provides the theoretical framework for this study, its 

purpose, assessment constructs, and research methodology. As a learning theory, 

constructivism conceptualizes learning as an active process of knowledge and meaning 

construction by the learner (Fosnot, 1996; Steffe & Gale, 1995). Differing from 

behaviourist learning theories that viewed learning as linear skill mastery or from 

cognitive learning theories that focus on how the mind processes and integrates 

information (Adams, 2006), constructivism assumes that learning is a complex, non-

linear process that involves the construction of knowledge based upon the learner’s 

experiences and in relation to others’ experiences of learning (Richardson, 2013). Built 

upon the work of Dewey (1938), Piaget (1953), Vygotsky (1934/1987), and others, 

constructivism has shaped educational research and policy for decades (Adams, 2006; 

Shepard, 2000).  

While many forms of constructivism exist (e.g., cognitive constructivism, radical 

constructivism; Schnuk, 2012), they are unified by their conceptualization of learning as 

an active process of constructing understandings from experience, with the learner’s 
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previous experiences, knowledge, and social context impacting knowledge construction 

(Dewey, 1929/1980; von Glasersfeld, 1990). Through the lens of social constructivism, 

the aim of learning is to become aware of how others’ understandings of the world shape 

one’s own understandings. A consequence of this aim is that the utility of a learner’s 

knowledge construction is based upon its interpretive and predictive power, rather than 

an objective correctness (Adams, 2006).  

Social constructivism places an emphasis on the importance of the learners’ social 

interactions during knowledge construction, and as conceptualizing learning as 

inseparable from social interactions. The focal point of knowledge construction is not 

within the individual (as with the more general theory of constructivism) but exists also 

within social interactions and the community of knowledge with which the individual 

engages (Richardson, 2003; Vygotsky, 1934/1987, 1962). The tenets of social 

constructivism are echoed in the critical influences on assessment learning of early career 

teachers. Namely, introspection, self-directed learning, learning from peers and teacher 

educators, and practical learning. 

For the past 30 years, particularly in Canada, principles of teaching and learning 

have gravitated towards social constructivist principles (Adams, 2006; Shepard, 2000). 

Consequently, the high degree of alignment between the tenets of social constructivism 

and the previously identified factors that have been shown to influence the development 

and shaping of early career teachers’ assessment learning is unsurprising. Applied to this 

study, a social constructivist framework aligns with my study purpose as I aim to 

examine how early career experiences and teachers’ understandings of those experiences 

impact upon their theoretical orientations and philosophies of classroom assessment. As 
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the assessment construct ‘approaches to assessment’ is built upon a social constructivist 

understanding of teaching, learning, and assessment, the utilization of a social 

constructivist framework is the best aligned construct moving forward with this research. 

Outline of Dissertation Structure 

 This multiple-manuscript dissertation is organized into six chapters. Prior to each 

chapter, a preamble will briefly discuss the origin of the study as well as my role in the 

research process. This first chapter presented the study background, purpose and research 

questions, and researcher positionality.  

The second chapter addresses the first research question through a scoping review 

of peer-reviewed literature on the assessment constructs of assessment competence, 

literacy, capability, and identity that have shaped the field of teachers’ assessment 

education. Conceptualizations are analyzed to determine the evolution of each construct 

over time (i.e., since the introduction of the construct into peer-reviewed literature) and 

space (i.e., geography), and in considering how the constructs contribute toward 

contemporary understandings of teachers’ assessment work. 

The third chapter examines the landscape of assessment education in 12 teacher 

education programs from across Canada through interviews with 25 teacher educators, 

addressing the second research question. The purpose of this study is to determine the 

characteristics of teacher preparation in assessment within Canadian teacher education 

programmes.  

To answer the third research question, the fourth chapter presents a study that 

utilizes latent class analysis to examine how teacher candidates’ approaches to classroom 

assessment are shaped by their teacher education programs. Specifically, this study 
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analyzes teacher candidates’ approaches to classroom assessment, self-perception of 

assessment competence, motivation for completing teacher education, and assessment 

education experiences at the end of their teacher education program. Latent class analysis 

is utilized to determine approaches to assessment subgroups and how membership to 

these subgroups can be characterized. 

The fifth chapter addresses the fourth research question through a cross-sectional 

examination of teachers’ approaches to assessment at four distinct career stages (i.e., at 

the beginning of teacher education, at the end of teacher education, within the first five 

years of classroom teaching, greater than five years of classroom teaching). The final 

chapter presents a summary of the studies in relation to the research questions of this 

dissertation, concluding with a framework to guide teachers’ assessment learning.  

As the manuscripts that comprise this dissertation were designed and carried out 

throughout the length of my doctoral program, Figure 1.1 provides a rationale for the 

ordering of manuscripts as they appear in this disseration. In particular, this figure 

describes how the research findings of a manuscript supports the purpose of the 

subsequent manuscript. 
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Figure 1.1 Concept Map for Dissertation Design 
 
 

  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  

How and why do teachers’ 
assessment practices shift and 
change during their early 
career? 
I was fundamentally interested in how and 
why teachers’ assessment practices 
shifted and changed during their early 
career as much of my previous research 
centered on understanding teachers’ 
assessment practices in relation to other 
factors (e.g., beliefs about teaching and 
learning). I decided a range of methods 
was needed that engaged with various 
dimensions of assessment learning to 
address this overarching research 
question. 

How are assessment constructs 
conceptulized by researchers? 

In examining how researchers frame 
scholarship regarding  teachers’ assessment 
practice, I noted several interesting findings 
included tensions between different 
conceptulizations of assessment capacity 
and how these constructs have shifted and 
evolved over time. What is the landscape of 

assessment education in 
Canada? 
Findings from the previous chapter and 
my own experiences in pre-service 
assessment education led me to consider 
how teacher educators engaged in 
supporting teacher candidates’ 
assessment learning. 

How do teachers’ approaches 
to assessment vary throughout 
their career? 
While examining teachers’ approaches to 
assessment at  the end of teacher 
education yielded interesting findings, I 
was curious as to how approaches to 
assessment shifted and changed 
throughout teacher education as well as 
throughout a career as a classroom 
teacher. 

How does teacher education 
impact teachers’ approaches to 

assessment? 
Given the assessment landscape described 
in the previous chapter, I wondered how 
experiences during teacher education would 
shape teacher candidates’ approaches to 
assessment.  

How can teachers’ assessment 
learning be more effectively 

supported? 
After responding to my research questions, 
I revisited my research findings and 
proposed an assessment learning 
framework and research agenda for myself 
and the field. 
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Chapter 2 

Mapping the constellation of assessment constructs: A scoping review study on 

assessment competence, literacy, capability, and identity 

Preamble 

During the winter term of 2019, I completed my first comprehensive exam. A 

substantial part of this process was a literature review of prominent classroom assessment 

constructs. This task provided me with the opportunity to delineate the boundaries and 

interconnected nature of multiple assessment constructs in ways that I had not yet seen in 

the peer-reviewed literature. Based off this experience, I endeavored to complete a more 

robust and thorough review of assessment constructs. Currently under review, Chapter 2 

is comprised of a scoping review I completed in the winter of 2020 on how four 

assessment constructs are conceptualized in the peer-reviewed literature, with a focus on 

how these conceptualizations change over time and geography. 

Introduction 

Assessment has become a mainstay across systems of education in recent years, 

and with it the need to develop teachers’ capacity in assessment. Accordingly, there has 

been a proliferation of theories, policies, and professional development practices to 

support teachers’ classroom assessment work over the past thirty years. Such 

proliferation has resulted in multiple, and at times, overlapping constructs to characterize 

teachers’ roles and responsibilities in assessment. In this paper, I begin to map the 

constellation of constructs in order to provoke a more comprehensive understanding of 

what it means for a teacher to effectively engage with assessment throughout their 

professional practice. 
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Over the past three decades, educational policies and professional standards have 

repeatedly called teachers to integrate assessment continuously across their practice in 

various ways to identify, monitor, support, evaluate, and report on student learning (e.g., 

Standards for Teacher Competence in Educational Assessment of Students; AFT, NCME, 

& NEA, 1990; The Classroom Assessment Standards for PreK-12 Teachers; Klinger 

McDivitt, Howard, Rogers, Munoz, & Wylie, 2015). This growing emphasis on teachers’ 

assessment capacity is in part a result of the long recognized strong relationship between 

high-quality teaching, classroom assessment, and student learning by educational 

researchers (e.g. Black & Wiliam, 2009; Fenstermacher & Richardson, 2005; Hattie, 

2009; Herppich et al., 2018; Putnam & Borko, 1997). High-quality assessment practices 

have been shown to support student learning, particularly for students with below average 

achievement and diverse learning needs (Guskey, 2007; Stiggins & Chappuis, 2005). In 

addition to the mounting evidence on the importance of assessment for student learning, 

assessment is a core feature of standards-based educational systems, which are often 

coupled with frameworks of accountability. Assessment remains the key evidentiary 

source to demonstrate attainment of standards and respond to accountability demands.  

Researchers have conceptualized and operationalized multiple constructs to 

understand teachers’ classroom assessment practice. Constructs have included 

‘assessment competency’ (e.g., Herppich et al., 2018; Schneider & Bodensohn, 2017; 

Smith, 2007), ‘assessment literacy’ (e.g., Brookhart, 2011; Popham, 2004; Xu & Brown, 

2016), and later, ‘assessment capability’ (e.g., Booth, Hill, & Dixon, 2014; DeLuca, 

Willis, Cowie, Harrison, Coombs, Gibson, & Trask, 2019; Hill, Cowie, Gilmore, & 

Smith, 2010) and ‘assessment identity’ (e.g., Looney, Cumming, van Der Kleij, & Harris, 
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2018; Wyatt-Smith, Klenowski, & Gunn, 2010). The result of these multiple constructs 

presents a constellation of conceptualizations, which have influenced contemporary 

educational policies and professional development practices across systems, shaping 

understandings of teachers’ assessment work.  

Of concern is a resulting confusion that ensues when multiple constructs related to 

the same professional responsibility proliferate in a short timeframe, each replete with 

epistemological assumptions and unique connotations for practice. As noted by Koh, 

Burke, Luke, Gong, and Tan (2018), “over the past two decades, assessment literacy, 

assessment knowledge, or assessment competence have been used interchangeably in 

general education” (p. 265). As such, the aim of this study is to critically map the 

constellation of assessment constructs through a scoping review methodology to examine 

how these related constructs have been conceptualized for pre-service or in-service 

teachers. Driving this analytic mapping was the following research question: How are 

assessment competence, assessment literacy, assessment capability, and assessment 

identity conceptualized in peer-reviewed research? Specifically, I was interested in 

analyzing the evolution of each construct over time (i.e., since the introduction of the 

construct into peer-reviewed literature) and space (i.e., geography), and in considering 

how the constructs contribute toward a current view of teachers’ assessment work. To 

this end, this study provides the basis for theorizing new directions and possibilities for 

supporting teachers’ in their assessment roles and responsibilities. 

Method 

 A scoping review methodology (Arskey & O’Malley, 2005) was used to identify 

literature relevant to the research questions of this study. This review consisted of five 
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stages: (1) identifying the research question; (2) identifying relevant articles; (3) study 

selection; (4) charting the data; and (5) collating, summarizing, and reporting the results. 

Stage 1: Identifying the Research Question 

 The research question guiding this scoping review was: How are assessment 

competence, assessment literacy, assessment capability, and assessment identity 

conceptualized in peer-reviewed research? As the purpose of the study was to examine 

how these specific constructs have been utilized by educational researchers when 

researching pre-service and in-service classroom teachers’ classroom assessment, 

publications regarding closely related terms (e.g., data literacy; Cooper, Klinger, & 

McAdie, 2017; Pastore & Andrade, 2019), synonyms (e.g., diagnostic competence 

instead of assessment competence; DeLuca, Schneider, Coombs, Pozas, & Rasooli, 2019; 

Herppich et al., 2018), or related populations (e.g., student assessment literacy, which 

refers to K-12 students rather than teachers; Charteris & Thomas, 2017) were not 

included. Variations in suffixes (e.g., assessment literacy and assessment literate) were 

included. 

Stage 2: Identifying Relevant Studies 

Studies included in this scoping review were identified through the use of 

keyword searches within four databases: ERIC, Education Source, Academic Search 

Complete, and Web of Science. Database searches were carried out independently for 

each assessment construct using one keyword per construct (e.g., ‘assessment litera*’ for 

the construct of assessment literacy; Table 2.1).  All searches were limited to English-

language, published studies. No date limitation was placed on the search and database 
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searches completed in January 2020. Reference lists of relevant articles were also 

examined for additional articles not previously identified in the database searches. 

Table 2.1 Keywords for Electronic Database Searchers for Each Assessment Construct 
 

Construct Assessment 
Competence 

Assessment 
Literacy 

Assessment 
Capability 

Assessment 
Identity 

Search Term “Assessment 
Competen*” 

“Assessment 
Litera*” 

“Assessment 
Capabil*” 

“Assessment 
Identit*” 

 

Stage 3: Study Selection 

 Articles were selected that met the following criteria: (a) published in a peer-

reviewed journal, (b) full-text was available, and (c) the use of the construct directly 

related to pre-service or in-service K-12 classroom teachers. Exclusion criteria included: 

(a) article not published in a peer-reviewed publication (e.g., non-peer-reviewed 

professional article, dissertation, government report), (b) article not directly related to 

pre-service or in-service teachers but to other stakeholders (e.g., teacher educators, school 

administrators), and (c) article did not sufficiently discuss the target construct (e.g., 

included the construct in the title, abstract, or keywords but not discussed explicitly in the 

manuscript). The search terms utilized for each construct appear to be commonly used 

throughout several fields of non-education research, hence, many articles were removed 

because they were out-of-field, resulting in a high exclusion rate (Table 2.2). 

 In total, 968 publications were identified through database searches. After 

reviewing publications in relation to the inclusion and exclusion criteria, 180 were 

retained for all constructs. A further 10 were included based on reference list searches of 

previously retained publications. In total, 190 publications were included in this study, 

unevenly divided between the four assessment constructs: assessment competence 
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(n=23); assessment literacy (n=148); assessment capability (n=14); and assessment 

identity (n=5). 

Table 2.2 Overview of Publication Selection Process 
 

 Articles 
Identified  

Articles 
Excluded 

Additional 
Articles  

Total 
Included 

Competence 150 127 0 23 
Literacy 677 531 2 148 

Capability 130 122 6 14 
Identity 11 8 2 5 

Total 968 788 10 190 
 

Stage 4: Charting the Data 

 Publications were analyzed for (a) how authors conceptualized the assessment 

construct, and (b) the previous work authors built upon when conceptualizing the 

construct (i.e., antecedent citations). In some cases, author(s) of a publication did not 

provide a clear definition or explanation of the assessment construct. In these cases, I 

analyzed how the construct was conceptualized by the author(s) based on how it was 

discussed and who the author(s) cited. Data on the country in which the institutions that 

authors were associated with were located and year of publication were also analyzed to 

uncover geographic and temporal trends in publications. 

Citation maps for each assessment construct (Figures 1-4) were created using 

UCINET (v6). To generate a citation map, the previous work authors built upon when 

conceptualizing the construct (i.e., antecedent citations) were used. The same 

colour/shape combination were used within each map to signify the four constructs (i.e., 

assessment competence = black hourglass; assessment literacy = orange triangle; 

assessment capability = pink circle; assessment identity = yellow diamond). For 
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publications that were cited but did not meet the inclusion criteria for this study, a blue 

square was used. The arrows used to connect publications signify a citation. An arrow 

pointing from Publication A to Publication B means that Publication A cited Publication 

B in conceptualizing the assessment construct. Publications in which many arrows point 

away from (e.g., Herppich et al., 2018; Figure 2) are publications in which the authors 

drew on a large number of studies in conceptualizing the assessment construct. 

Publications that have many arrows pointed towards (e.g., Abolsum, Flockton, Hattie, 

Hipkins, & Ried, 2009; Figure 4) are publications that many other publications drew on 

when conceptualizing the assessment construct. For a full list of assessment construct 

definitions and antecedent citations, please refer to Appendices II-V. References for all 

publications included in the citation maps can be found in Appendix I. 

The temporal and geographic distribution of publications was also examined for 

each construct (Tables 2.3-2.7). To determine the geographic distribution of assessment 

constructs, the author’s institutional affiliation was used. If a publication had authors 

affiliated with institutions from multiple countries (e.g., Klug, Schultes, & Spiel, 2018), 

each country was counted once. The regions and sub-regions appearing in Tables 2.3-2.7 

were derived from the United Nations geoscheme 

(https://unstats.un.org/unsd/methodology/m49/). Only a small number of regions/sub-

regions are included in this paper due to the unequal geographic distribution of 

publications. 
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Findings 

The results of this scoping review are organized by assessment construct. For 

each construct, its initial conception and subsequent evolution, temporal development, 

and geographic representation was mapped. 

Assessment Competence 

 In total, 23 publications were identified related to assessment competence, 

spanning a publication range from 1991-2019 and including authors associated with 

institutions in Austria, Canada, Germany, Hong Kong, Ireland, Italy, Norway, United 

States, South Africa, Sweden, Taiwan, Turkey, and United Kingdom. Over the past 30 

years, peer-reviewed publications examining pre-service and in-service teachers’ 

assessment competence have tended to originate from authors affiliated primarily with 

institutions in Europe, particularly since 2011 (Table 2.3). Appendix I provides a list of 

all publications related to assessment competence, the type of article (e.g., empirical, 

non-empirical), conception of assessment competence (either summarized by the authors 

of this article or directly quoted), and antecedent citation(s) to demonstrate the root 

conception of assessment competence within each article. The citation map for 

assessment competence (Figure 2.1) shows that the majority of publications do not have 

strong connections to one another (11 publication do not directly cite a previous 

publication while three others cite three different publications not included in this review 

and no others). The largest constellation of citations is associated with the Standards 

(AFT, NCME, & NEA, 1990; ‘1’), Stiggins (1991a; ‘2’), and Herppich et al. (2018; ‘3’). 
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Table 2.3 Geographic and Temporal Distribution of Institutional Affiliation of Authors 
for Assessment Competence Publications Included in this Review 
 

Regional & Sub-regional 
groups 

1990-
2000 

2001-
2010 

2011-
2015 

2015-
2020 

Total 

Australia & New Zealand - - - - 0 
Canada & United States 2 1 - 3 6 

Europe - 1 8 6 15 
Eastern Asia - 1 - 1 1 

Southern & Southeastern Asia - - - - 0 
Western Asia - - 1 - 1 

Other - 1 - - 1 
 

 
Figure 2.1 Citation Map for Assessment Competence Including Assessment Competence 
(black hourglass), Assessment Literacy (orange triangle), and Publications not Included 
in this Review (blue box).  

 
Note. 1 = Standards (AFT, NCME, & NEA, 1990); 2 = Stiggins (1991a); 3 = Herppich et 
al. (2018). The larger blue box indicates the large number of studies that Herppich et al., 
(2018) included in their model of assessment competence that, if shown here, would 
negatively impact the interpretability of the citation map. Only publications cited by 
Herppich et al. (2018) and already included in this review are shown here. 
 

1 

2 
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The first mention of an assessment capacity construct was assessment competency 

in the early 1990’s in the peer-reviewed publication, Educational Measurement (Stiggins, 

1991a). This article discusses how Stiggins & Conklin (1992) “identif[ied] six specific 

dimensions of classroom assessment competence that teachers need to master if they are 

to (a) assess the full range of valued achievement targets accurately and (b) manage 

classroom assessment environments effectively” (p. 8). These include: (a) teachers’ 

knowledge of the purposes of assessment (e.g., to inform decisions, as teaching tools, and 

for classroom management; (b) possessing a clear and highly differentiated understanding 

of achievement targets and possible assessment practices to assess those targets; (c) 

understanding the attributes of high-quality assessments; (d) being skilled at the three 

forms of assessment for tracking student achievement (e.g., paper-pencil assessment 

instruments, observations, conversations with students); (e) understanding the 

interpersonal dynamics of classroom assessment (e.g., cultural differences of students); 

and (f) being able to deliver feedback, particularly in the form of report cards.  

While Stiggins (1991a) is usually not directly cited in publications on teachers’ 

assessment competence (rather he is affiliated with ‘assessment literacy’ due to his 1991b 

publication), the idea of assessment competence as an enacted classroom practice is 

commonly employed by scholars (e.g., Gareis, 2007; Göçer, 2011; Marais, Niemann, & 

Kotzé, 2008). Ekström (2013) notes that “a central component of teachers' professional 

competence is the practice of evaluating and assessing their students' work and 

achievement” (p. 278), a sentiment echoed by Klug, Schultes, and Spiel, (2018), who 

consider “assessment competence as a process, describing the actions teachers should 

take in each phase to create the best possible assessment” [p. 299]). 
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Since assessment competence entered peer-reviewed research in 1991, 

conceptualizations of assessment competence have evolved in two important ways. First, 

is that the definition of assessment competence has transitioned from one focused on 

producing high-quality assessments, to a focus on producing high-quality assessment 

practices to explicitly support student learning. As discussed above, assessment 

competence as proposed by Stiggins (1991a) did not directly focus on supporting student 

learning but instead on accurately measuring student achievement while many recent 

articles imply or directly state that assessment competence is the use of high-quality 

assessment practices to support student learning (e.g., Andersson, Löfgren, & Gustafson, 

2019; Ekström, 2013; Jang & Sinclair, 2018; Jones, 2014; Mak, 2019; Matre & Solheim, 

2015; Smith, 2011; Schneider & Bodensohn, 2017). 

The second trend is in the increasing prominence of the context-dependent nature 

of assessment competence. DeLuca, Schneider, Coombs, Pozas, & Rasooli (2019) noted 

this shift: “Understanding of assessment competence has evolved from the learning of 

technical skills in assessment to a context-dependent, socially defined understanding 

encompassing a multitude of approaches to assessment” (p. 1) while other researchers 

(e.g., Hasse, Joachim, Bögeholz, & Hammann, 2014; Herppich et al., 2018), 

conceptualize assessment competence as a context-specific disposition. While there is a 

core commitment to assessment enactment in relation to contexts of practice, assessment 

competence has also maintained its strong connection to assessment standards in Europe 

and North America, in particular how these standards present the purposes of assessment 

practices (e.g., Capperucci, 2019; Plake, Impara, & Fager, 1993; Schneider & 

Bodensohn, 2017).  
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The conception of assessment competence most commonly found in recent 

literature (i.e., within the previous ten years), primarily derived from authors associated 

from European institutions, is one in which teachers engage in high-quality assessment 

practice, tailored to their teaching and learning context, to support student learning. 

Aligning closely with this conceptualization is the model of teacher assessment 

competence developed by Herppich et al. (2018) in which assessment competence is 

understood as a “measurable cognitive disposition that is acquired by dealing with 

assessment demands in relevant educational situations and that enables teachers to master 

these demands quantifiably in a range of similar situations in a relatively stable and 

relatively consistent way” (p. 185). Encompassing much of the previous research on 

assessment competence and related fields, the authors present a multidimensional model 

possessing quantifiable dimensions where assessment is separated from other teacher 

competencies (e.g., instructional competencies) that is meant to “inspire future integrative 

research that aims to describe, explain, predict and foster teachers' assessments as an 

effective interaction with the environment” (p. 183).  

Assessment Literacy 

In total, 148 publications were identified related to assessment literacy, spanning 

a publication range from 1993-2019 and including authors associated with institutions in 

33 countries. Prior to 2015, the majority of publications regarding assessment literacy 

originated in Canada and the United States but have since proliferated globally (see Table 

2.4). Appendix III provides a list of all publications related to assessment literacy, the 

type of article (e.g., empirical, non-empirical), conception of assessment literacy (either 
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summarized by the authors of this article or directly quoted), and antecedent citation(s) to 

demonstrate the root conception of assessment literacy within each article. 

The citation map for assessment literacy (see Figure 2) shows a high degree of 

complexity. Assessment literacy publications included in this review appear to often cite 

multiple papers when conceptualizing assessment literacy (as opposed to one antecedent 

citation, as seen in Figure 1). While some papers are more highly cited than others, 

citations appear to be spread across a large collection of publications. Further, while 

assessment literacy publications are prevalent throughout the citation map (represented as 

orange triangles), so are assessment competence (black hourglass), assessment capability 

(pink circle), assessment identity (yellow diamond), and a large number of publications 

not included in this review (blue box).  

Table 2.4 Geographic and Temporal Distribution of Institutional Affiliation of Authors 
for Assessment Literacy Publications Included in this Review 
 

Regional & Sub-regional 
groups 

1990-
2000 

2001-
2010 

2011-
2015 

2015-
2020 

Total 

Australia & New Zealand - 1 10 11 22 
Canada & United States 6 18 20 24 68 

Europe 1 2 5 19 27 
Eastern Asia - 1 3 13 17 

Southern & Southeastern Asia - - 3 14 17 
Western Asia - 1 7 10 18 

Other - - 2 6 8 
  

Despite the complexity of Figure 2, there are several publications that attention 

should be drawn to. The Standards (AFT, NCME, & NEA, 1990; ‘1’), despite its focus 

on teachers’ assessment competence, and Stiggins (1991b; ‘2’), are foundational to the 

field of assessment literacy. While both are highly cited, publications that cite these root 

sources are also highly cited (e.g., Mertler, 2004). As the field of assessment literacy 
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evolved, four highly cited publications emerged: Popham (2009a; ‘3’), Popham (2011; 

‘4’), Willis, Adie, & Klenowski (2013; ‘5’), and Xu & Brown (2016; ‘6’). Two 

publications within the constellation are of particular interest to language assessment 

literacy: Inbar-Lourie (2008; ‘7’) and Fulcher (2012; ‘8’). While both publications are 

highly cited, they are not centrally located within the constellation, appearing to indicate 

an indistinct subfield of language assessment literacy publications. A distinct subfield of 

physical education assessment literacy can be seen in the constellation surrounding Hay 

& Penney (2013; ‘9’). These articles and others will be discussed in greater detail below. 

Figure 2.2 Citation Map for Assessment Literacy including Assessment Literacy (orange 
triangles), Assessment Competence (black hourglass), Assessment Capability (pink 
circle), Assessment Identity (yellow diamonds), and Publications not Included in this 
Review (blue box).  

Note. 1 = Standards (AFT. NCME, & NEA, 1990); 2 = Stiggins (1991b); 3 = Popham 
(2009a); 4 = Popham (2011); 5 = Willis, Adie, and Klenowski (2013); 6 = Xu and Brown 
(2016); 7 = Inbar-Lourie (2008); 8 = Fulcher (2012); 9=Hay and Penney (2013). Similar 
to Figure 2, large blue boxes represent the large number of studies included by 
publications that developed models of assessment literacy (i.e., Pastore & Andrade, 2019; 
Xu & Brown, 2016). Only publications cited by these models and already included in this 
review are shown here. 
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 Assessment literacy appeared in peer-reviewed literature (Schafer, 1993) 

immediately after assessment competence (Stiggins, 1991a). However, Schafer (1993) 

noted that “the purpose of this article is to consider the need for assessment literacy for 

teachers and the level of success now achieved in meeting that need. An attempt to 

measure teachers' understandings about assessment is described by Plake, Impara, and 

Fager [1993]” (p. 119). Plake, Impara, & Fager, (1993), examined teachers’ assessment 

literacy in relation to “assessment competencies” (p. 21), emphasizing the close 

relationship these constructs shared. Plake, Impara, & Fager (1993) drew on Stiggins’ 

(1991b) article in Phi Delta Kappen (a seminal work, however, not included in this study 

as it was non-peer reviewed), in which he outlined the dimensions of an assessment-

literate person including: (a) understanding the full range of possible achievement targets 

possible for students (i.e., subject matter, thinking skills, behaviours, and products); (b) 

have the ability to carry out assessment methods (e.g. paper-pencil performance, and 

communication). In short,  

assessment literates know if and when an assessment appropriately reflects a clearly 

defined achievement target. They are sensitive to the appropriateness to the 

intended target of the sample of student performance being assessed. They can 

identify factors that may interfere with results and mislead decision makers. And 

they know whether or not they can use the results in the form produced. They also 

know that, if the appropriate conditions are not satisfied, achievement data may be 

rendered less useful, bad decisions may result, and students may be harmed. 

Assessment literates care about high-quality education and act assertively to 

prevent unsound assessment. (Stiggins, 1995, p. 537). 
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Interestingly, Stiggins’ (1991b) description of assessment literacy aligns closely with his 

previously described characterization of assessment competence (1991a). Given that the 

same author published the first papers on assessment competence and assessment literacy 

within the same year, it is not surprising that these two fields of research began so 

intertwined. 

Further highlighting the close alignment between assessment competence and 

assessment literacy is the influence of the Standards for Teacher Competence in 

Educational Assessment of Students (AFT, NCME, & NEA, 1990), which despite the 

title, have been cited more often within assessment literacy publications than assessment 

competence publications (e.g., Fan, Wang, & Wang, 2011; Gu, 2014; Mertler, 2004; 

Muhammad & Bardakçi, 2019; Quitter, 1999; Quitter & Gallini, 2000; Williams, 2015; 

Yastıbaş & Takkaç, 2018; Zwick, Sklar, Wakefield, Hamilton, Norman, & Folsom, 

2008). While direct reference to the Standards has diminished in more recent 

publications, there remains indirect references to them (e.g., Howley, Howley, Henning, 

Gilla, & Weade, [2013] cite Mertler [2004] who cite AFT, NCME, NEA [1990]). These 

direct and indirect citations of the Standards are evident in the citation map (Figure 2), 

demonstrating their continued value to the field of assessment literacy.  

However, in 2011, Brookhart argued who the Standards no longer fully 

encapsulated the assessment realities of classroom teachers, noting three emerging 

trends:(a) the rise in assessment for accountability purposes, particularly within the 

United States; (b) increasing importance of formative assessment; and (c) the highly 

diverse nature of contemporary teaching contexts. Accordingly, Brookhart called for a 

revision to the Standards, and more importantly, signaled that the field of assessment 
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literacy needed to heed contemporary classroom assessment realities if it was to 

accurately reflect teachers’ assessment work.  

Since these initial publications (AFT, NCME, & NEA, 1990; Brookhart, 2011; 

Schafer, 1993; Stiggins, 1991b), which provided a useful foundation for the field, 

assessment literacy has become the dominant construct to describe teachers’ assessment 

work as noted by the number of retained publications (n=148). However, as noted by 

Popham (2011), “you will not find a whole flock of definitions for assessment literacy 

floating about in the educational literature” (p. 267) with “no standard definition of the 

concept of assessment literacy” (p. 318, Walters, 2010). That said, there are several key 

scholars that have significantly shaped the field of assessment literacy or specific fields 

within assessment literacy (e.g., assessment literacy in physical education, language 

assessment literacy).  

The influence of Stiggins (1991a, 1991b, 1995, 1997, 1999a, 1999b, 1999c, 

2002a, 2002b, 2004, 2005, 2012, 2014; Stiggins, Arter, Chappuis, & Chappius, 2006, 

2012; Stiggins & Duke, 2008) cannot be understated. His coining of the term ‘assessment 

literacy’ in 1991 and his continued publications on this construct has provided a body of 

work that has shaped scholars’ conceptualization of this construct (as evidenced by the 

number of citations of his work; Figure 2). Popham (2004, 2005, 2006, 2008, 2009a, 

2009b, 2011, 2013) has been an equal force in the field, conceptualizing assessment 

literacy not as a set of dimensions or in direct relation to the Standards but as an 

“individual’s understandings of the fundamental assessment concepts and procedures 

deemed likely to influence educational decisions” (p. 267, Popham, 2011).  
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In 2013, Willis, Adie, and Klenowski marked an important shift in assessment 

literacy literature. They explicitly recognized that teachers’ assessment work was directly 

influenced by socio-cultural conditions in classrooms and schools, defining assessment 

literacy as: 

dynamic social practices which are context dependent and which involve 

teachers in articulating and negotiating classroom and cultural 

knowledges with one another and with learners, in the initiation, 

development and practice of assessment to achieve the learning goals of 

students. (p. 241). 

This conceptualization of assessment literacy has been taken up by a number of 

scholars including Poskitt (2014); Clark (2015); Xu and Brown (2016); Baker 

and Riches (2018); DeLuca and colleagues (DeLuca, Coombs, & LaPointe-

McEwan, 2019; DeLuca, Valiquette, Coombs, LaPointe-McEwan, & Luhanga, 

2018); Adie, Stobart, and Cumming (2019); Ataie-Taber, Zareian, Amirian, and 

Adel, (2019); and Pastore and Andrade (2019). 

In 2016, Xu and Brown reviewed 100 articles to present a model of teachers’ 

assessment literacy in practice. Their model consisted of six dimensions: knowledge 

base, teacher conceptions of assessment, institutional and socio-cultural contexts, teacher 

assessment literacy in practice, teacher learning, and teacher identity (re)construction as 

assessors. Despite its recent publication, this model has exerted substantial influence on 

the field, pointing toward the value of multi-dimensional view of assessment literacy that 

includes assessment knowledge, teachers’ conceptions and beliefs, teacher learning and 

identity, and consideration for the assessment context (Adie, Stobart, & Cumming, 2019; 
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Ayalon & Wilkie, 2020; Bijsterbosch, Béneker, Kuiper, & van der Schee, 2019; Firoozi, 

Razavipour, & Ahmadi, 2019; Gotch & McLean, 2019; Rasooli, Zandi, & DeLuca, 2018; 

Xu & Brown, 2017).  

More recently, Pastore and Andrade (2019) completed a Delphi study to generate 

a three-dimensional model (conceptual, praxeological, and socio-emotional) to define 

assessment literacy. Their overarching resulting definition of assessment literacy 

encapsulated a similar conceptualization to that of Xu and Brown’s (2016) model: “the 

interrelated knowledge, skills, and dispositions that a teacher can use to design and 

implement a coherent and appropriate approach to assessment within the classroom 

context and the school system” (Pastore & Andrade, 2019, p. 134-135). The conceptual 

dimension encompasses what a “teacher needs to know… in terms of different 

[assessment] models and methods. In this dimension, conceptions a teacher has of 

assessment, teaching, and learning play a fundamental role” (p. 135). The praxeological 

dimension is the practice of assessment in practice that “allows a teacher to integrate the 

assessment process with other teaching practices in order to monitor, judge, and manage 

the teaching-learning process. This dimension includes the main actions in which a 

teacher is involved when navigating multiple, and sometimes competing, assessment 

demands” (p. 135). The third dimension is the socio-emotional dimension, built upon the 

foundation that assessment is social practice in which teachers “manage the social and 

emotional aspects of assessment, especially but not exclusively within the context of the 

classroom” (p. 136). 

Within the broad field of assessment literacy, two subfields were prevalent in 

publications included in this study: language assessment literacy and physical education 
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assessment literacy. Falsgraf (2005), Inbar-Lourie (2008, 2013), and Fulcher (2012) are 

core scholars shaping the language assessment literacy field with Falsgraf (2005) 

defining assessment literacy “as the ability to understand, analyze, and apply information 

on student performance to improve instruction” (as cited in Inbar-Lourie [2008], p. 389). 

Inbar-Lourie (2008), following the trend toward understanding assessment literacy as 

socially and culturally dependent, “placed social context at the heart of assessment and 

assessment literacy” (Fulcher, 2012, p. 116).  

Hay and Penny’s (2013) model of physical education assessment literacy has not 

only shaped assessment literacy within physical education (DinanThompson & Penny, 

2015; Leirhaug, MacPhail, & Annerstedt, 2016; Park, 2017; Starck, Richards, & O’Neil, 

2018; Tolgfors, 2019) but also language assessment literacy (Koh, Burke, Luke, Gong, & 

Tan, 2018; Sultana, 2019). Reflecting a social-constructivist paradigm, this model 

consists of conceptualizing assessment literacy within physical education as “the 

development of knowledge and capacities to implement assessment and interpret the 

outcomes of assessment in a manner that is critically aware and that optimized the value 

of assessment for all students” (Hay & Penney [2013] as cited in Starck, Richards, & 

O’Neil, 2018, p. 520). 

In sum, assessment literacy had a strong foundation rooted in the Standards (AFT, 

NCME, & NEA, 1990) and seminal works by Stiggins (1991a, 1991b). This foundation 

described the standards of assessment practice teachers should meet to be assessment 

literate with mastery at the heart of this conception of assessment work. Building on this 

foundation, the construct has evolved towards multiple models, conceptualizations, 

definitions, and sub-fields. This evolution has recognized that assessment work involves 
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more than knowledge and enactment of assessment standards – although these remain 

central to all models – and now also considers the socio-cultural and historical context 

that shapes teachers’ practices, conceptions/beliefs, and learning of assessment. Such an 

enlarged view has the potential to reflect more effectively the demands of distinct 

classroom contexts of assessment in which teachers’ work while simultaneously 

continuing to hold standards of practice for the field writ large. 

Assessment Capability 

In total, 14 publications were identified related to assessment capability, spanning 

a publication range from 2010-2019 and including authors associated with institutions in 

Australia, Canada, New Zealand, and United Kingdom. As seen in Table 2.5, assessment 

capability is most commonly found in Australia and New Zealand. Appendix IV provides 

a list of all publications related to assessment capability, the type of article (e.g., 

empirical, non-empirical), conception of assessment capability (either summarized by the 

authors of this article or directly quoted), and antecedent citation(s) to demonstrate the 

root conception of assessment capability within each article. The citation map for 

assessment capability (see Figure 3) is unlike that of assessment literacy, and points 

towards relatively simple and highly interconnected publications. At the centre of the 

constellation is Absolum, Flockton, Hattie, Hipkins, and Reid’s (2009; ‘1’) publication. 
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Table 2.5 Geographic and Temporal Distribution of Institutional Affiliation of Authors 
for Assessment Capability Publications Included in this Review 
 
Regional & Sub-regional 
groups 

1990-
2000 

2001-
2010 

2011-
2015 

2015-
2020 

Total 

Australia & New Zealand - 1 4 9 14 
Canada & United States - - - 1 1 

Europe - - 1 1 2 
Eastern Asia - - - - 0 

Southern & Southeastern Asia - - - - 0 
Western Asia - - - - 0 

Other - - - - 0 
 

 

Figure 2.3 Citation Map for Assessment Capability Including Assessment Capability 
(pink circle) and Publications not Included in this Review (blue box).  

 
Note. 1 = Abolsum, Flockton, Hattie, Hipkins, and Ried (2009). 
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Unlike assessment literacy and assessment competence, peer-reviewed studies 

focused on assessment capability have only appeared recently. Published in 2010 in 

Assessment Matters, Hill, Cowie, Gilmore, and Smith explore how pre-service teachers 

could be prepared to be assessment capable. In doing so, they drew on the definition as 

assessment capability of Absolum, Flockton, Hattie, Hipkins, and Reid (2009) who 

defined the construct as: 

the orchestrators, encouragers, interpreters, and mediators of learning. They 

need to understand how students can use and value assessment as a powerful 

means of furthering their own learning. As the experts in the learning 

partnership, teachers need to take the lead in all assessment that students cannot 

manage without support. But they need to do so in ways that encourage students 

to feel deeply accountable for their own progress and support them to become 

motivated, effective, self-regulating learners. To do this, teachers clearly need to 

be knowledgeable about the curriculum and teaching, but they also require well 

developed assessment capabilities and the motivation to use these to forge 

learning partnerships with their students. (p. 24). 

 Publications on assessment capability included in this review drew almost 

exclusively on Absolum, Flockton, Hattie, Hipkins, and Reid (2009) definition (see 

Figure 3 which demonstrates the centrality of this citation). As a consequence, 

conceptualizations of assessment capable teachers presented by publications within this 

review were quite similar, centering on the notation that assessment capable teachers: (a) 

possess the knowledge and skills to effectively utilize and modify their classroom 
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assessment practices; and (b) support students in becoming motivated, effective, and self-

regulating learners.  

A key distinction from assessment literacy and competency is noted by Hill, Ell, 

and Eyers (2017). Assessment competence and assessment literacy understand student 

involvements in assessment as “one key component” while assessment capable teachers 

“have the curricular and pedagogical capability, and the motivation to engender 

assessment capability in their students” (p. 2). In essence, assessment capability is not 

limited to a teacher-centric characteristic (as with literacy and competence), but extends 

beyond the teacher to students’ future learning and the capability of student to shape 

those learning experiences.  

As an emerging construct, assessment capability adds a new dimension to literacy 

and competence, one that focuses upon the student and their current and future learning 

(as opposed to assessment competence and literacy which is are focused primarily upon 

the teacher). However, this construct remains effectively used in New Zealand, and has 

yet to spread substantially to other jurisdictions. Given the highly interconnected nature 

of this construct, it is unlikely that multiple conceptualizations and the rise of related 

subfields of research will arise in the near future. 

Assessment Identity 

In total, five publications were identified related to assessment identity, spanning 

a publication range from 2010-2019 and including authors associated with institutions in 

Australia, and New Zealand. Assessment identity is endemic to Australia and New 

Zealand (Table 2.6). Appendix V provides a list of all publications related to assessment 

identity, the type of article (i.e., empirical, non-empirical), conception of assessment 
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identity (either summarized by the authors of this article or directly quoted), and 

antecedent citation(s) to demonstrate the root conception of assessment identity within 

each article. The citation map for assessment identity (see Figure 4) is similar to that of 

assessment capability with a relatively simple constellation. While there are few 

publications regarding assessment identity included in this review, those that were 

included do not appear to be directly interconnected. 

Table 2.6 Geographic and Temporal Distribution of Institutional Affiliation of Authors 
for Assessment Capability Publications Included in this Review 
 
Regional & Sub-regional 
groups 

1990-
2000 

2001-
2010 

2011-
2015 

2015-
2020 

Total 

Australia & New Zealand - 1 2 2 5 
Canada & United States - - - - 0 

Europe - - - - 0 
Eastern Asia - - - - 0 

Southern & Southeastern Asia - - - - 0 
Western Asia - - - - 0 

Other - - - - 0 
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Figure 2.4 Citation Map for Assessment Identity Including Assessment Identity (yellow 
diamond), Assessment Literacy (orange triangle) and Publications not Included in this 
Review (blue box). 
 

Note. Similar to Figures 1 and 2, the large blue box represents the large number of studies 
included by a publication that developed models of assessment identity (i.e., Looney, 
Cumming, van Der Kleij, & Harris, 2018). Only publications cited by this model and 
already included in this review are shown here. 1 = Wyatt-Smith, Klenowski, and Gunn 
(2010); 2 = Looney, Cumming, van Der Kleij, and Harris (2018). 

First introduced into the peer-reviewed literature by Wyatt-Smith, Klenowski, and 

Gunn (2010) and refined over nearly a decade, assessment identity is broadly 

conceptualized as a teachers’ personal and professional identification with their 

assessment work, which includes (a) curriculum knowledge and skills, (b) knowledge of 

effective assessment practice, (c) confidence enacting assessment practices, (d) belief in 

the effectiveness of the assessment process, and (d) which is shaped by prior experience 

and context. As noted by Wyatt-Smith and Adie (2019), and echoed by other assessment 

identity scholars, “practice and identity may change, often innovatively and creatively, as 

the result of exposure to different artefacts or activities, and this may be different for each 

2 1 
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individual involved in the practice” (p. 6). One influence that shaped teachers’ 

assessment identity “as a member of [a] community through moderation ‘practice’ where, 

through participation, a level of competence that is recognizable is established” (Wyatt-

Smith, Klenowski, & Gunn, 2010, p. 64). 

The dynamic, interconnected nature of assessment identity is articulated by 

Looney, Cumming, van Der Kleij, and Harris (2018) in their model of teacher assessment 

identity. The model is comprised of five inter-related dimensions: (a) I know (knowledge 

of curriculum and assessment); (b) I feel (emotions towards assessment); (c) I believe 

(beliefs regarding assessment); (d) I am confident (self-efficacy in assessment); and (f) 

my role (agency and role as assessor within a context). While some of these dimensions 

appear similar to that of assessment competence and assessment literacy models 

discussed previously, the foundation of assessment identity is primarily teacher identity 

literature (e.g., Connelly & Clandinin, 1999; Hargreaves & Goodson, 1996; Leavy, 

McSorley, & Boté, 2007; Mitchell & Weber, 1999; Mockler, 2011). In basing 

conceptualizations of assessment identity on a different literature base than much of the 

research on assessment competence, literacy, and capability, the discourse surrounding 

assessment identity is markedly different. Assessment identity is always in the making, 

shaped by experiences within and beyond the classroom: assessment identity is “framed 

and reframed over a career and mediated by context in which teachers work and live” 

(Looney, Cumming, van Der Kleij, & Harris, 2018, p. 446). Unlike how many 

researchers articulate enhancing assessment competence and literacy, assessment 

“identity development is neither simple nor linear: rather it is response to events and 

circumstances” (p. 446). 
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Discussion of Trends 

At the onset of the educational accountability movement, teachers were called to 

use assessment in new and more integrated ways. This movement resulted in the 

articulation of assessment as a core professional capacity for teachers and the spurring of 

new ways of understanding teachers’ assessment work. The early emergence of these 

constructs pointed towards a mastery orientation, as seen in both assessment competence 

and literacy constructs, with teacher expectations for assessment practice clearly 

delineated. Such a view could deem a teacher assessment literate or competent or not, and 

in this way, could support notions of teacher accountability towards assessment 

standards. However, as these constructs evolved, researchers recognized the multiple 

factors shaping teachers’ assessment work and the challenges in building systemic 

assessment literacy or competence across all standards and contexts. By acknowledging 

the roles of teacher beliefs, contexts of practice, student diversity, and opportunities for 

professional learning, constructs of assessment literacy and competence enlarged to take 

into account how enacted assessment expectations were shaped by teacher’s socio-

cultural contexts, leading toward a more complex view of assessment literacy and 

competence. Assessment capability and identity further position assessment work as a 

negotiated context-specific practice by recognizing that assessment must be responsive to 

students (in fact, in the view of assessment capability, students are equal agents in the 

design and use of assessments) and that assessment is an integrative part of teachers’ 

professional identity. Accordingly, assessment work in these constructs are 

epistemologically different from earlier constructs as they prioritize students and teachers 

as the primary mediators of assessment knowledge, with agency and capacity to enact 
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context-relevant assessment decisions. Overall, the four constructs each present a distinct 

pattern of evolution and contribute a unique – although at times overlapping – conception 

of assessment work. Put together, these constructs represent a complex picture of what it 

means for teachers to engage assessment with implications for practice and professional 

learning.  

A further challenge contributing complexity to the field is that despite their 

distinctive contributions, constructs have been used interchangeably and often without 

clear definition. As evident from the review of literature, many scholars view these four 

constructs as either closely related or synonyms. As Edwards (2013b) notes, 

“[assessment] capability is developed by teachers, students and other stakeholders over 

time, and has been alternatively described by some as assessment literacy” (p. 214). A 

similar sentiment is expressed by Schneider and Bodhensen (2017), “In contemporary 

literature on educational assessment in general and on teachers’ assessment practice in 

particular, there is no doubt that assessment capacity, or assessment competence as we 

refer to it in this paper, is a key feature for successfully enacting the teaching profession” 

(p. 127). Cowie, Cooper, and Ussher state, “assessment capability, also discussed as 

assessment literacy” (p. 2, 2014). As such, there is a need for assessment researchers to 

carefully articulate how they conceptualize assessment constructs (in particular 

assessment competence and literacy) and clearly indicate previous research sharing this 

conceptualization when presenting their findings. In doing so, educational researchers 

and assessment scholars will be able to develop a precise shared meaning of the 

assessment constructs across cultures and over time. 
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Toward a Comprehensive Conceptualization 

 The aim of this study was to map the constellation of constructs that characterize 

and shape teachers’ classroom assessment work. The results of this analytic mapping 

have pointed to a complex understanding layered by time and place with different 

conceptions, epistemologies, and connotations for teacher practice. At present, multiple 

assessment constructs circulate and compete, holding synergies and tensions, that offer 

opportunities but also confusion for supporting teachers in understanding their classroom 

assessment practices and professional development experiences. Importantly, regardless 

of construct, the field to date has been largely preoccupied with conceptualizing how 

assessment operates in teachers’ professional practice and identities rather than on how 

teachers develop capacity in assessment. I argue that in order to effectively support 

teachers in classroom assessment, we need a refined vocabulary, one that creates space 

not only for what teachers need to know and be able to do in assessment but, more 

importantly, for the complex realities of learning to assess. This would support the 

reinterpretation of the constellation of assessment constructs through a lens of teacher 

professional growth and development, premised on the understanding that teachers’ 

assessment work is an act always-in-the-making.  
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Chapter 3 

From sea to sea: The Canadian landscape of education 

Preamble 

Appearing in Educational Research, this chapter explores how teacher educators 

within initial teacher preparation programs across Canada approach assessment 

education. The idea for this study stems from my Master’s thesis (Coombs, 2017) in 

which I explored Canadian teacher educators’ approaches to classroom assessment 

through a quantitative analysis of survey responses. The aim of the study below was to 

build on the initial quantitative findings of my Master’s thesis to provide a more detailed 

description of the assessment learning opportunities of teacher candidates through 

interviews and document analyses. Working primarily with Ms. Jenny Ge, who at the 

time was a first year PhD student at Queen’s University, I designed this study, co-

analyzed the interview data with Ms. Ge, and co-wrote the manuscript with Ms. Ge and 

Dr. Christopher DeLuca. 

Introduction 

The presence and function of assessment in Canadian classrooms has changed in 

the past thirty years. First, there has been a proliferation of assessments across Canada’s 

13 systems of education with all provinces now endorsing a large-scale testing 

programme. Concurrent with this development, contemporary assessment polices call for 

teachers to integrate assessments continuously throughout their teaching to serve both 

formative and summative aims (Hill, Ell, & Eyers, 2017; Jang & Sinclair, 2018). 

Secondly, the range and intent of assessment practices have diversified to include various 

forms of evidence that balance formative and summative purposes, including the use of 
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assessments as learning to support self-regulatory and metacognitive development in 

students (Manitoba Education, 2006; Ontario Ministry of Education, 2010). Driving this 

evolving classroom assessment landscape is the fundamental belief that if we – teachers, 

parents, administrators, and students – are better able to monitor student progress towards 

educational standards using a variety of assessment, then gaps in learning can be 

identified. While these changes are evident across the Canadian educational landscape, 

they are equally prevalent in other systems of education around the world (Shepard et al., 

2005; Taras, 2007).  

A central challenge amid this changing landscape is that teachers are required to 

keep pace with increasing assessment expectations. Concerningly, research continues to 

show that teachers are generally underprepared for the current contexts of assessment 

they may face in their early career which may result in their students not be gaining the 

full benefits of assessment-informed teaching (Bennett, 2011; Herppich et al., 2018; 

Looney et al., 2018; MacLellan, 2004; Xu & Brown, 2016). A potential root cause of this 

may be how classroom assessment learning is supported within teacher education 

programs. Historically, assessment has been an isolated and relatively neglected 

discipline within teacher education programmes (La Marca, 2006; Shepard et al., 2005; 

Stiggins, 1999; Taras, 2007; Xu & Brown, 2016) with many Canadian teacher education 

programmes traditionally not having an explicit course1 in assessment for pre-service 

teachers (Crocker, Dibbon, & Raham, 2008). While there have been unwavering calls 

across international contexts supporting the need for teachers to be more prepared in the 

                                                
1 “Course” in the Canadian context is used to describe a discrete unit of study, usually with a single 
instructor. Courses can last a full year, full term, half-term, or an even smaller length of time and contribute 
to the requirements for graduation from a teacher education programme. 
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area of student assessment (Bennett, 2011; Herppich et al., 2018; Looney et al., 2018; 

MacLellan, 2004), assessment has also begun to occupy a more dominant role in K-12 

systems of education across Canada (Poth, 2013). 

Poth (2013) surveyed 23 teacher-education institutions across four Canadian 

provinces and showed that the vast majority offered required courses in classroom 

assessment. Compared to previous studies, the prevalence of assessment courses within 

teacher education programs appears to have increased significantly (Crocker et al., 2008; 

Gambhir, Broad, Evans, & Gaskell, 2008; Greenberg & Walsh, 2012). However, as Poth 

noted, none of the 12 intended learner outcomes identified across the programmes (e.g., 

develop communication skills for reporting achievement) were shared across all 

programmes. Even within a single teacher education programme, there can be variability 

between assessment education courses. Such curricular variability provides part of the 

rationale for the persistent research finding that teacher candidates within the same cohort 

have significant variability in knowledge and attitudes towards assessment (DeLuca & 

Klinger, 2010; Volante & Fazio, 2007).  

In light of the changing assessment practices and policies for K-12 schools 

coupled with programmatic responses at the pre-service level, there is a need to build on 

Poth’s (2013) study to examine the current state of assessment education across Canadian 

teacher education programmes. Accordingly, the purpose of this study is to examine 

approaches to assessment education across Canadian teacher education programmes in 

order to provide a theoretical and practical foundation for future research and 

programming in the field. Drawing on data from teacher educators and teacher education 

documents (e.g., course descriptions), two research questions guided this study: 
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1. What are programmatic provisions for assessment education across Canadian teacher 

education programmes?  

2. What are teacher educators’ approaches to assessment education? 

Assessment Education: Practices, Promises, and Possibilities 

Research on specific programmes or courses appears to indicate that assessment 

education for pre-service teachers (i.e., teacher candidates completing initial teacher 

education) can enhance their conceptions of assessment and support their developing 

assessment knowledge and skills (e.g., Gunn & Gilmore, 2014; Levy-Vered & Alhija, 

2018; Mertler & Campbell, 2005). For example, Levy-Vered and Alhija’s (2018) study 

on the impact of a basic assessment course on pre-service teachers’ conceptions of 

assessment in Israel found a significant change in teacher candidates’ conceptions of 

assessment purpose, as well as their attitudes towards assessment, after taking the course. 

Notably, teacher candidates more strongly supported the position that assessment should 

be used to improve student learning, inform teaching, and provide descriptive 

information. In addition, the course supported the shifting of perceptions of assessment as 

unfair or harmful to perceptions of assessment as valid and trustworthy.  

Unfortunately, research on pre-service teachers’ assessment literacy (i.e., 

assessment knowledge and skills) also consistently indicates that pre-service teachers’ 

assessment literacy is often not adequately developed or supported during their time in 

teacher education programmes (Beziat & Coleman, 2015; DeLuca & McEwen, 2007). 

Volante and Fazio (2007) found that teacher candidates’ self-reported assessment 

knowledge and skills did not change significantly over the four years of their concurrent 

programme, despite embedded assessment education within their courses. Similarly, 
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Gunn and Gilmore (2014) found that teacher candidates’ performance on the Assessment 

Literacy Inventory, an instrument developed to evaluate assessment knowledge, was 

lower than expected given that the teacher candidates had recently completed coursework 

on assessment. Both studies concluded that teaching experience and mentorship from 

associate teachers during practicums played an integral – and perhaps more influential – 

role in developing teacher candidates’ assessment literacy.  

Other studies on teachers’ assessment literacy have concluded that pre-service 

teachers require more contextualized and practical training in assessment (Kiomrs, 

Abdolmehdi, & Naser, 2011; Mertler, 2004), as well as more intentional opportunities to 

develop cognitive complexity in their assessment thinking (MacLellan, 2004). The 

former finding, in particular, reinforces classroom experience as a key facilitator of 

assessment learning. More recent research on teachers’ assessment literacy has shifted 

away from assessment knowledge and skills towards the perspective that teachers’ 

preparedness for classroom assessment is a complex sociocultural professional 

disposition tied to teacher identity and contextual factors (Cowie et al., 2014; Looney et 

al., 2017; Xu & Brown, 2016). This newer conceptualization of assessment literacy by 

researchers suggests that teacher education programmes and teacher educators also need 

to consider the complex ways in which the holistic teacher education experience, 

including practicums, relationships with associate teachers and peers, and professional 

development workshops converge to challenge and inform teacher candidates’ 

assessment identities.  

Empirical studies have also focused on assessment education more broadly, 

including assessment education curricula and alignment of curricular content to 
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professional standards. Research on the quality of assessment education courses has 

examined course content, course characteristics (e.g., instructors, alignment with 

professional standards), and pedagogies that are effective in facilitating assessment 

learning (Brown & Bailey, 2008; DeLuca & Bellara, 2013; DeLuca et al., 2013). These 

studies similarly conclude that there is a need for teacher education programmes to 

provide more effective assessment education by supporting teacher candidates’ self-

directed learning on assessment (DeLuca et al., 2010, 2013); providing training specific 

to current and local contexts faced by teachers (Greenberg & Walsh, 2012; Lam, 2015), 

and addressing teacher candidates’ entrenched perceptions about and attitudes towards 

assessment (DeLuca & Lam, 2014; Gunn & Gilmore, 2014; Howley et al., 2013).  

The contrasting findings on the effectiveness and role of assessment education in 

facilitating assessment learning suggest that experiences and influences of assessment 

education are variable across programme and teacher candidates. Given that assessment 

education curricula are often left to the discretion of individual instructors (DeLuca & 

Klinger, 2010), teacher educators’ approaches to assessment education within their 

courses are a critical determinant of the assessment education that teacher candidates 

receive during their time in their programmes. As such, there is a need to understand how 

teacher education programmes prepare candidates for assessment in Canadian teacher 

education programmes.  

Method 

How teacher education programmes prepare candidates for assessment in 

Canadian schools was examined through analyses of programme documents from 12 
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purposefully selected teacher education programmes and of semi-structured interviews 

with 25 teacher educators associated with the same institutions.   

Ethical Consideration 

This study was carried out in accordance with the recommendations and approval 

of Queen’s General Research Ethics Board with written informed consent from all 

subjects. Before data collection, the study was explained in detail to all participants. A 

letter of information for the study was provided to participants. After reviewing the letter, 

participants returned a signed copy of the letter to the researchers. All data collected was 

anonymized and pseudonyms assigned to all participants to ensure confidentiality. 

Limited information on the teacher education programme participants were associated 

with were provided to further protect their identities. 

Study Context 

 Education in Canada falls under provincial and territorial jurisdiction. Each of the 

10 provinces and three territories are responsible for their own classroom assessment 

policies to support and monitor students learning. Provincial/territorial assessment 

policies can exist as either stand-alone documents (e.g., Ontario, Growing Success: 

Assessment, Evaluation, and Reporting in Ontario Schools; Ontario Ministry of 

Education, 2010) or be embedded within provincial, school board and school level 

policies (e.g., Nova Scotia; Van Zoost, 2011). Given the jurisdictional nature of 

classroom assessment policy, the preparation of teachers in Canadian teacher education 

programmes is also the responsibility of provinces/territories. In most jurisdictions, there 

exists an organization(s) comprised of both provincial government appointments and 

elected members that license, governs, and regulates the certification of both teacher 
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education programmes and the certification of graduates from those programmes. In 

British Columbia, this organization is the Ministry of Education Teacher Regulation 

Branch; in Ontario, it is the Ontario College of Teachers; in New Brunswick, it is the 

New Brunswick Teachers’ Association. Despite the jurisdictional nature of classroom 

assessment policy and teacher certification, there is a remarkable degree of similarity in 

how classroom assessment is articulated within Canadian public schools. This similarity 

includes the high-degree of prominence given to assessment for learning (to support 

student learning and achievement of educational standards) and assessment as learning 

(to support further learning within and beyond the classroom; Birenbaum et al., 2015). 

Participants 

Teacher education programmes (n=12) were purposefully selected for this study 

to ensure that a range of programme sizes (based on number of teacher candidates 

enrolled) and educational jurisdictions were represented (three from British Columbia, 

three from Alberta/Manitoba/Saskatchewan, three from Ontario/Quebec, and three from 

Nova Scotia/New Brunswick/Prince Edward Island/Newfoundland & Labrador). Due to 

the limited number of teacher education programmes in Canada (n=55), further details on 

these programmes will not be provided to ensure anonymity of participants. A total of 40 

teacher educators from these institutions were contacted, with 25 agreeing to participate. 

Of the 25 participants, 14 taught assessment courses; the remainder taught curriculum or 

professional studies courses. Eight teacher educators did not respond to the request, while 

the other seven were unable to participate due to other commitments. All teacher 

educators were an instructor for at least one course within a teacher education programme 
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during the current or previous academic year. For the purposes of protecting their 

identity, teacher educators were assigned pseudonyms (TE1 to TE25). 

Data Collection and Analyses 

Programme Documents 

Programme documents from the 12 teacher education programmes were collected 

through scans of institution websites. Using a document analysis template devised by the 

authors of this study, data were gathered from programme websites related to (a) 

programme information (i.e., mission, length, course load, practicum length, cohort size); 

(b) provisions for and descriptions of explicit assessment courses (including course 

descriptions, number of credit hours, and whether or not course(s) was elective or 

required); (c) descriptions of courses that addressed assessment (including course 

description, number of credit hours, and whether or not course(s) was elective or 

required); and (d) identification of instructors (assessment and non-assessment course 

instructors).  

The data from the document analyses was utilized to better understand the 

structure of classroom assessment education within each teacher education program. A 

sample of the information collected included: Were these assessment education courses 

streamed by speciality (e.g., primary/junior and intermediate/senior teacher candidates 

placed in separate assessment education courses)? Did curriculum methods or 

professional studies courses address aspects of classroom assessment within their course 

description? Were there professional development opportunities outside courses for 

teacher candidates’ classroom assessment learning (e.g., workshops, conferences). Based 
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upon the information elucidated from the document analyses, questions and prompts for 

the semi-structured interviews were developed. 

Interviews 

Data were collected through semi-structured interviews that lasted between 30 

minutes to one hour. The interview questions were designed to provide teacher educators 

with the opportunity to discuss their approaches to assessment learning in the courses 

they instructed, as well as their perception of teacher candidates’ assessment learning 

outside of their class. An example of an interview question that aimed to understand how 

teacher educators shaped teacher candidates’ assessment learning in their own courses 

was: At the end of your course, what do you hope students will have learned about 

assessment? An example of an interview question that aimed to understand teacher 

educators’ perception of the learning experiences of teacher candidates outside of their 

courses was: Are there key individuals or opportunities for learning that shape 

assessment education in your programme? Interviews were audio recorded and 

transcribed verbatim. Participants then reviewed the transcripts and were provided the 

opportunity to amend or omit their responses.  

Data were analysed using a two-stage coding cycle (Saldaña, 2015). In the first 

stage, interview transcripts were coded using a line-by-line initial coding approach 

(Charmaz, 2006). These initial codes were then refined and revised into a final code list. 

A thematical coding approach (Charmaz, 2006) was undertaken to categorize the final 

codes and to produce themes in response to the research questions. For example, codes 

such as inconsistencies across courses, variation in feedback, and disconnection between 

educators were grouped together to form the theme of inconsistent messaging around 
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assessment. Two coders analysed the data. To ensure rater-reliability, both coded the 

same two transcripts using the generated codelist. After discussion, a 97% agreement was 

reached in code application.  

Results 

Analyses of our interview and programme document data on teacher education 

programmes across Canada have led to six overarching themes that characterize 

contemporary assessment education in Canada: (1) similar structures of assessment 

education; (2) limited time for assessment education; (3) inconsistent messaging; (4) 

focus of learning; (5) attitudes and explicitly modelling assessment; and (6) building 

explicit connections to K-12 teaching contexts. The first three of these themes relate to 

programmatic provisions for assessment education within the selected Canadian initial 

teacher education programmes, whereas the final three describe the pedagogical and 

curricular approach most evident across the 25 teacher educators and 12 programmes in 

this study.  

Similar structures of assessment education 

All teacher education programmes included in this study had a similar structure of 

assessment education and offered a standalone course in classroom assessment and/or 

evaluation, the majority of which were mandatory. Eight programmes offered assessment 

and evaluation courses that were streamed by either teacher qualifications (e.g., 

Primary/Junior or Intermediate/Senior) or area of specialization (e.g., English as a second 

language, exceptional learners). Furthermore, all teacher education programmes offered 

non-assessment courses (e.g., curriculum courses or professional studies courses) that 

embedded classroom assessment content. In total, 173 teacher education courses were 
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examined, 39 of which were stand-alone assessment courses. This structure was 

evidenced by the inclusion of assessment and evaluation content in course descriptions 

and by teacher educator comments during their interviews: “every other course is 

expected to have an assessment component attached to it” (TE3) and “methods teachers 

are dealing with assessments as well” (TE11). 

Limited time for assessment education 

As identified in our document analysis, standalone assessment courses were 

common in teacher education programmes. Despite this, teacher educators believed there 

was limited time for assessment education. A common sentiment exemplified by one 

instructor’s response was: “we're well aware that when they leave the six-week course, 

they don't have any other assessment course in their programme and that they all want 

and need more assessment” (TE7). This recognition came in light of high demands from 

teacher candidates for more assessment education. Another instructor commented that 

“teacher candidates sign up for that [assessment/evaluation course] in droves every single 

time it’s offered” (TE6). Although assessment content was included in other courses, 

teacher educators noted the challenge of consistency in assessment learning when content 

was embedded across programme courses, with candidates often receiving mixed and at 

times contradictory messages about assessment. As evident in both our document 

analysis and in teacher educators’ comments, additional learning opportunities in 

assessment beyond coursework (e.g., workshops, presentation, organized by either the 

teacher education programme, school boards, or province) appear almost non-existent 

across programmes. 
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Inconsistent messaging 

Teacher educators, particularly those who instructed assessment education 

courses, noted the challenges of inconsistent messaging of assessment, which were 

evenly evident across our interviews with teacher educators of assessment and non-

assessment courses. Some teacher educators discussed the primary purpose of assessment 

as supporting student learning, stating that “the primary purpose of assessment is moving 

learning forward” (TE10) and “Assessment is primarily to improve learning” (TE23); 

others discussed one purpose of assessment as sorting students by performance: 

“[assessment] differentiates those students who are doing well and those students who are 

not doing well” (TE19). Teacher educators also noted that assessment was treated 

differently across courses within their programmes and between the programme and 

teacher candidates’ practicum experiences: “I think the message is very unclear to teacher 

candidates” (TE23). Other teacher educators noted: “it seems that in a teacher candidate's 

feedback, that assessment is not consistently addressed in all course” (TE17) and 

“students don't experience or feel that we’re being consistent” (TE11).  

Teacher education programmes addressed the challenge of inconsistent messaging 

occurred through two mechanisms. First, through a more ‘top-down’ approach, teacher 

educators described faculty administration or department leadership working to promote 

more consistency. For example, one instructor stated:  

our department head does a very admirable job of reminding people about good 

assessment practices. [They] have discussion groups on… students’ perspectives 

on assessment and how we can make sure that we're better aligning ourselves the 

practices with the provincial policy guidelines. (TE13) 
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The second approach was through informal interactions amongst teacher 

educators to ensure similar assessment learning experiences for teacher candidates 

“where [another professor at our institution] and I get together and kind of talk strategy 

about how [they] are going to do the elementary and I do the secondary” (TE6). 

Focus of learning 

In examining course descriptions and in asking teacher educators to describe the 

focus of learning in their courses related to assessment, we noted two dominant groups. 

One group, composed primarily of teacher educators that instructed stand-alone 

assessment courses, focused on shaping teacher candidates’ approaches or attitudes 

towards classroom assessment, as exemplified in the following statements: “assessment is 

the start of a conversation” (TE8); “[Having teacher candidates] recognize that all 

assessment is subjective, and to embrace that and use that as a way to differentiate the 

assessment for different students” (TE11), and “we want them to be able to identify and 

reflect on their beliefs and understandings of our assessment” (TE2). The second group, 

comprised primarily of teacher educators who embedded assessment topics within 

general education courses, focused on developing teacher candidates’ assessment 

practices. Teacher educators in this group noted learning goals such as: “I want them to 

be able to effectively create assessment tools that align with good assessment practices” 

(TE23), and “I want them to show me how they're understanding those practices, giving 

me examples of where they've used those practices, and then analyzing for me how those 

practices are going to inform their pedagogical decision making” (TE17).   

Analysis of course descriptions supported the variability in assessment learning 

across education courses noted by teacher educators (Table 3.1). Of the 173 teacher 
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education courses that addressed aspects of classroom assessment within their course 

descriptions, the most common aspect was a focus on developing teacher candidates’ 

capacity to utilize specific assessment strategies (e.g., “Planning, instructional and 

assessment strategies are developed”). However, this was only included in 59.0% of 

course descriptions and was more prominent within the descriptions of curriculum rather 

than assessment education courses. Situating assessment within the teaching and learning 

cycle (33.5%), supporting diverse learners (19.7%), assessment and learning theory 

(19.1%), and summative assessment (17.9%) were more commonly found in the less 

numerous assessment education courses. Six codes appeared in less than 10% of courses. 
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Table 3.1 Assessment Content Codes for 173 Courses Within 12 Teacher Education 
Programs 
 

Content Code Definition 
Frequency (%) of 
content code by 
courses (n=173) 

Assessment strategies 
Learning how to enact specific 
assessment strategies, such as 
questioning, feedback, rubrics.  

59.0 

Teaching and learning 
cycle 

Assessment is situated as a part of the 
teaching and learning cycle; 
curriculum, pedagogy and assessment. 

33.5 

Diverse learners 
Mentions adjustments or 
consideration of learners with cultural, 
language differences, or disabilities.  

19.7 

Assessment theory Understanding theories of learning 19.1 

Summative assessment Designing and grading various 
summative tasks 17.9 

Formative assessment Formative assessment/AfL as a 
purpose and skill set 17.9 

Accountability 
Being a governed and disciplined self, 
a critical inquirer responsible to the 
profession  

9.2 

Diagnostic assessment 
Identify an individual learner’s 
position within a trajectory of learning 
or a normed sample.  

6.9 

Student data Collecting data, analysing patterns, 
measuring effect sizes.  6.4 

Reporting to parents Interviews and reports to parents and 
system 2.9 

Assessment tools 
Using standardised tools. High trust in 
tools that act as agents as the decision-
making is encrypted in the tool.   

2.3 

Moderation Learning to make & confirm 
judgements 1.2 

 
 

Attitudes and explicitly modelling assessment 

When describing their approach to supporting teacher candidates’ learning about 

assessment, teacher educators noted the pedagogical importance of discussing their 

assessment attitudes and explicitly modelling assessment practices, including both 



 

 
 

58 

assessment processes and products. Modelling was evident across instructors with 

statements such as: “I’m trying to model a range of assessment methods and phases, both 

in terms of the product [teacher candidates] hand in but also the kinds of activities we do 

in class” (TE12); “we do a lot formative assessment, learning intentions, co-creating 

criteria, self-peer assessment, building student ownership, working with learners with 

their setting goals, and making plans and reflecting on their learning” (TE21); and “[I try] 

to model in our class what they're going to have to do out in the field” (TE9). Some 

teacher educators reported discussing their attitudes and biases towards aspects of 

classroom assessment, recognizing that such discussions aim to both model and provoke 

similar self-reflection in teacher candidates. For instance, one instructor commented, “I 

name my biases” (TE21) while another stated, “[I try to] create an awareness of the ways 

that all of us have our own biases as assessors and as teachers” (TE6).  

Building explicit connections to K-12 teaching contexts  

Another key pedagogical strategy to support teacher candidates’ assessment 

learning was to build explicit connections to K-12 teaching contexts. One instructor 

commented, “I always have examples of how the policies are playing out in practice” 

(TE10), while another stated, “[teacher candidates] recognize the different purposes of 

classroom assessment at K-6… and that they are able to make connections with 

assessment practices in the course itself” (TE16). Although stand-alone provincial 

assessment policies (e.g., Growing Success; Ontario Ministry of Education, 2010) did not 

exist in some provinces (e.g., Nova Scotia; Van Zoost, 2011), many teacher educators 

explicitly connected their curricula to assessment policies: “every single section of that 

policy document [assessment policy document] is assigned [for reading]” (TE12). Many 
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teacher educators also included pedagogical activities and assessment tasks that involved 

engaging directly with assessment policies; for example, “we talk about the provincial 

policy …the end product is a letter to the Minister of Education” (TE7) and “[weekly 

discussions] are focused on a particular reading, either from research or from policy 

documents or supplementary ministry document” (TE13). However, not all teacher 

educators felt comfortable drawing on provincial assessment policies as those not in the 

field of assessment were less confident with their knowledge and familiarity with the 

policies: “I do kind of resist some of those provincial policies” (TE18). 

Summary 

 In analyzing data from across teacher educators and programme documents from 

12 Canadian teacher education programmes, it is clear that there are strong commitments 

to promoting assessment skills and knowledge of beginning teachers. There is 

consistency in course structures and offerings, and there exists consensus that additional 

explicit educational opportunities in assessment are needed for teacher candidates. There 

is also consistency in the pedagogical approaches used by teacher educators to make 

explicit their attitudes about assessment, to model assessment practice, and to connect 

learning to K-12 teaching contexts. However, despite these areas of consistency, there 

remain mixed messages about assessment across courses as well as practicum 

experiences, variability in policy uptake, and still limited understanding on the short- and 

long-term effectiveness of pre-service assessment education in preparing teachers for the 

widespread assessment demands in K-12 schools throughout Canada. 
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Discussion 

The current growing and global accountability movement in education has 

increased calls for teachers to be assessment literate with the aim of effectively 

integrating assessment into teaching and learning processes (Abell & Siegel, 2011; 

DeLuca & Bellara, 2013). Despite these calls, new teachers continue to indicate a lack of 

confidence and preparation in the area of assessment (Herppich et al., 2018; Xu & 

Brown, 2016). Results from this study provided insight into the ways in which 

assessment education is delivered across Canada, with implications for other systems of 

education, and as a foundation for better understanding why teachers might continue to 

report feeling underprepared for assessment responsibilities.  

Teacher Educators 

Assessment education is situated in programmatic structures that both constrain 

and create opportunities for learning (Volante & DeLuca, 2016). The challenge comes 

when teacher candidates receive mixed and seemingly contradictory messages about 

assessment, and when they do not have theoretical and practical structures of reflection 

and reflexivity to effectively negotiate and prioritize their learning from across 

programmatic experiences. While all assessment educators, as well as the majority of 

non-assessment educators, articulated the use of assessment to primarily support student 

learning, differences in the emphasis on this purpose for assessment appear to be a key 

distinction between assessment and some non-assessment educators. This nuanced 

variation was evident in: (a) the language some teacher educators used to describe 

assessment purposes within their own classrooms; (b) the learning on assessment that 

some teacher educators desired for teacher candidates to accomplish within their courses; 
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and, (c) more generally, the frequency of and emphatic manner in which some teacher 

educators spoke about the importance of assessment learning and assessment-based 

teaching. These differences in the communication of assessment purposes to teacher 

candidates contribute to inconsistencies in messaging around assessment and makes it 

more challenging for teacher candidates – and later on, teachers – to participate in 

coherent and constructive assessment discourse with one another (Wyatt-Smith, 

Klenowski, & Gunn, 2010). By extension, teachers may then also struggle to create 

consistent assessment experiences for students across learning contexts and grades  

Differences between assessment and non-assessment educators and between 

curriculum and assessment education courses suggest that mandatory, standalone courses 

in assessment, in addition to embedded assessment learning through other courses, may 

be necessary to ensure that teacher candidates are adequately prepared in the area of 

assessment. Teacher candidates themselves have expressed a desire for standalone 

assessment and evaluation courses in previous research (Volante & Fazio, 2007). 

Previous research has also shown that such explicit courses in assessment not only 

support teacher candidates’ development of assessment literacy and assessment 

confidence (DeLuca & Klinger, 2010; Levy-Vered & Alhija, 2018), but also, and perhaps 

more importantly, challenge teacher candidates’ entrenched beliefs about assessment 

(Howley et al., 2013; Xu & Brown, 2016), which can pose as a significant barrier to 

assessment learning (Birenbaum et al., 2015; Quilter & Gallini, 2000). As such, there is a 

need for assessment education to actively engage teachers in critical reflexive practice, 

both individually (DeLuca et al., 2013; Willis et al., 2013) and collaboratively (Howley et 

al., 2013; Lukin, Bandalos, Eckhout, & Mickelson, 2004), with the explicit purpose of 
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supporting teachers in confronting the dominant summative (i.e., grading) cultures in 

which they were educated and in adopting new beliefs and practices where appropriate. 

While a consistent approach to assessment education across and within teacher education 

programs may not be easily feasible, providing teacher educators and candidates with a 

shared framework for understanding assessment theory and practice appears to be 

needed. This would provide teacher candidates with a common language to discuss 

assessment, enabling the sharing of practices with peers for continuous review and 

improvement throughout their careers (Forsyth, Cullen, Ringan, & Stubbs, 2015; Wyatt-

Smith et al., 2010).  

Educational Context  

Teacher educators’ approaches to assessment education also varied depending on 

the contexts in which their course and programme operated (e.g., educational jurisdiction, 

programme size). Teacher educators in provinces with explicit classroom assessment 

policies, for example, more frequently and more directly linked their teaching on 

assessment to policies, while some in provinces without explicit policies on assessment 

appeared to rely more on personal conceptions of assessment purposes, practices, and 

fairness to guide their teaching. In addition, teacher educators described the value of face-

to-face conversations about assessment, which some noted was lost in online courses. 

Such external challenges and constraints surrounding teacher education more broadly, 

which impact the assessment education experiences of teacher candidates, have 

previously been reported on (e.g., Greenberg & Walsh, 2012; Popham, 2004).  

Lack of policies or guiding documents on assessment by the province or on 

assessment education by teacher education programmes and certification agencies may 
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contribute to the variable assessment preparation that teacher candidates currently 

experience. Further research examining the influence of such policies on teacher 

educators’ approaches to assessment is needed to explore implications for assessment 

policy and its role in assessment education moving forward. Other factors such as large 

class size and increased offerings of courses online exacerbate the issue of insufficient 

time allocated to and variable timing of assessment education across programmes. 

Research indicates that teachers and teacher candidates require time to reconcile old and 

new conceptions of assessment and to try new practices in the classroom in order for 

assessment learning to be effective (Carless, 2005; Smith & Galvin, 2014) – time which 

current programmes appear limited in.  

While teachers continue to engage in professional and informal learning 

opportunities throughout their careers, teacher education programmes provide the basis 

for teachers’ knowledge, skills, and philosophies. As such, teacher education programmes 

are critical for shaping teacher candidates’ early and foundational conceptions of 

assessment and their assessment skills. Refining provisions for assessment education by 

enhancing the messaging and providing forums whereby teacher candidates can reflect 

on, negotiate, and interrogate their assessment learnings with their peers and more 

knowledgeable others appear to be necessary steps.  

Future Directions 

Understanding how teachers are educated in assessment is the first step in 

redressing low levels of assessment literacy. This exploratory pan-Canadian study 

provides a theoretical and descriptive foundation for future research into assessment 

education in Canada and elsewhere, with the aim of improving teacher education in 
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assessment. Key implications for teacher education programmes and teacher educators 

are discussed below. 

First, what is clear from our study is that teacher educators recognize that more 

time should be provided for teacher candidates to develop a stronger theoretical and 

practical grasp of classroom assessment. A sentiment shared by researchers around the 

world (e.g., Hill, Smith, Cowie, Gilmore, & Gunn, 2013; Lam & Wong, 2019; Tomasik, 

Berger, & Moser, 2019). In light of the temporal, programmatic, and institutional 

constraints placed on teacher education programs (Volante & DeLuca, 2016), we 

recommend exploring alternative provisions for assessment education that extend beyond 

coursework to include workshops, resource banks, professional learning groups, and 

mentorships with a focus on assessment learning. Moving beyond the constraints of pre-

service programming schedules and structures may be necessary to fully provide teacher 

candidates with robust and meaningful learning opportunities in assessment.  

Secondly, consistency of assessment-related content both within teacher 

education programs (i.e., courses) and during practicum experiences needs to be 

enhanced. One approach to take is to build opportunities for faculty collaboration and 

greater dialogue with host teachers about key principles and practices in assessment. In 

particular, there is a need to develop a framework for assessment education that could be 

utilized by assessment and curriculum educators to provide teacher candidates with 

consistent learning on different dimensions of classroom assessment. One method to 

strengthen the connection between teacher educators, host teachers, and teacher 

candidates is outlined by Smith (2007). Their seven-step model to empower teacher 

educators, host teachers, and teacher candidates as assessors consists of a series of joint 
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workshops for all parties in the practicum triad that aim to discuss: (1) basic knowledge 

of terminology, criteria for quality assessment, ethical issues in assessment, and other 

important assessment knowledge; (2) the purposes of classroom assessment; (3) 

assessment tools that align with assessment knowledge discussed previously; (4) 

assessment criteria and rubrics; (5) how teacher candidates knowledge and practice of 

formative and summative assessment may be developed differently by host teachers and 

teacher educators; (6) when summative assessments are used and how that data is used to 

make decisions; and (7) action research on the effectiveness of the models for each of the 

three parties. 

Thirdly, as many teachers start teacher education programs without an explicit 

understanding of their own attitudes towards assessment (Fang, 1996; Pajares, 1992; 

Popham, 2013), an important function of teacher education programs is to provide early 

career teachers with opportunities to question, and perhaps shift, their attitudes towards 

classroom assessment (Ogan-Bekiroglu & Akkoc, 2009; Shepard, 2000; Smith, Hill, 

Cowie, & Gilmore, 2014). As noted by Richardson (2003), teachers’ attitudes towards 

teaching and learning have been characterized as “highly idealistic, loosely formulated, 

deeply seated, and traditional” (p. 6). Without an understanding of theoretical 

underpinnings of assessment practice, the loose formulation of attitudes towards specific 

assessment practices is predictable. In recognizing that teacher candidates will encounter 

mixed messages and experience in assessment, there is a need to create ongoing 

opportunities for critical and structured reflection that interrogates the alignment of 

beliefs, theory, and practice. Enabling collaborative forms of reflection, with peer teacher 
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candidates and more knowledgeable others, is essential in supporting learning from both 

personal and others’ experiences. 

Coupling these practical recommendations with research will be valuable as there 

remains a need for scholarship on effective pedagogical and programmatic structures that 

cultivate teachers who are ready for the current context of assessment in schools. 

Specifically, research is needed that explores the ways various programmes are working 

to create: (a) innovative provisions for greater assessment learning opportunities; (b) 

structures that build core assessment learning experiences for all teacher candidates and 

that facilitate teacher learning about a framework for assessment that candidates can use 

to negotiate mixed and competing messages throughout their programme; and (c) 

collaborative reflection strategies that provoke deep learning about the complexity of 

classroom assessment.  
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Chapter 4 

A person-centered analysis of teacher candidates’ approaches to assessment 

Preamble 

Over the previous six years, I have supported assessment learning of hundreds of 

teacher candidates as an instructor or teaching assistant for the only mandatory classroom 

assessment course within the teacher education program at Queen’s University. I often 

pondered how their experiences within my class and throughout teacher education 

program shaped teachers’ practice of assessment. The study that comprises Chapter 4, 

first appearing in Teaching and Teacher Education, attempts to explore this through 

survey responses and quantitative data analysis. I designed the study, completed the 

analyses and interpretation of results, and wrote the manuscript. My co-authors, Mr. 

Stephen MacGregor (a fellow doctoral candidate in my cohort) and Dr. Christopher 

DeLuca provided feedback throughout the research process and contributed to the editing 

and refinement of the manuscript. 

Introduction 

Teachers’ assessment practices have tremendous influence on student learning 

and achievement (Black & Wiliam, 2006; Brookhart, 2011; Hattie, 2009). Consequently, 

over the past two decades, there has been an increasing focus upon developing teachers’ 

capability to engage in high-quality assessment practices (Herppich et al., 2018; Popham, 

2009; Xu & Brown, 2016). For teachers to engage in high-quality assessments that 

promote student learning towards educational standards, teachers need to negotiate 

classroom and cultural contexts and articulate and understand appropriate assessment 

practices (i.e., possess assessment literacy; Willis, Adie, & Klenowski, 2013). Despite 



 

 
 

68 

recent enhancements to assessment education, including increased prevalence of explicit 

courses in classroom assessment (Poth, 2013), many early career teachers continue to 

demonstrate limited assessment literacy (DeLuca & Klinger, 2010; Bennett, 2011; 

Birenbaum & Rosenau, 2006; MacLellan, 2004; Volante & Fazio, 2007). Furthermore, 

variability in teachers’ classroom assessment preparedness, particularly among early 

career teachers, has been noted (Poth, 2013; Schneider & Bodensohn, 2017; Volante & 

Fazio, 2007). Therefore, the purpose of this paper was to identify and examine 

characteristics that could influence teachers’ approaches to assessment. As teachers’ 

approaches to assessment vary by educational context and teacher specific characteristics, 

a contextualized assessment literacy measure was analyzed in this research through a 

person-centered approach. 

One strand of previous research regarding teachers’ assessment literacy has 

consisted of elucidating differences between teachers’ assessment literacy at distinct 

career stages. For example, Birenbaum and Rosenau (2006) noted that compared to 

teacher candidates, classroom teachers possessed higher self-efficacy, a more diverse set 

of learning strategies (e.g., self-regulation strategies, critical thinking), and preferred to 

employ assessments that required higher-order thinking. With regard to specific 

assessment practices, more experienced teachers have also been shown to place more 

emphasis on peer assessment activities (Wen, Tsai, & Chang, 2006), higher complexity 

assessment tasks (Birenbaum & Rosenau, 2006), have greater perceived skill in 

classroom assessment, and prioritized an integrated approach to assessment with their 

teaching compared to teacher candidates (Coombs, DeLuca, & LaPointe-McEwan, 2018). 

However, in examining differences by career stages, the wide variation of teachers’ 
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assessment literacy within each career stage is largely neglected (DeLuca & Klinger, 

2010; MacLellan, 2004; Volante & Fazio, 2007). 

While studies have consistently demonstrated teacher candidates’ low levels of 

assessment literacy, considerable variability has also been noted in teachers’ classroom 

assessment preparedness which were associated with experiences during teacher 

education and by progress through their program (DeLuca & Klinger, 2010; MacLellan, 

2004; Volante & Fazio, 2007). Results from MacLellan’s (2004) study indicated that 

while teacher candidates at the end of their teacher education program generally 

demonstrated limited knowledge of assessment principles and methods, individual 

teacher candidates’ knowledge varied considerably. However, the confidence level of 

teacher candidates varied considerably based upon their assessment education 

experiences (i.e., coursework in assessment) and teacher certification level (i.e., 

elementary or secondary). Recent studies have indicated throughout a teacher education 

program, teacher candidates’ assessment literacy may be influenced by their motivation 

for pursuing teacher education (Paulick, Retelsdorf, & Möller, 2013) and assessment 

experiences during their pre-service program (Brevik, Blikstad-Balas, & Engelien, 2017; 

DeLuca & Klinger, 2010; DeLuca, Valiquette, Coombs, LaPointe-McEwan, & Luhanga, 

2018b; Poth, 2013; Schneider & Bodensohn, 2017; Wyatt-Smith, Alexander, Fishburn, & 

McMahon, 2017). These studies, while underscoring the importance of individuals’ 

context in shaping teachers’ assessment literacy, have primarily examined differences by 

pre-determined categories (e.g., teaching divisions, demographic groupings, stage of 

teacher education program). Contemporary research has recognized that an individual’s 

experience, beliefs, and learning have the potential to uniquely shape their assessment 
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literacy (Looney, Cumming, van Der Kleij, & Harris, 2018; Xu & Brown, 2016). As a 

result, researchers should employ methodologies that consider person-centered factors 

when attempting to study teachers’ assessment literacy. 

Teacher Assessment Literacy 

Calls to study teachers’ assessment literacy have been taken up by a number of 

scholars (e.g., DeLuca & Klinger, 2010; Campbell, Murphy, & Holt, 2002; Mertler, 

2003; Mertler & Campbell, 2005; Plake, 1993; MacLellan, 2004; Volante & Fazio, 2007; 

Xu & Brown, 2016). In doing so, researchers have examined either a single dimension of 

teachers’ assessment literacy (e.g., knowledge of educational measurement) or have 

examined various dimensions of assessment literacy, including knowledge of educational 

measurement, but also the beliefs of teaching, learning, and assessment and dispositions 

towards assessment practices (Brown, 2004; Xu & Brown, 2016; Looney et al., 2017).  

Assessment literacy as knowledge of educational measurement  

A series of inter-related studies examined teachers’ knowledge of educational 

measurement (Campbell et al., 2002; Mertler & Campbell, 2005; Plake, 1993), a 

dimension of assessment literacy. Each study used a similar instrument to Plake (1993) 

(or in some cases the same instrument), utilizing closed-response items that were coded 

as correct or incorrect. Plake (1993) developed and administered the Teacher Assessment 

Literacy Questionnaire (TALQ) to 555 classroom teachers from 98 school districts in the 

United States completed the instrument. Campbell et al. (2002) used the Assessment 

Literacy Inventory (ALI; a near identical instrument to the TALQ) to examine the 

assessment literacy of 220 pre-service teachers. Mertler and Campbell (2005) examined 

assessment literacy of both classroom teachers and teacher candidates using the 
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Classroom Assessment Literacy Inventory (CALI). The CALI differed from previously 

described instruments as questions were based on described assessment scenarios, 

although still with correct and incorrect responses. Taken together, these studies 

demonstrated similar levels of knowledge in educational measurement by career stage 

with slightly higher scores for classroom teachers on assessment administration and 

selecting assessments and slightly lower scores on communication assessment results and 

alignment between assessment methods and instruction.  

Multidimensional Assessment Literacy  

More recent studies have examined teachers’ assessment literacy through a 

multidimensional approach. The work of Brown and colleagues examined conceptions of 

assessment in a variety of contexts using the Teachers’ Conceptions of Assessment 

(COA) survey. The COA was originally centered on four conceptions of assessment: (a) 

improvement of teaching and learning, (b) school accountability, (c) student 

accountability, and (d) treating assessment as irrelevant. The COA and its subsequent 

iterations have been used in a wide variety of contexts to explore conceptions of 

assessment of classroom teacher and teacher candidates. In a study by Brown (2004), p. 

525 primary teachers from across New Zealand completed the COA-III. Brown and 

Harris (2009) re-examined teachers’ conceptions of assessment in New Zealand after 

several years of government initiatives designed to support teachers’ use of assessment 

for learning. Brown and Remesal (2012) examined teachers’ conceptions of assessment 

in both Spain (n=672) and New Zealand (n=324) while Brown, Hui, Yu, and Kennedy 

(2011) examined conceptions of assessment of teachers in China (n=898) and Hong Kong 

(n=1014). Collectively, the results of these studies indicate widespread differences 
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between teachers’ conceptions of assessment across educational systems, suggesting 

conceptions of assessment purpose are closely tied to educational context; in effect, 

assessment literacy is a context-dependent professional competency.  

Building upon the COA (Brown, 2004), Smith, Hill, Cowie, and Gilmore (2014) 

examined teacher candidates’ beliefs about assessment (e.g., principles of assessment, 

formative assessment practices) through a survey disseminated during the first and third 

year of multiple three-year teacher education programs in New Zealand. Analysis of 46 

scaled items indicated significantly different factor structures between cohorts, 

suggesting teacher candidates held dissimilar conceptions of assessment. Furthermore, 

item-level analysis of both closed- and open-ended items yielded several significant 

differences between teacher candidates at the beginning and end of their program, with 

third year teacher candidates possessing a stronger understanding of how assessment can 

be used to support learning.  

Recently, teachers’ assessment literacy has been further linked to teachers’ 

professional identity (Adie, 2013; Cowie, Cooper, & Ussher, 2014; Looney et al., 2017; 

Scarino, 2013; Xu & Brown, 2016) continuing to highlight the important role of both an 

individual’s context and personal/professional dispositions in forming teachers’ 

assessment literacy. In this study, we build on the literature to examine teachers’ variable 

approaches to assessment as determined by their motivation for pursuing teacher 

education, assessment education experiences, and self-perception of assessment 

competence.  
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Teacher Education 

In addition to practical knowledge of and theoretical orientations towards 

classroom assessment, recent studies have indicated that teacher candidates’ assessment 

literacy may be influenced by their motivation for pursuing teacher education (König & 

Rothland, 2012; Paulick et al., 2013; Schneider & Bodensohn, 2017), assessment 

experiences during their teacher education programs (DeLuca & Klinger, 2010; DeLuca, 

Valiquette, Coombs, LaPointe-McEwan, & Luhanga, 2018b; Poth, 2013), and self-

perception of assessment competence.  

Motivation for Pursuing Teacher Education  

Teacher candidates’ motivation for pursuing teacher education has been shown to 

correlate with understandings of learning, teaching, and assessment principles (König & 

Rothland, 2012), attitudes towards professional learning (i.e., mastery or ability 

orientated), and instructional practices (Paulick et al., 2013). König and Rothland (2012) 

examined teacher candidates’ (n=130) motivation for pursuing teacher education at two 

time-points during a teacher education program. Results from this study indicated that 

intrinsic motivation for pursuing teacher certification (e.g., enjoyed working with 

children) was positively correlated with understandings of learning, teaching and 

assessment principles. However, extrinsically motivated teacher candidates (e.g., 

motivated by perceived job security) experienced greater gains in their learning than their 

intrinsically motivated counterparts. In a pair of studies, Paulick et al. (2013) examined 

the effect of motivation to complete teacher education on German teacher candidates’ 

achievement goals (n=291) and instructional practices (n=206) determining that (a) 

motivation for pursuing teacher education impacted teaching practice and (b) that this 
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relationship was mediated through the achievement goals set by teacher candidates. 

Specifically, intrinsically motivated teacher candidates set ability-approach goals and 

therefore employed teaching practices that supported comprehensive learning goals for 

students. Taken together, these studies demonstrate the influence of teacher candidates’ 

motivation on their assessment literacy (i.e., understanding of teaching, learning, and 

assessment principles and instructional practices). How teacher candidates use these 

principles and the type of instructional practices they choose to employ are further shaped 

by their learning experiences during teacher education.  

Assessment Education Experiences  

Teacher candidates’ assessment education experiences vary considerably both 

across and within programs (DeLuca & Klinger, 2010; DeLuca, Valiquette, Coombs, 

LaPointe-McEwan, & Luhanga, 2018; Poth, 2013). Poth (2013) surveyed 23 teacher-

education institutions across four Canadian provinces, the vast majority (19/ 23) offering 

required courses in classroom assessment. A large degree of variability in learning 

outcomes within assessment education courses was noted. For example, 12 intended 

learner outcomes were identified (i.e., develop communication skills for reporting 

achievement, discuss innovative/authentic assessment approaches), none of which were 

present in all programs. Similarly, DeLuca & Bellara (2013) examined assessment course 

syllabi (n=10) from Florida in relation to: (a) assessment content addressed; (b) level of 

cognitive complexity and engagement with content; (c) specificity of content; and (d) 

emphasis and representation of content. Considerable variability was observed between 

courses along these dimensions. For example, content covered within syllabi related to 

measurement theory accounted for 6 to 33% to the syllabi, while aspects of the 
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assessment process ranged from 17 to 73%, and content related to assessment fairness 

ranged from 0 to 33%. Greenberg and Walsh (2012) analyzed assessment course syllabi 

from 180 American teacher education programs and noted only three percent of programs 

adequately prepared teacher candidates to (a) use standardized tests as an instructional 

tool; (b) prepare formative and summative classroom assessment; (c) and interpret and 

apply data from standardized and classroom assessment. Furthermore, coverage across 

these areas, even within the same institution, was often inconsistent. We assert that due to 

the high degree of variability in assessment education learning opportunities across 

teacher education programs, teacher candidates’ may hold very different understandings 

about assessment upon completion of their prospective teacher education programs. 

Experiences during teacher candidates’ practicums also contribute to highly variable 

assessment knowledge and skills of teacher candidates (Darling- Hammond, 

Hammerness, Grossman, Rust, & Shulman, 2005; Smith et al., 2014).  

Purpose and Research Questions 

The purpose of this study is to employ a person-centered approach to empirically 

examine teacher candidates’ assessment literacy through a contextualized measure. 

Specifically, this study aimed to analyze the variability in teacher candidates’ approaches 

to classroom assessment at the end of their pre-service program by examining the 

relationships between self-perception of assessment competence, motivation to pursue 

teacher education, and assessment education experiences. This study was guided by the 

following research questions:  

1) Are there distinct patterns in teacher candidates’ approaches to assessment?  

2) What are the characteristics of teacher candidates’ approaches to assessment?  
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3) What factors are associated with teacher candidates’ approaches to assessment?  

Method 

A survey method was used to analyze teacher candidates’ approaches to 

assessment in relation to their self-perception of assessment competence, motivation for 

completing teacher education, and assessment education experiences. In total, 457 

teacher candidates at the end of their teacher education program completed the survey. 

All responses were anonymous and not tied directly or indirectly to any assessment.  

Sample  

Participants were recruited through electronic survey distribution to teacher 

education LISTSERVs within Ontario in the Fall of 2017. Participants included 80.7% 

female and 17.1% males, evenly split between primary/junior certification (i.e., grades K-

6; 44.2%) and intermediate/senior (i.e., grades 7-12; 55.8%). The majority of participants 

were 22 years of age or younger (60.1%). Participants were divided by age at 22 years 

old as this marks the point between individuals who progressed continuously from 

undergraduate studies through to their teacher education program versus those who likely 

took at least one or more years away from formal schooling. While “not a perfect proxy 

for maturity and experience” (Zumwalt & Craig, 2005, p. 146), research on the 

demographic profiles of teacher candidates indicates that the preparation requirements 

may need to be reconsidered due to varied backgrounds of mature students. Therefore, 

disaggregating students of different ages within the same cohort is warranted given the 

expected learning profiles of these students. While there is limited research on the 

influence of age on teachers’ approaches to assessment, there is research to suggest that 

mature teacher candidates learn differently (Canning, 2010; Deschacht & Goeman, 
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2015). Accordingly, in this paper we conduct initial analyses to explore the potential 

relationship between age and approaches to assessment. See Table 4.1 for complete 

demographic results.   

Instruments  

The survey used in this study comprised four instruments: (a) an adapted version 

of the Approaches to Classroom Assessment Inventory (ACAI); (b) commonly 

experienced assessment education methods; (c) motivation to pursue teacher education; 

and (d) an adapted version of Competence and Standard Orientation in Teacher 

Education (KOSTA).  

Table 4.1 Demographics for All Participants (n=457) 
 
Demographic Variable Frequency (%) 

Gender 

Female 80.7 
Male 17.1 
Other  0.7 

Did not respond 1.1 

Age 
22 years old or younger 59.8 

23 years old or older  39.5 
Did not respond 0.7 

Certification Primary/Junior 44.2 
Intermediate/Senior 55.8 

 

Approaches to Assessment Inventory  

The ACAI was developed based on previous research in which 15 contemporary 

assessment standards were analyzed (i.e., 1990-present) from five geographic regions 

(US, Canada, UK, Europe, Australia, and New Zealand; DeLuca, LaPointe, & Luhanga, 

2016a, for complete analysis of standards). Based on this analysis, a set of themes were 

deduced that demarcated the assessment literacy construct, and which aligned with the 

most recently published The Classroom Assessment Standards for PreK-12 Teachers 
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(Klinger et al., 2015). Specifically, 12 assessment literacy dimensions were integrated 

into the ACAI, divided into Assessment Purpose, Process, Fairness, and Theory. See 

Table 4.2 for complete list and description of assessment literacy dimensions.  

 
Table 4.2 Assessment Literacy Dimensions 
 

Dimension Description 

Assessment of Learning 
Teachers use of evidence to summate student learning and 
assign a grade in relation to student’s achievement of 
learning objectives. 

Assessment for Learning 

Teachers’ and students’ use of evidence to provide feedback 
on progress towards learning objectives (i.e., inform next 
steps for learning and instruction). Involves both teacher-
directed and student-centered approaches to formative 
assessment. 

Assessment as Learning 

Focuses on how the student is learning by providing 
feedback or experiences that foster students’ metacognitive 
abilities and learning skills (e.g., self-assessment, goal-
setting, learning plans). Involves teachers but is primarily 
student-centered. 

Design 
Focuses on the development of reliable assessments and 
items that measure student learning in relation to learning 
objectives. 

Use/Scoring Focuses on the adjustment and use of scoring protocols and 
grading schemes to respond to assessment scenarios. 

Communication Focuses on the interpretation of assessment results and 
feedback through communication to students and parents. 

Standard  Maintains the equal assessment protocols for all students. 

Equitable  
Differentiates assessment protocols for formally identified 
students (i.e., special education or English language 
learners)  

Differentiated Individualizes learning opportunities and assessments that 
address each student’s unique learning needs and goals. 

Consistent Works to ensure consistency in results within assessments, 
across time periods, and between teachers. 

Contextual 
Works to ensure assessment or evaluation measures what it 
claims to measure (i.e., learning objectives) and promote 
valid interpretations of results. 

Balanced 

Works to ensure consistency in measuring what an 
assessment or evaluation intends to measure, and degree to 
which an assessment or evaluation measures what it claims 
to measure. 
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Scenario-based items were created for the ACAI that addressed the 12 assessment 

literacy dimensions using an expert panel alignment methodology (DeLuca, Chavez, & 

Bellara, 2013b). The expert panel consisted of 10 educational assessment experts drawn 

from across North America that examine each of the five scenarios and 60 actions (12 per 

scenario) to ensure it aligned closely with the underlying assessment literacy dimension. 

Furthermore, 10 classroom teachers (five elementary and five secondary) served as 

practitioner experts and reviewed the ACAI using the same protocol (DeLuca, LaPointe-

McEwan, & Luhanga, 2016b).  

Teacher candidates were presented with five scenarios that represent 

contemporary assessment situations in which multiple defensible actions could be taken. 

Each scenario contained 12 items, with each item aligning with one of the 12 assessment 

literacy dimensions identified previously. Teacher candidates recorded how likely they 

were to complete each action on a six-point scale ranging from not at all likely (1) to 

highly likely (6). For example, Scenario 4 presented teacher candidates with the 

following situation: You are planning a unit for your class. For Scenario 4, actions that 

teacher candidates would determine their endorsement of included start by designing a 

summative assessment based upon curriculum standards then use backward planning to 

create your lesson plans (assessment of learning), co-construct learning goals and discuss 

assignments and grading criteria for the unit with your students (communication of 

assessment processes), and plan class lessons and assessment that are the same for all 

students (a standard approach to fairness). Teacher candidates’ endorsement of a 

particular approach was determined by averaging their support for that dimension across 

all five scenarios (Table 4.3). Teachers’ support for each approach was dichotomized, 
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with 4.00 or greater (on a six-point scale) coded as an endorsement of the approach. The 

approaches to assessment subscales were dichotomized above the median of the scale 

(m=3.5) to represent a clear distinction between teacher candidates who were highly 

supportive of an approach to assessment from those with more moderate levels of 

endorsement. 

Table 4.3 Descriptive Statistics for All Participants (n=457) 
 

Assessment Dimension Mean (SD) 
Assessment of Learning 4.22(.67) 

Assessment for Learning 4.66(.61) 
Assessment as Learning 4.37(.71) 

Design 4.76(.59) 
Use/Scoring 3.93(.66) 

Communication 4.85(.63) 
Standard 3.96(.79) 

Equitable 4.69(.63) 
Differentiated 4.61(.67) 

Consistent 3.93(.67) 
Contextual 4.23(.60) 

Balanced 4.22(.62) 
Note. 1 = not at all likely, 6 = highly likely 

 

Assessment Education Methods  

The second section of the survey addressed commonly experienced methods of 

assessment education. These methods were: (a) On my own (e.g., action research, 

professional reading); (b) in a small group (e.g., professional learning community, 

collaborative inquiry); (c) through school-based professional development (i.e., whole 

school on-site initiatives); (d) through a university course; (e) through a professional 

conference or workshop; and (f) through online learning. Participants were asked to 
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check all assessment education methods they commonly experienced in the past three 

years.  

Motivation for Teacher Education  

The third section of the survey was adapted from the results of a recent study by 

Paulick et al. (2013), in which common motivations for pursuing teacher education were 

identified for 291 teacher candidates in Germany. The 20-item instrument employed was 

the Motivation for Choosing Teacher Education Questionnaire (Pohlmann & Möller, 

2010). The items used in our study included those that examined teacher candidates’ 

intrinsic and extrinsic motivation for pursuing teacher education as based upon the 

motivation factors extracted by Paulick et al. (2013) through a confirmatory factor 

analysis. These six motivations included: (a) a general interest in education; (b) interest in 

a specific content area; (c) a career in education can provide a work/leisure balance; (d) a 

career in education can provide financial security; (e) naturally a good teacher; and (f) on 

advice from friends and family. Each motivation was crafted into a single item which was 

then presented to participants. Participants scored each item on a 6-point scale (i.e., 1 = 

not at all motivating, 6 = highly motivating). The full Motivation for Choosing Teacher 

Education Questionnaire was not provided to students due to the higher likelihood of a 

lower response rate with increasing survey length. Participant responses to the six 

motivation items were analyzed independently so that an approximate comparison of the 

relationships between participant characteristics and motivation for pursuing teacher 

education could be made with the results of the study by Paulick et al. (2013).  
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Self-Perception of Assessment Competence  

The final section of the survey contained an adapted version of the Competence 

and Standard Orientation in Teacher Education (KOSTA; Schneider & Bodensohn, 2014, 

2017), which examined participants’ self-perceived competence, relevance, and 

preparation in assessment tasks. Specifically, participants were presented with 13 

assessment tasks (e.g., I can assess students’ prior knowledge and monitor their learning 

progress, I am able to establish and use transparent evaluation criteria) and, on six-point 

scales, asked to assess how competent they perceive themselves in this task (i.e., 1 = not 

at all competent, 6 = very competent), how relevant they consider this task to their 

teaching (i.e., 1 = not at all relevant, 6 = very relevant), and how well their initial teacher 

education program prepared them for this task (i.e., 1 = not at all, 6 = very well).  

Data Analyses  

Descriptive statistics (e.g., mean, standard deviation, frequency counts) were 

calculated for all items. Latent class analysis (LCA) was performed using the 12 

approaches to assessment within the ACAI as indicators (models for classes 2-5 can be 

seen in Table 4.4), with subsequent portions of the instrument used to explain class 

membership (Table 4.5). LCA is a technique used to analyze relationships in categorical 

data in order to identify underlying class/group membership among participants based 

upon their joint conditional probabilities of endorsement for a collection of items 

(McCutcheon,1987). In this study, endorsement of 12 approaches to assessment were 

used to group participants into classes that shared similar levels of support for a particular 

combination of approaches to assessment. LCA was performed using 1000 random 

starting values to generate the best loglikelihood that could be replicated. With no clear 
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theoretical foundation from which to draw upon to determine the number of classes, 

models with up to five classes were tested. The best-fitting latent class model was 

determined by examining absolute (Vuong-Lo-Mendell-Rubin likelihood ratio test and 

the Lo-Mendell-Rubin adjusted likelihood ratio test) and relative (AIC, BIC, SSA-BIC) 

fit indices (Muthén & Muthén, 2000; Nylund, Asparouhov, & Muthén, 2007). Classes 

were named according to conditional probabilities (Figure 1; Clark & Muthén, 2009; 

Nylund, Bellmore, Nishina, & Graham, 2007). The presence of latent classes was used to 

indicate if there were distinct patterns in teacher candidates’ approaches to assessment 

(Research Question 1) with the conditional probabilities within each class used to explain 

the characteristics of teacher candidates’ approaches to assessment (Research Question 

2). 

Table 4.4 Fit Indices for Latent Class Models Specification for Sources of Knowledge 
 

Model Free 
Parameters 

Entropy VLMR-
LRT (p) 

LMRA-
LRT (p) 

AIC BIC SSA-
BIC 

2 class 25 79.2 < .001 < 0.001 5884 5987 5907 
3 class 38 78.5 0.004 0.004 5689 5846 5725 
4 class 51 76.9 0.01 0.01 5614 5824 5662 
5 class 64 75.8 0.58 0.58 5595 5859 5656 
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Table 4.5 Relationship between Latent Class Membership and Beliefs about Classroom 
Assessment, Motivation for Pursuing Teacher Education, Commonly Experienced 
Methods of Assessment Education, Certification, and Age 
 

 All 
Participants 

Eager  
Assessors 
(28.1%) 

Contemporary 
Assessors 
(50.3%) 

Hesitant 
Assessors 
(21.6%) 

KOSTA 
Competence 4.01(.95) 4.15(1.03) 3.94(.94) 3.96(.83) 

Relevance 5.30(.61) 5.40(.54)a 5.35(.60)a 5.04(.68)b 
Preparation 4.45(.65) 4.51(.74) 4.48(.62) 4.28(.58) 

Motivation for Pursuing Teacher Education 
I have a general interest in education 5.09(.97) 5.18(.94)a 5.18(.92)a 4.79(1.08)b 

I have an interest in a specific content area 4.66(1.25) 4.90(1.23)a 4.64(1.21) 4.39(1.36)b 
A career in education can provide a 

work/leisure balance  
3.83(1.53) 4.21(1.55)a 3.70(1.55)b 3.66(1.40)b 

A career in education can provides 
financial security 

3.91(1.45) 4.37(1.49)a 3.73(1.36)b 3.76(1.46)b 

I believe that I am a great teacher 4.89(1.06) 4.98(1.07) 4.91(1.00) 4.75(1.17) 
My friends and family advised me to 

pursue teacher education 
3.90(1.56) 4.03(1.58)a 4.02(1.53)a 3.45(1.52)b 

Commonly Experienced Methods of Assessment Education  
On my own 63.3 66.7 59.6 67.3 

With a peer, mentor, or coach 60.2 63.4 60.5 55.4 
In a small group 60.4 66.7a 62.8a 47.5b 

Through school-based professional 
development 

43.8 41.5 47.5 38.6 

Through a university course 84.3 81.3 87.0 82.2 
Through a professional conference or 

workshop 
23.5 26.8 21.1 23.8 

Through online learning 15.7 18.7 13.9 15.8 
Certification 

Primary/Junior 44.2 31.0a 52.9b 41.0 
Intermediate/Senior 55.8 69.0a 47.1b 59.0 

Age 
22 years of age or younger 60.1 59.1 65.8a 48.5b 

23 years of age or older 39.9 40.9 34.2a 51.5 b 
Note. ‘a’ and ‘b’ indicates statistically significant difference at p < .05 confidence level. 
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Figure 4.1 Conditional Probabilities of the Three-Class Model. 

 
An exploratory factor analysis was conducted on all items (n = 39) of the 

KOSTA. As the KOSTA had not been used to examine Canadian classroom teachers or 

teacher candidates prior to this study, an exploratory rather than confirmatory factor 

analysis was employed.  Unweighted least squares factor extraction with varimax rotation 

was used to identify underlying factors (Gaskin & Happell, 2014). In order to determine 

the number of factors to retain, a scree test was used. The Kaiser-Meyer-Olkin (KMO) 

measure verified sampling adequacy for the analysis was 0.85, above the acceptable limit 

of 0.50 (Field, 2013). Factor loadings below 0.4 were suppressed because they did not 

represent significant values (DeLuca, Valiquette, Coombs, LaPointe-McEwan, & 

Luhanga, 2018b; Field, 2013). All factors had an internal consistency (i.e., Cronbach’s 

alpha) greater than 0.85, indicating good reliability (Field, 2013). Factors were named to 

reflect the dominant themes of the items within each factor. Scores for each factor were 

calculated by averaging responses of items within each factor (Table 4.5 contains factor 

scores, Table 4.6 contains item loadings).  
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To address Research Question 3, the relationship between class membership, 

factor scores, motivation for pursuing teacher education and self-perceived competence, 

relevance, and preparation in assessment tasks was examined through a one-way analysis 

of variance (ANOVA). The null hypothesis for these analyses was that there would be no 

relationship between class membership and these factors. A Bonferonni correction 

(a=0.05) was employed as a post-hoc test. The Bonferonni correction was used to reduce 

the chance of a type I error (i.e., rejecting the null hypothesis when it is true; MacDonald 

& Gardner, 2000).  
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Table 4.6 Factor Loadings of Exploratory Factor Analysis of KOSTA 
 

     

Item 

Mean 
(SD) 

Competence 
in 

Assessment 

Relevance 
of 

Assessment 

Preparation 
in 

Assessment 
How competent am I in this teaching task? 
I can assess students' prior knowledge and monitor their learning progress 4.45(.89) .611   
In designing my lessons, I use information from diagnostics and formative 
assessments 4.45(.97) .527   

I can use multiple forms of assessment to evaluate student learning 4.86(.93) .592   
I support students' learning based on their individual learning needs 4.55(1.08) .472   
I utilize both norm referenced and criterion referenced assessment data 3.75(1.36) .574   
I am able to recognize the subjectivity of my assessments 4.49(1.06) .594   
I recognize that my expectations for students influence their learning 5.02(.89) .486   
I am able to establish and use transparent evaluation criteria 4.67(1.06) .618   
My evaluations are linked to curriculum expectations that I share with 
students 4.95(.95)    

I use evidence from educational research to inform my assessment practice 4.04(1.27) .515   
I use evidence from research to inform my teaching practice and lesson 
planning 4.00(1.19) .435   

I am able to use assessment data to guide decision-making and 
instructional practice 4.53(.97) .488   

I use assessment data to optimize my teaching for student learning 4.50(1.05) .478   
How relevant do I consider this task to be in the classroom? 
I can assess students' prior knowledge and monitor their learning progress 5.44(.76)  .637  
In designing my lessons, I use information from diagnostics and formative 
assessments 5.18(.95)  .688  

I can use multiple forms of assessment to evaluate student learning 5.49(.75)  .703  
I support students' learning based on their individual learning needs 5.37(.98)  .701  
I utilize both norm referenced and criterion referenced assessment data 4.45(1.24)    
I am able to recognize the subjectivity of my assessments 5.06(.92)    
I recognize that my expectations for students influence their learning 5.37(.82)  .527  
I am able to establish and use transparent evaluation criteria 5.30(.85)  .687  
My evaluations are linked to curriculum expectations that I share with 
students 5.30(.90)  .486  

I use evidence from educational research to inform my assessment practice 4.62(1.10)    
I use evidence from research to inform my teaching practice and lesson 
planning 4.51(1.15)    

I am able to use assessment data to guide decision-making and 
instructional practice 5.09(.99)  .664  

I use assessment data to optimize my teaching for student learning 5.10(.951)  .698  
How well did my BEd prepare me for this teaching task? 
I can assess students' prior knowledge and monitor their learning progress 4.00(1.15)   .660 
In designing my lessons, I use information from diagnostics and formative 
assessments 4.86(1.18)   .651 

I can use multiple forms of assessment to evaluate student learning 4.29(1.27)   .608 
I support students' learning based on their individual learning needs 4.13(1.33)   .589 
I utilize both norm referenced and criterion referenced assessment data 3.39(1.61)   .664 
I am able to recognize the subjectivity of my assessments 3.69(1.29)   .735 
I recognize that my expectations for students influence their learning 4.31(1.30)   .659 
I am able to establish and use transparent evaluation criteria 4.13(1.25)   .596 
My evaluations are linked to curriculum expectations that I share with 
students 4.63(1.15)   .650 

I use evidence from educational research to inform my assessment practice 3.88(1.35)   .726 
I use evidence from research to inform my teaching practice and lesson 
planning 3.93(.134)   .761 

I am able to use assessment data to guide decision-making and 
instructional practice 3.96(1.30)   .705 

I use assessment data to optimize my teaching for student learning 3.98(1.27)   .693 
Variance Explained  11.93 12.83 17.81 

Internal Consistency  .855 .868 .925 
Note: factor loadings lower then .4 were suppressed. 
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Using a 3 x 4 contingency table (cross tables), Pearson’s chi-square tests of 

independence (chi-square test) were used to determine if there were any significant 

associations between class membership and commonly experienced methods of 

assessment education, age, and certification. A chi-square test using z-test of column 

proportions with Bonferonni adjustments to significance level (a=0.05) was employed to 

identify significant differences between class memberships. LCA was conducted using 

Mplus version 7.4 (Muthén & Muthén, 2015) while all other data analyses were 

completed using the Statistical Program for the Social Sciences v. 22 (SPSS).  

Results 

Descriptive statistics are first presented by instrument followed by latent class 

analysis of teachers’ approaches to assessment.   

Descriptive Statistics  

Table 4.3 provides overall descriptive statistics for teacher candidates’ approaches 

to assessment. All approaches to assessment were well endorsed by participants. The 

lowest endorsed approaches were within assessment process, fairness, and theory: 

use/scoring of assessment (M = 3.93, SD = 0.66), valuing consistent use of assessments 

(M = 3.93, SD = 0.67), and a standard approach to assessment fairness (M = 3.96, SD = 

0.79). A similar level of endorsement of the three purposes of assessment (i.e., 

assessment of, for, and as learning) indicates a more balanced approach to this dimension 

compared to approaches to assessment process, fairness, and theory for all participants.  

Table 4.5 provides descriptive statistics for participants’ self-reports of their 

competence in, relevance of, and preparation in 13 assessment tasks. Overall, teacher 

candidates believed that all assessment tasks were highly relevant to their teaching 
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practice, believed they were competent enough to complete these activities, and that their 

teacher education program had prepared them to compete the task. However, across 

almost all assessment tasks, teacher candidates reported greater agreement with the 

relevance of assessment items, with lower levels of agreement for their competence in 

completing the task, and with their preparation to complete assessment tasks lower still. 

These findings suggest that while teacher candidates see relevance in assessment they do 

not feel particularly confident in their assessment skills nor do they feel they have been 

well prepared for these tasks.  

Descriptive statistics for participants’ motivation for pursuing teacher education 

and commonly experienced methods of assessment education can be seen in Table 4.5. 

Across all participants, intrinsic motivations (e.g., A general interest in education, I 

believe that I am a great teacher, and I have an interest in a specific content) were well 

endorsed (M > 4.50). Conversely, extrinsic motivations for pursuing teacher education 

were less well endorsed (e.g., A career in education can provide a work/leisure balance, 

My friends and family advised me to pursue teacher education, and A career in education 

can provides financial security; M< 4.00). The highest endorsed reason for pursuing 

teacher education was I have a general interest in education (M = 5.09, SD = 0.97) while 

the lowest endorsed reason was A career in education can provide a work/leisure balance 

(M = 3.83, SD = 1.53).  

The common methods for learning about assessment identified by teacher 

candidates involved taking a university course in assessment, on my own, in a small 

group and with a peer, mentor, or coach. When coupled, these experiences represent 

assessment methods that are usually embedded in teacher education programs. For 
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example, Coombs (2017) noted that 24/26 teacher education programs offered an explicit 

course in classroom assessment while Poth (2013) examined the assessment education 

methods of 14 teacher education programs, noting that 64.3% offered small group 

discussion/activities. Unsurprisingly, assessment education methods not usually 

embedded in assessment education courses (e.g., through online learning and through a 

conference of professional workshop) were the less commonly experienced.   

Latent Class Analysis  

A three-class model was a robust statistical fit for the data with class sizes that 

allowed for a statistical examination of class membership. Although a four-class model 

showed the best statistical fit to the data, small class sizes limited the interpretability of 

class membership with one class containing only 7% (n = 32) of the sample. The entropy 

value for a three-class model was moderately high (0.785), suggesting there was 

precision in assigning individuals to their appropriate class. Additionally, the rate of 

decline in the relative fit statistics (AIC, BIC, SSA-BIC) slowed considerably at the 

three-class model, again indicating that this was the best-fitting model for the data. The 

three distinct latent classes were named: (a) eager assessors (28.1%); (b) contemporary 

assessors (50.3%); and (c) hesitant assessors (21.6%). In order to determine if there were 

significant associations between class membership and commonly experienced methods 

of assessment education, age, and certification, one-way ANOVA or chi-square tests 

were conducted (See Table 4.5). Significant indicators of class membership (as noted by 

‘a’ and ‘b’ within the table) were perceived relevance of classroom assessment, 

motivation for pursuing teacher education, common methods of classroom assessment 

education, teacher certification, and age.  
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Eager Assessors  

Eager assessors were highly likely to endorse all approaches to assessment (Fig. 

1). Importantly, eager assessors highly endorsed all 12 approaches across all five 

scenarios, supporting seemingly contradictory approaches within the same scenarios. An 

example of endorsing contradictory approaches would be a teacher who prioritized 

adapting rubrics and scoring guides to reflect identified students’ learning needs and 

prioritized using the same scoring rubric for all students without applying criteria 

differently based on individual student needs. In the classroom, these teacher candidates 

are likely to invest a great deal of time and energy into a wide range of assessment 

practices. Conditional probabilities for eight approaches were greater than 90%, with 

three of the remaining approaches greater than 80% and the lowest conditional probably, 

a use and scoring approach to assessment process, above 70%. As seen in Table 4.5, 

eager assessors noted that they were competent in classroom assessment, believed that it 

was relevant to their teaching practice, and felt their teacher education program had 

adequately prepared them for using classroom assessment practices. Similar to the overall 

sample, eager assessors commonly experienced assessment education through a 

university course, in a small group, and on their own.  

Contemporary Assessors  

Contemporary assessors endorsed half of the approaches to assessment, including 

assessment for and as learning, design and communication of assessments, and equitable 

and differentiated approaches to fairness. In the classroom, the assessment practices of 

these teacher candidates are likely to reflect contemporary standards (e.g., The Classroom 

Assessment Standards for PreK-12 Teachers; Klinger et al., 2015) and policies (e.g., 
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Growing Success: Assessment, Evaluation, and Reporting in Ontario Schools; Ontario 

Ministry of Education, 2010). Conditional probabilities for the remaining approaches to 

assessment clustered around 50% (e.g., assessment of learning, contextual and balanced 

approaches to assessment theory) or were substantially lower (e.g., use and scoring of 

assessments, standard approach to assessment fairness, and a consistent approach to 

assessment theory). Contemporary assessors believed that they were competent in 

classroom assessment, that it was relevant to their teaching practice, and that their teacher 

education program had adequately prepared them for using classroom assessment 

practices. Similar to the overall sample, contemporary assessors commonly experienced 

assessment education through a university course, in a small group, and on their own, and 

were more likely to be 22 years of age or younger.   

Hesitant Assessors  

Hesitant assessors were unlikely to endorse any of the approaches to assessment 

(Fig. 1) with all conditional probabilities lower than 50%. Interestingly, the trend across 

all approaches to assessment mirrors that of eager assessors, but at a substantially lower 

level of endorsement. In the classroom, these teacher candidates would be less likely to 

fully incorporate assessment into their teaching practices. Similar to eager and 

contemporary assessors, hesitant assessors believed that they were competent in 

classroom assessment, that it was relevant to their teaching practice, and that their teacher 

education program had adequately prepared them for using classroom assessment 

practices. Furthermore, hesitant assessors experienced assessment education in similar 

manner including through a university course, on their own, and with a peer, mentor, or 

coach.  
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Statistical Differences Between Classes  

In order to determine if there were significant associations between class 

membership and commonly experienced methods of assessment education, age, and 

certification, one-way ANOVA or chi-square tests were conducted (See Table 4.5). A 

one-way ANOVA detected statistically significant differences between class membership 

and Relevance of Classroom Assessment [F(2, 229) = 5.621, p = .004]. A Bonferroni post 

hoc test revealed that hesitant assessors (M = 5.04, SD = 0.68) were less likely to report 

that classroom assessment was relevant to their teaching practice than either eager 

assessors (M = 5.35, SD = 0.60) or contemporary assessors (M = 5.40, SD = 0.54).  

A series of one-way ANOVAs detected significant differences between class 

membership and motivation for pursuing teacher education. Specifically, a general 

interest in education [F(2, 454) = 6.369, p = .002], an interest in a specific content area 

[F(2, 450) = 4.749, p = .009], a belief that a career in education can provide balance 

between work and leisure [F(2,450) = 5.472, p = .004], a belief that a career in education 

can provide financial security [F(2,451) = 8.786, p < .001], and based upon advice from 

friends and family [F(2,450) = 5.490, p = .004]. Bonferroni post hoc tests identified that 

hesitant assessors were less likely to be motivated to pursue teacher education due to a 

general interest in education, an interest in a specific content area, and based upon the 

advice of friends and family than eager assessors or contemporary assessors. 

Furthermore, eager assessors were more likely to be motivated by a belief that a career in 

education can provide a balance between work and leisure and financial security than 

contemporary assessors and hesitant assessors. See Table 4.5 for complete statistics.  
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A chi-square test showed a significant relationship between class membership and 

commonly experienced methods of assessment education (X2 [2, N = 447] = 9.548, p = 

.008). Specifically, teacher candidates who commonly experienced assessment education 

in small groups were statistically less likely to belong to hesitant assessors (47.5%) than 

eager assessors (66.7%) or contemporary assessors (62.8%). A second chi-square test 

showed a significant relationship between class membership and teacher certification (X2 

[2, N = 453] = 16.292, p < .001). Specifically, primary/ junior teacher candidates were 

statistically more likely to belong to contemporary assessors (52.9%) than eager assessors 

(31.0%). Conversely, intermediate senior teacher candidates were statistically more likely 

to belong to eager assessors (69.0%) than contemporary assessors (47.1%). Additionally, 

a chi-square test showed a significant relationship between class membership and age 

(X2 [2, N = 457] = 8.708, p = .013). Specifically, teacher candidates 22 years of age or 

younger were statistically more likely to belong to contemporary assessors than hesitant 

assessors (65.8% vs. 48.6%) while those 23 years of age or older statistically more likely 

to belong to hesitant assessors than contemporary assessors (51.5% vs. 34.3%). See Table 

4.5 for further details. 

Discussion 

This research aimed to examine teacher candidates’ approaches to assessment 

through a person-centered analysis in order to explore variability amongst teacher 

candidates. Results from this study support the notion that not all teacher candidates 

endorse assessment in similar ways and that distinct groups of teacher candidates exist in 

their views and support for assessment. Further, this research provides empirical evidence 

that teacher candidates’ characteristics and experiences within teacher education 
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programs influence their approaches to assessment. Teacher candidates’ approaches to 

assessment were related to their belief in the relevance of classroom assessment, 

motivations for pursuing teacher education, and assessment education experiences.  

The most prevalent class of teacher candidates were contemporary assessors 

(50.3%). As teacher education offers for many the first opportunity to explicitly explore 

contemporary classroom assessment theories and policies from the perspective of a 

classroom teacher (McMillan, 2005; Shepard, 2000; Siegel & Wissehr, 2011), it is 

unlikely that teacher candidates would start their program supporting contemporary 

approaches to assessment. Further, teacher education offers teacher candidates the 

opportunity to learn about classroom assessment from a teacher’s perspective (e.g., 

designing, using, scoring, and communicating assessment results) rather than from a 

student’s perspective, which mainly includes experiencing assessment through various 

tasks. Instead, most enter teacher education viewing assessment primarily as summative 

and test-based (DeLuca, Chavez, & Bellara, 2013b; Graham, 2005). The presence of 50% 

of the teacher candidates belonging to contemporary assessors appears to indicate that 

teacher candidates have opportunities to learn about current assessment practices 

predicated on assessment for and as learning, the design and communication of 

assessment protocols and results, and equitable and differentiated approaches to fairness. 

Consequently, students of contemporary assessors may be likely to engage in formative 

assessment, receive feedback before, during, and after an assessment protocol, and 

experience assessment protocols that have been tailored to suit their learning preferences. 

While the direct relationship between teachers’ approaches to assessment and assessment 

practices as classroom teachers were not examined in this study, cultivating 
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contemporary assessors is of particular importance within the teaching profession as this 

approach to assessment aligns closely with recent classroom assessment standards (e.g., 

The Classroom Assessment Standards for PreK-12 Teachers; Klinger et al., 2015), 

policies (e.g., Growing Success: Assessment, Evaluation, and Reporting in Ontario 

Schools; Ontario Ministry of Education, 2010), and research on best practices to support 

student learning (Birenbaum, 2003, pp. 13-36; Black & Wiliam, 2006; Siegel & Wissehr, 

2011).  

Teacher candidates who were 22 years of age or younger, and had progressed 

consistently through formal education (i.e., high-school, undergraduate, teacher education 

program), were statistically more likely to adopt a contemporary approach to assessment 

as compared to teacher candidates who were 23 years or older. We suspect that this 

relationship might stem from the notion that teacher candidates who progressed 

continuously through formal education had the most recent experience in K-12 schools as 

students themselves. Teacher candidates who were 22 years of age or younger have likely 

also been particularly successful at navigating current school-based assessment systems 

and processes; hence, these teacher candidates are likely to be aware of and adopt current 

assessment practices in schools as it has not been long since their own schooling 

experience. Conversely, teacher candidates who are older bring with them experiences 

outside of formal schooling that contribute to different orientations towards the purposes 

of education generally, with implications for how they view classroom assessment, 

assessment processes, and notions of fairness.  

Interestingly, teacher candidates pursuing primary/junior certification were more 

likely than their intermediate/senior counterparts to be contemporary assessors. One 
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possible explanation for this finding were the competing influences that 

intermediate/senior teacher candidates experience of contemporary assessment policy 

advocating for practices that best support student learning (e.g., assessment for learning) 

and teachers wanting to prepare their students for the realities of assessment practices in 

higher education which tend to be more summative and traditional (Montgomery, 2002). 

The end result of this competing influence might be that intermediate/senior teachers tend 

to endorse the grading process and assessment while primary/junior teachers tend to use a 

variety of assessment data within a holistic view of student development and performance 

(Brookhart et al., 2016).  

Hesitant assessors (21.6%) may not view classroom assessment as a pedagogical 

strategy and therefore might be less likely to endorse current assessment practices and 

standards associated with contemporary assessment. This finding appears problematic, as 

future students of these teacher candidates will likely not experience the known benefits 

of contemporary and formative assessment practices (Black & Wiliam, 2006; Brookhart, 

2011; Hattie, 2009). Hesitant assessors mirror the teacher candidates and classroom 

teachers identified by Brown (2004) who treated assessment as irrelevant to their 

teaching practice. Brown put forward several possible reasons for teachers holding this 

conception of assessment including teacher beliefs that assessments are inaccurate or that 

assessment practices are disconnected to teaching and student learning.  

Similar to approaches employed for teacher candidates who are math-phobic (e.g., 

use of reflections, practical experience; Gresham, 2007), hesitant assessors could 

potentially benefit from a structured and more tailored approach to assessment education 

than current assessment education models typically provide. A structured approach may 
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be needed as their assessment education experiences do not appear to have influenced 

them to view classroom assessment as a pedagogical strategy. One method to tailor 

instruction for this group of teacher candidates could be to first openly discuss why they 

are hesitant to engage in classroom assessment (i.e., their beliefs about assessment) as 

research has linked practices to beliefs (Barnes, Fives, & Dacey, 2015; Pajares, 1992). As 

discussed by DeLuca, Chavez, and Bellara (2013b), perspective-building conversations 

have been used within assessment education courses to provide teacher candidates the 

opportunity to “articulate and synthesize their perspectives by drawing together 

assessment theory, terminology, and experience” (p. 133). Unpacking beliefs about 

assessment with hesitant assessors might be a key starting place to introducing alternative 

views about the possibilities of assessment to enable learning. Depending upon the 

reason(s) (e.g., lack of knowledge of the benefits of assessment practices; misconceptions 

regarding the purpose and use of assessments), instructors could then work with the 

student to help them bridge the gap between their approaches to assessment and 

approaches to assessment advocated by the educational policies of the jurisdiction. That 

said, future research should specifically target these students and seek out their view on 

the most conducive approach to assessment education.  

In contrast to hesitant assessors, eager assessors (28.1%) highly endorsed all 

approaches to assessment with fairly equal consistency and endorsement. Importantly, 

eager assessors did not differentiate their approach to assessment across scenarios, 

instead highly prioritizing all approaches simultaneously. This finding is potentially as 

problematic as that related to hesitant assessors, as it suggests that these teacher 

candidates might be unable to tailor their approach to assessment to align with an 
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appropriate approach within their classroom. For example, highly endorsing a standard 

(i.e., one assessment protocol for all students) and differentiated (i.e., unique assessment 

protocols for all students) approach to assessment fairness may result in fluid assessment 

fairness standards, which research has indicated impacts negatively on how justice and 

fairness is perceived (Cropanzano, Fortin, & Kirk, 2015). Assessment education for eager 

assessors needs to be tailored to promote a deeper understanding of the complexity of 

assessment practices with consideration for their appropriate use in classrooms for 

diverse purposes. Specifically, efforts should be made to illuminate key differences 

between assessments of, for, and as learning practices, a key understanding that 

underpins teachers’ classroom assessment practices (Poth, 2013; Wiliam, Lee, Harrison, 

& Black, 2004).  

Limitations and Future Directions  

Despite the significance of the results observed in this research, it is important to 

consider our findings in relation to our study’s limitations. First, our sample was drawn 

from one educational jurisdiction, Ontario. Sampling participants from diverse 

assessment and education cultures would likely yield classes with different characteristics 

and/or a different number of classes. In our view, the possibility of additional and diverse 

class structures would further suggest the role of culture, context, and personal 

disposition on teachers’ assessment literacy and practices. Second, as teacher candidates 

lack substantial classroom experience, teacher candidates’ responses reflect their 

intentions, not their enacted, classroom assessment practices. As shown by recent studies, 

teachers’ beliefs about assessment and classroom practices may shift due to initial 

classroom teaching experience (Birenbaum & Rosenau, 2006; Mertler, 2003; Wen et al., 
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2006). While such shifts in teacher candidates’ approaches to assessment might appear to 

be unstable, we would argue that assessment literacy is never a stable construct; hence, 

the purpose of this paper is not to purport stable classes of approaches to assessment but 

rather demonstrate that there are clearly delineated groups of teachers with respect to 

approaches to assessment. Third, despite anonymous responses, social desirability could 

have influenced participant responses as the data for this study was reliant upon self-

report. Fourth, participant age was operationalized as an indirect measure of participant 

educational pathway to a teacher education program (i.e., directly through K-12 and an 

undergraduate degree or not). However, as there exists limited theory to explain why 

teachers’ educational pathway would impact their approaches to classroom assessment, 

the findings in this study regarding this relationship requires further exploration in 

subsequent studies. Lastly, the ACAI is a relatively new assessment literacy inventory. 

While the ACAI has been used in several studies, this research represents another step 

towards using this instrument to examine teachers’ approaches to assessment; continued 

research across contexts is required to provide additional validity evidence for the 

inventory  

In examining the characteristics of hesitant and eager assessors, it should also be 

noted that members of these classes endorsed other constructs with similar patterns. For 

example, eager assessors were statistically more likely to endorse five of the six 

motivations for pursuing teacher education as compared to hesitant assessors. This 

finding may imply that eager assessors maintain an enthusiastic approach to a variety of 

subjects in education, not just assessment. This more global enthusiasm for teaching 
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should continue to be examined in future studies on teacher candidates learning and 

teachers’ assessment literacy development.  

In considering other research directions stemming from this study, we argue that a 

study that utilizes latent transition analysis (LTA), a longitudinal extension of LCA 

(Collins & Lanza, 2013; Halpin & Kieffer, 2015), would effectively contribute to 

knowledge in developing teacher assessment literacy. LTA could be conducted on 

teacher candidates’ approaches to assessment at the beginning and end of their teacher 

education program and after they enter the classroom as certified teachers. Providing 

longitudinal evidence on how teachers’ assessment conceptions and practice change over 

time will enable a more nuanced understanding on how to effectively support teachers in 

implementing contemporary assessment within their classrooms. Our study contributes to 

the knowledge base by providing empirical evidence that teacher candidates’ classroom 

assessment priorities vary considerably, with some eager to integrate classroom 

assessment into their teaching practice and others hesitant about the value and 

appropriateness of integrating assessment in their classrooms. Further, results from this 

study indicate teacher candidates’ approaches to assessment should not be viewed as a 

stable characteristic, but one shaped by their learning experiences, context, and personal 

dispositions.  
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Chapter 5 

Changing approaches to classroom assessment: An empirical study across teacher 

career stages 

Preamble 

The study that comprises Chapter 5 stems from an unanswered question I had 

after publishing my first peer-reviewed paper in education (DeLuca, Valiquette, Coombs, 

LaPointe-McEwan, & Luhanga, 2018). My first paper examined the approaches to 

assessment of several hundred pre-service and in-service teachers, but in doing so, did 

not clearly examine differences based on career experience. I wondered after completing 

the study how teachers’ approaches to assessment within those two broad career stages 

differed. For example, did teacher candidates at the end of a teacher education program 

think differently than those who had just begun their initial teacher education? The study 

below attempts to explore this question and others. First appearing in Teaching and 

Teacher Education, this study has four co-authors. As a result, this research was designed 

and analyzed and written in a more collaborative manner than the previous chapters. 

Introduction 

There is no shortage of evidence to suggest that teachers' classroom assessment 

practices influence student learning and the learning environment. This influence is even 

more pronounced within the current accountability climate across many schools in North 

America and elsewhere (Bennett & Gitomer, 2009; Brookhart, 2011; Herman, 2008; 

Kauffman, Johnson, Kardos, Liu, & Peske, 2002). Recent policy developments towards 

data-informed teaching, assessment for learning, and a surge in largescale assessments 

have resulted in a multitude of assessment practices occurring within classrooms, often 
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predicated on fundamentally different orientations towards assessment and measurement 

(Birenbaum et al., 2015; Black & Wiliam, 2006; Stobart, 2008). As a result, teachers 

have variable understandings and approaches to assessment, with students experiencing 

classroom-learning cultures that value and use assessments in significantly different ways 

(Shepard, 2000). A teacher's approach to assessment is comprised of both conceptual 

understandings and practical knowledge related to student assessment within the situated 

context of their classroom teaching (DeLuca, Valiquette, Coombs, LaPointe-McEwan, & 

Luhanga, 2018). For example, a classroom culture that values formative assessment tends 

to rely on a socio-constructivist understanding of learning in which students are actively 

engaged in monitoring their learning through self-, peer-, and instructor-based feedback 

with the aim of supporting both academic content learning and learner independence 

(Assessment Reform Group, 2002; Black & Wiliam, 2009; Earl, 2012). In contrast, 

traditional classroom cultures that prioritized summative assessments to benchmark 

student learning typically used a teachercentric model of instruction (Bennett, 2011; 

Shepard, 2000; Wolf, Bixby, Glenn, & Gardner, 1991).  

Previous research on teachers’ approaches to assessment has pursued three 

dominant lines of inquiry. The first line of inquiry, rooted in assessment practice, has 

explored the psychometric and functional aspects of specific classroom assessment 

strategies to measure student learning (e.g., testing practices, summative assessments, 

portfolios, self- and peer-assessments, technology-based assessment; Harrison, 2010; 

Heritage & Heritage, 2013; Hoover & Abrams, 2013; Klenowski, 2010; Ruiz-Primo & 

Li, 2013; Salend, 2009). Although aspects of the assessment process (i.e., designing 

assessments, communication of design and results) and assessment of learning practices 
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are considered, these dimensions of classroom assessment are primarily framed in how 

they align with assessment for learning practices.  

The second line of research has aimed to measure teachers' levels of assessment 

literacy and educators’ knowledge, skills, and dispositions related to assessment 

(Popham, 2013) using various instruments (e.g., Campbell, Murphy, & Holt, 2002; 

Mertler & Campbell, 2005; Mertler, 2003, 2004; O'Sullivan & Johnson, 1993; Plake, 

Impara, & Fager, 1993). Findings from the majority of these studies indicate that teachers 

have low levels of assessment literacy, with pre-service teachers particularly limited in 

their assessment capabilities (Cowan, 2009; DeLuca & Klinger, 2010; MacLellan, 2004; 

Volante & Fazio, 2007). Furthermore, results from recent systematic reviews of existing 

assessment literacy instruments indicate that most of these measures are predicated on 

dated standards for teacher assessment practices and may not fully represent teachers' 

current responsibilities and knowledge requirements in assessment (DeLuca, LaPointe-

McEwan, & Luhanga, 2016; Gotch & French, 2014).  

Recently, teachers' assessment literacy has been reconceptualized as teachers’ 

assessment identity (Adie, 2013; Cowie, Cooper, & Ussher, 2014; Looney, Cumming, 

van Der Kleij, & Harris, 2017; Scarino, 2013; Xu & Brown, 2016). Building upon 

previous research into teacher self-efficacy and teacher identity, assessment identity 

represents a dynamic construct that includes not only assessment knowledge and skills 

but also an affective dimension. This reconceptualization suggests that teacher 

assessment literacy is closely coupled with personal, social, and contextual aspects of 

their teaching identity and more than an accumulation of assessment knowledge and 

skills.  
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The last line of inquiry has served to understand teachers' perspectives on the 

value and function of various assessment purposes (e.g., Brown, 2004; Remesal, 2011; 

Smith, Hill, Cowie, & Gilmore, 2014; Wolf et al., 1991). For example, Brown and 

colleagues' (Brown & Harris, 2009; Brown, 2004, 2006; Brown, Lake, & Matters, 2011) 

have worked to identify major conceptualizations of assessment purposes across diverse 

geographic and teaching contexts. Dominant conceptualizations identified include 

assessment for the improvement of teaching and learning, assessment for school 

accountability, assessment for student accountability, and assessment as irrelevant. 

Moreover, this body of research draws a consistent distinction between various purposes 

of classroom assessment, ranging from societal/systemic accountability purposes to 

formative/pedagogical purposes, while acknowledging the influence of systemic 

educational cultures on teachers' approaches to assessment. Overall, studies on teachers' 

approaches to assessment consistently demonstrate that teachers conceptualize and value 

assessment purposes differently and that teachers’ classroom practices are driven, in part, 

by their overarching understandings of the purposes of classroom assessment.  

Across these three lines of inquiry, studies have also examined the influence of 

teachers' career stages on their assessment practices, knowledge, and skills, as well as the 

value and function of various assessment purposes. Taken together, these studies suggest 

that more experienced teachers have a greater perceived skill in assessment practices 

(DeLuca et al., 2018), possess a greater knowledge of assessment theory and classroom 

practices (Mertler, 2003), place greater value on peer assessment activities (Wen, Tsai, & 

Chang, 2006), value intrinsic goals, metacognitive self-regulation strategies, and higher-

order thinking tasks (Birenbaum & Rosenau, 2006), and implement a more differentiated 
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approach to issues of fairness in assessment (DeLuca et al., 2016) compared to teachers 

in earlier career stages. Interestingly, studies examining teachers' conceptions of 

assessment purposes (e.g., Brown, 2004) or self-perception of assessment abilities (e.g., 

Zhang & Burry-Stock, 2003) did not identify significant differences according to 

teachers' career stages. Despite inconsistent influences of career stage on teachers' 

approaches to assessment, it is important to note that much of the career stage literature 

focuses on pre-service teachers' assessment literacy and practice, thus precluding a 

comprehensive understanding of how career stage influences teachers' approaches to 

assessment as they move through their careers. Additional research that includes both 

pre- and in-service teachers is needed to further explore the specific relationships 

between career stage and teachers’ approaches to assessment.  

This study extends previous research by examining variability in teachers' 

approaches to assessment across a broad range of career stages based on a set of 

underlying dimensions. These dimensions include not only teachers' conceptions of 

assessment purposes, but also their approaches to assessment processes, their 

understandings of assessment fairness, and their orientations toward measurement theory. 

Using a cohort sampling design, our analysis of data from 727 pre- and in-service 

teachers who completed the Approaches to Classroom Assessment Inventory (ACAI) 

aimed to identify patterns in teachers' approaches to classroom assessment. We 

purposefully use the term, approaches to assessment, rather than assessment literacy, to 

signal not only teachers' assessment practices but also their underpinning theoretical 

orientations to and philosophies of assessment. Hence, we view a teacher's approach to 

assessment as comprising both conceptual understandings and practical knowledge 
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related to student assessment within the situated context of their classroom teaching 

(DeLuca, LaPointe-McEwan, & Luhanga, 2016). This study was guided by the following 

two research questions:  

(1) What are teachers' approaches to classroom assessment at various career stages?  

(2) Are there significant differences in teachers' approaches to classroom assessment 

across career stages?  

Variability in Teachers’ Approaches to Assessment Across Career Stages  

Research on the influence of career stage on teachers' approaches to specific 

assessment practices, learning orientations, or assessment beliefs have identified 

inconsistent findings: some studies have identified a strong influence of career stage on 

discrete components of assessment literacy (e.g., Birenbaum & Rosenau, 2006; Mertler, 

2003; Wen et al., 2006) while others have not (e.g., Brown, 2004; Zhang & Burry-Stock, 

2003). Using a large-scale survey, Plake et al. (1993) examined in-service teachers' 

assessment knowledge, concluding their low scores on the instrument indicated a lack of 

preparedness for classroom assessment practices. Using the same survey instrument, 

Campbell et al. (2002), determined pre-service teachers' assessment knowledge was 

lower than that of the in-service teacher population in Plake et al. (1993). Mertler (2003) 

compared pre-service and in-service teachers' assessment knowledge with a slightly 

modified instrument to the previous studies, obtaining similar results to those previously 

discussed. Mertler and Campbell (2005) created an instrument based upon assessment 

scenarios, albeit still with a set of correct and incorrect responses, to examine the 

assessment knowledge of pre-service teachers. Despite the contextualized nature of the 

instrument, pre-service teachers scored similarly to previous studies. Recently, Volante 
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and Fazio (2007) and DeLuca and Klinger (2010) identified variable levels of pre-service 

teachers’ self-perceived levels of assessment literacy across the multiple aspects of 

classroom assessment (i.e., higher confidence in summative assessment practices, lower 

confidence in formative assessment practices).  

Across many educational contexts (e.g., Canada, United Kingdom, United States) 

the rise of the accountability paradigm has placed pressures on classroom teachers, 

specifically through the growing prominence of academic standards and assessment of 

student achievement (Nichols & Harris, 2016; Stobart, 2008). Heightened accountability 

pressures may impact upon classroom teachers’ assessment practices by discouraging 

assessment practices that promote student learning (e.g., formative assessment practices; 

Black & Wiliam, 2009) in favour of those that measure student learning (e.g., summative 

assessment practices; Stobart, 2008). Research has also shown that accountability 

pressures may not be similarly experienced by teachers based upon their career stage 

(Kauffman et al., 2002).  

While evidence from previous research suggests that career stage does have some 

influence on teachers' approaches to assessment, the majority of studies have focused on 

pre-service teachers, with limited comparisons having been made to in-service teachers. 

Moreover, previous career stage research has typically focused on teachers' assessment 

knowledge as a proxy for their approaches to classroom assessment, however recent 

research points to the need to understand teachers’ assessment literacy across multiple 

dimensions (i.e., assessment purposes, processes, fairness, and theory; DeLuca, LaPointe-

McEwan, et al., 2016). Additional studies that further distribute and compare teachers 

across a broader range of career stages and across multiple assessment literacy 
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dimensions might contribute a more nuanced understanding of how teachers change their 

approaches to assessment throughout their professional careers.  

Factors Contributing to Variability  

The previously reviewed literature demonstrated empirical trends related to career 

stage and teachers' approaches to assessment. In this section, we examine literature that 

explains why career stage might contribute to variability in classroom assessment 

practices. Specifically, we identified four dominant factors that contribute to variability in 

teachers' approaches to assessment and shape teachers' changing approaches across their 

careers. First, over the past century, substantially different notions of classroom 

assessment have emerged and periodically supplanted the dominant paradigm of teaching 

and learning. As recognized by Shepard (2000), classroom assessment has evolved from 

a behaviouristic model to a constructivist, learner-centered model. In the current 

accountability paradigm, learner-centered classroom assessment aligns with data-driven 

teaching mandates and supports testing and assessment-based learning cultures at 

multiple levels within school systems (Stobart, 2008). Within this paradigm, teachers 

have been repeatedly called to enhance their assessment literacy in order to implement 

research-based policies emphasizing the integration of assessment for, of, and as learning 

throughout classroom instruction (Popham, 2009; Stiggins, 1991b, 2005). However, 

research has repeatedly shown that some teachers struggle to keep-pace with this 

changing assessment landscape and continue to rely on traditional or ‘once innovative’ 

assessment practices (Bennett, 2011; DeLuca & Klinger, 2010; MacLellan, 2004). Hence, 

in-service teachers may rely on previous conceptions and practices of assessment, thereby 

limiting the consistency of approaches to assessment exhibited in classrooms over time.  
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Second, the concept of ‘assessment literacy’ has evolved to represent a complex 

notion in which assessment is closely linked to and influenced by teaching context, 

teacher beliefs and knowledge, and students' learning needs. While initial definitions 

suggested that teacher assessment literacy involved the knowledge and skills required to 

design, administer, score, and use assessment to support and measure student learning, 

researchers now recognize that teachers' knowledge, skills, and practices of assessment 

are shaped by several factors. Tierney (2006) identified six factors that shaped teachers' 

approaches to assessment including professional development, teacher beliefs, 

educational policy (present and former), evaluative inquiry, large-scale assessments, and 

educational research. Across these factors, teachers are often required to negotiate 

differing, sometimes contradictory, messages about the purpose and process of classroom 

assessment. Furthermore, teachers value evidence from these various factors differently, 

leading to a diversity of assessment approaches (Tierney, 2006). These trends indicate 

teachers' exposure to significant changes in assessment theory, policy, and practice 

throughout the length of their careers. Coupled with each teacher's unique classroom 

practice and experiences, variation in approaches to assessment between in-service 

teachers appears inevitable. Given the multitude of factors shaping teachers’ assessment 

practices and their varying abilities to negotiate assessment priorities in relation to 

diverse curricular, pedagogical, and cultural teaching contexts, Willis, Adie, and 

Klenowski (2013) presented a more contemporary definition of assessment literacy 

rooted in a sociocultural perspective:  

Assessment literacy is a dynamic context-dependent social practice that involves 

teachers articulating and negotiating classroom and cultural knowledges with one 
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another and with learners, in the initiation, development and practice of 

assessment to achieve the learning goals of students. (p. 242)  

This sociocultural definition of assessment literacy suggests that teachers will, by 

virtue of their context, experience, background, and other factors, employ varied 

assessment practices in their teaching leading to diverse approaches to assessment in 

schools. Accordingly, current understandings of assessment literacy provide a conceptual 

grounding for variability of assessment practices across not only career stage (i.e., 

experience and background) but also teaching context.  

Third, we assert that teachers maintain varying understandings and approaches to 

assessment because assessment has historically been a neglected area of study within 

initial teacher education programs. Research indicates that pre-service programs 

throughout North America typically have minimal requirements related to explicit 

assessment courses with graduates generally demonstrating low levels of assessment 

literacy (DeLuca & Klinger, 2010; MacLellan, 2004; Stiggins, 1991; Volante & Fazio, 

2007). Moreover, Taras (2007) suggested that the structure of pre-service and other 

higher education programs deter the effective integration of feedback-driven assessment 

practices and, in contrast, employ a dominantly summative assessment culture for 

teaching and learning. As a result, teachers are not necessarily learning about nor 

experiencing effective and contemporary approaches to assessment within their initial 

teacher education programs. Once in their professional teaching positions, teachers tend 

to rely either on their previous experiences of assessment (which are dominantly 

summative) or adapt to the culture of assessment within their school environments 

(Mertler, 2003, 2004; Popham, 2013; Stobart, 2008). As a result, teachers employ diverse 
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approaches to classroom assessment predicated on variable foundations of assessment 

knowledge and skills; yet, there is little empirical data on the degree or nature of this 

variability across teachers.  

Finally, we assert that teachers' experiences within pre-service education 

programs and as in-service teachers will influence their approach to assessment. Research 

indicates that teachers develop conceptions of assessment throughout their experiences as 

teacher candidates (Bachor & Baer, 2001; DeLuca, Chavez, Bellara, & Cao, 2013; 

Graham, 2005; Volante & Fazio, 2007) and as in-service teachers (Klinger, Volante, & 

DeLuca, 2012; Newmann, Secada, & Wehlage, 1995). During a teacher education 

program, teacher candidates are exposed explicitly and implicitly to different conceptions 

of assessment through courses (not just explicit assessment courses), instructor pedagogy, 

and practicum experiences. Research into how teacher candidates’ conceptions of 

assessment develop across different teacher education programs is limited.  

Teacher education programs are often viewed as an early stage in a career-long 

process of professional growth and development for teachers (Gambhir, Broads, Evans, 

& Gaskell, 2008). Research indicates that the effectiveness of in-service professional 

learning opportunities can vary depending upon both the culture of the school and the 

structured roles in-service teachers have (Bruce, Esmonde, Ross, Dookie, & Beatty, 

2010). Developing an understanding of how teachers’ conceptions of assessment evolve 

and shift during pre-service education and as an in-service teacher will provide an 

empirical foundation for targeted assessment education and future research.  
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Method 

A survey method was used to analyze teachers’ approaches to assessment through 

a cohort sampling design. In total, 727 teachers completed the Approaches to Classroom 

Assessment Inventory (ACAI), representing four distinct career stages: (a) initial pre-

service teacher (start of teacher education program), (b) beginning in-service teacher 

(post-teacher education program), (c) early in-service teacher (in-service teacher with 

five years or less years of experience), and (d) established in-service teacher (in-service 

teacher with greater than 5 years of experience).  

Sample  

Participants were recruited through electronic survey distribution to teacher 

professional groups and teacher education programs. The overall sample consisted of 863 

Canadian and U.S. teachers who completed the ACAI over a one-year period (2016-17). 

All participants were sorted by career stages (e.g., early in-service teachers) and 

randomly selected for inclusion in this study to ensure similar samples sizes for each 

career stage. No other criteria (e.g., demographic grouping) were used in the random 

selection process. Listwise deletion was used to remove missing data, resulting in a final 

sample of 727. Participants were divided by career stage with 27.2% at the start of their 

teacher education program (i.e., initial pre-service teachers), 23.8% beginning their 

teacher careers (i.e., post-teacher education program with 0 years of teaching experience), 

22.9% with five or less years of teaching experience (i.e., early in-service teachers), and 

26.1% with greater than five years of classroom teaching experience (i.e., established in-

service teachers). Participants included 83.1% females and 16.9% males, with similar 

gender frequencies within each career stage. Across the entire sample age was fairly 
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evenly distributed (35.0% between 20 and 25 years of age, 35.0% between 26 and 35 

years of age, and 30.0% over the age of 36). However, age was not evenly distributed 

between career stages due to a strong relationship between increasing age and later career 

stages. Participants were also divided by their formal and explicit training at the pre-

service level in the area of assessment (i.e., assessment education). Of the sample, 59.1% 

reported not receiving any formal training in assessment, 15.0% completed a single 

module in assessment (i.e., less than 12 h), 18.8% completed a half-year course in 

assessment (i.e., term course), and 7.1% completed a full-year course in assessment. 

Levels of assessment education shifted between career stages. All beginning pre-service 

teachers reported not receiving any formal training in assessment while the majority 

(82%) of beginning in-service teachers reported completing either a half-year course or 

module in assessment. Early in-service teacher reported levels of assessment education 

were more evenly distributed, with a half-course in assessment reported most frequent 

(40.5%). Similarly, established in-service teachers reported evenly distributed levels of 

assessment education, with no formal assessment education most frequent (41.7%). In 

addition, participants may have received additional training in assessment through non-

assessment specific courses, however these data were not obtained. See Table 5.1 for 

complete demographic results.  
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Table 5.1 Demographics for All Participants (n=727) 
 

Demographic Frequency 
(%) 

Initial 
Pre-

Service  

Beginning 
In-

Service  

Early In-
Service  

Established 
In-Service  

Gender Female 83.1 88.5 80.2 81.8 81.1 
Male 16.9 11.5 19.8 18.2 18.9 

Age 
20-25 35.0 89.8 75.6 14.7 0.0 
26-35 35.0 7.0 18.0 70.6 25.8 

36 or over 30.0 3.2 6.4 14.7 74.2 

Assessment 
Education 

Full-year course 7.1 0.0 11.6 13.8 15.2 
Half-year course 18.8 0.0 38.7 40.5 28.0 

Module 15.0 0.0 43.3 22.4 15.2 
No formal training 59.1 100.0 6.4 23.3 41.7 

 
Instrument  

An adapted version of the ACAI was used in this research. The ACAI was 

developed based on our previous research in which we analyzed 15 contemporary 

assessment standards (i.e., 1990-present) from five geographic regions (US, Canada, UK, 

Europe, Australia, and New Zealand) (see DeLuca et al. [2015] for complete analysis of 

standards). From this analysis, we developed a set of themes to demarcate the construct 

of assessment literacy, and which aligned with the most recently published Classroom 

Assessment Standards from the Joint Committee for Standards on Educational 

Evaluation (Klinger et al., 2015). The following assessment literacy themes were 

integrated into the ACAI: (a) Assessment Purposes, (b) Assessment Processes, (c) 

Assessment Fairness, and (d) Measurement Theory. Each theme had associated with it a 

set of three priority areas. For example, the three priorities associated with the assessment 

literacy theme of assessment purpose were: assessment of learning, assessment for 

learning, and assessment as learning. See Table 5.2 for complete list of assessment 

literacy theme with definitions of associated priority areas.  
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Table 5.2 Assessment Literacy Themes and Associated Priority Descriptions  

Theme Priority Description of Priority 

Assessment 
Purposes 

Assessment of 
Learning 

Teachers use of evidence to summate student learning and assign 
a grade in relation to student’s achievement of learning 
objectives. 

Assessment for 
Learning 

Teachers’ and students’ use of evidence to provide feedback on 
progress towards learning objectives (i.e., inform next steps for 
learning and instruction). Involves both teacher-directed and 
student-centered approaches to formative assessment. 

Assessment as 
Learning 

Focuses on how the student is learning by providing feedback or 
experiences that foster students’ metacognitive abilities and 
learning skills (e.g., self-assessment, goal-setting, learning plans). 
Involves teachers but is primarily student-centered. 

Assessment 
Processes 

Design Focuses on the development of reliable assessments and items 
that measure student learning in relation to learning objectives. 

Scoring Focuses on the adjustment and use of scoring protocols and 
grading schemes to respond to assessment scenarios. 

Communication Focuses on the interpretation of assessment results and feedback 
through communication to students and parents. 

Fairness 

Standard 
treatment 

Maintains the equal assessment protocols for all students. 

Equitable 
treatment 

Differentiates assessment protocols for formally identified 
students (i.e., special education or English language learners)  

Personalized 
approach 

Individualizes learning opportunities and assessments that address 
each student’s unique learning needs and goals. 

Measurement 
Theory 

Reliability Works to ensure consistency in results within assessments, across 
time periods, and between teachers. 

Validity 
Works to ensure assessment or evaluation measures what it 
claims to measure (i.e., learning objectives) and promote valid 
interpretations of results. 

Reliability & 
Validity 

Works to ensure consistency in measuring what an assessment or 
evaluation intends to measure, and degree to which an assessment 
or evaluation measures what it claims to measure. 

 

Scenario-based items were created for the ACAI that addressed the four 

assessment literacy themes. An expert-panel method was used to ensure the construct 

validity of the instrument followed by a pilot testing process (see DeLuca, LaPointe-

McEwan, et al., 2016 for additional instrument development information). In total, 20 

North American educational assessment experts followed an alignment methodology 

(DeLuca et al., 2013; Webb, 1997, 1999, 2005) to provide feedback on the scenario 

items. Each expert rated (on a five-point scale) the items based on their alignment to the 

table of specifications and the related assessment literacy theme/priority. Based on expert 
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feedback the scenarios were revised and amended until all items met the validation 

criteria (i.e., average alignment rating of 4 or more). After the alignment process, the 

ACAI scenarios were pilot tested with practicing teachers. The ACAI version used in this 

study included 20 items equally distributed across five classroom assessment scenarios 

with a second part that included a short collection of demographic data.  

The five scenarios represented contemporary assessment dilemmas faced by 

teachers. Each scenario was followed by four multiple-choice questions related to a 

different assessment literacy theme: (a) Assessment Purposes, (b) Assessment Processes, 

(c) Assessment Fairness, and (d) Measurement Theory. Responses for each question 

reflected teachers’ priorities within each of the four assessment literacy themes (Table 

5.2). For each scenario-based question, participants selected among three response 

options that best aligned to their priority in responding to the scenario.  
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Table 5.3 Descriptive Statistics (mode) of Approaches for All Participants (N=727) by 
career stage. 
 

Theme Priority Frequen
cy (%) 

Initial 
Pre-

Service 
Teacher 

(%) 

Beginni
ng In-

Service 
Teacher 

(%) 

Novice 
In-

Service 
Teacher 

(%) 

Establis
hed In-
Service 
Teacher 

(%) 

Assessment 
Purposes 

AoL 6.1 3.0a 6.9a,b 10.2b 4.7a,b 

AfL 44.8 41.9 a 40.5 a 44.0 a 52.6 a 

AaL 23.0 27.8 a 19.1 a 18.1 a 25.8 a 

AoL & AfL 8.8 11.6 a 8.1 a 8.4 a 6.8 a 

AoL & AaL 3.7 2.0 a 5.2 a 5.4 a 2.6a 

AfL & AaL 13.6 13.6 a,b 20.2 b 13.9 a,b 7.4 a 

Assessment 
Processes 

Design 35.1 34.3 a 38.2 a 31.1 a 26.3 a 

Use/Scoring 1.4 0.5 a 1.7 a 0.6 a 2.6 a 

Communication 35.8 39.4 a 30.6 a 36.1 a 36.3 a 

Design & Use/Scoring 4.3 2.5 a 6.9 a 4.8 a 3.2 a 

Design & Communication 19.8 20.7 a 20.2 a 19.3 a 18.9 a 
Use/Scoring & 

Communication 3.7 2.5 a 2.3 a 7.8 a 2.6 a 

Assessment 
Fairness 

Standard 4.4 2.5 a 2.3 a 7.2 a 5.8 a 

Equitable 26.8 21.1 a 34.7 b 26.5 a,b 25.8 a,b 

Differentiated 48.7 51.1 a 43.9 a 47.6 a 54.7 a 

Standard & Equitable 4.5 6.1 a 4.6 a 4.2 a 3.2 a 

Standard & Differentiated 3.6 3.0 a,b 3.5 a,b 7.2 b 1.1 a 

Equitable & Differentiated 11.0 15.7 a 11.0 a 7.2 a 9.5 a 

Measurement 
Theory 

Reliability 5.5 2.0 a 6.9 a 7.2 a 6.3 a 

Validity 18.0 12.1 a 15.0 a,b 21.1 a,b 24.2 b 

Balanced 48.4 57.1 a 49.7 a,b 39.2 b 46.3 a 

Reliability & Validity 4.8 4.0 a 5.2 a 6.6 a 3.7 a 

Reliability & Balanced 8.8 8.1 a 8.1 a 12.0 a 7.4 a 

Validity & Balanced 14.4 16.7 a 15.0 a 13.9 a 12.1 a 

*Indicates statistically significant results at p < .05 confidence level. 
 

Data Analyses  

Across scenarios, descriptive (mode) statistics were calculated to determine each 

participant's approach to assessment in relation to each of the four themes. For the 

assessment scenarios, frequencies for each approach to assessment across four 

assessment themes were calculated (Table 5.4). If two approaches were supported 
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equally, a hybrid variable consisting of the two approaches was assigned. For example, a 

participant that supported an assessment for learning approach twice and an assessment 

as learning approach twice, would be assigned the hybrid variable assessment for 

learning & assessment as learning. Each participant could be assigned one of six possible 

approaches to assessment within each Assessment Theme (i.e., three approaches and 

three hybrid approaches).  

Using a 4 x 6 contingency table (cross tables), Pearson's chi-square tests of 

independence (chi-square test) were used to determine if there were any significant 

associations between approaches to assessment across career stage (Table 5.3). Career 

stage included four categories: initial pre-service teachers, beginning in-service teachers, 

early in-service teachers, and established in-service teachers. Each table captured the 

frequency of each of the six possible approaches to assessment for a particular 

assessment theme across the four career stages. If the chi-square test indicated a 

significant association within the contingency table, a post-hoc analysis using a z-test of 

column proportions with Bonferonni adjustments to significance level (a = 0.05) was 

employed to identify significant differences between career stages within an Assessment 

Theme. If the contingency table contained one or more cells with a lower than expected 

count, approaches that contained these cells were removed. The analysis was then re-run 

with the remaining approaches.  
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Table 5.4 Most Common Assessment Profiles for Participants  
 

Profile ID Frequency 
(%) Purpose Process Fairness Measurement 

Initial Pre-
Service Teachers 

6.6 AaL Communication Differentiated Balanced 
4.0 AfL Design Equitable Balanced 
4.0 AfL Communication Differentiated Balanced 
4.0 AaL Design Differentiated Balanced 
3.5 AfL Communication Differentiated Balanced 

Beginning In-
Service Teachers 

3.5 AfL Design Differentiated Balanced 
2.5 AfL Design Equitable Balanced 
2.5 AfL Design & Comm. Differentiated Balanced 
2.5 AaL Design Differentiated Balanced 
2.5 AaL Communication Differentiated Balanced 

Novice In-
Service Teachers 

4.0 AaL Communication Differentiated Balanced 
2.5 AfL Design Differentiated Balanced 
2.5 AfL Communication Differentiated Balanced 
2.0 AfL Communication Differentiated Validity 
2.0 AfL Design & Comm. Differentiated Balanced 

Established In-
Service Teachers 

5.1 AfL Communication Differentiated Balanced 
4.0 AaL Design Differentiated Balanced 
3.5 AfL Design Equitable Balanced 
3.5 AaL Communication Differentiated Balanced 
3.0 AfL Communication Differentiated Balanced 

Note: AaL = Assessment as Learning, AfL = Assessment for Learning, Comm. = 
Communication 

 

Participants' approaches to assessment across the four assessment themes were 

then used to create assessment profiles (Table 5.4). An assessment profile was created 

from a unique combination of the six possible approaches across four assessment themes, 

to show common relationships between themes. Within each career stage, the top five 

most frequent profiles were determined and described based on participants' response 

patterns. While these profiles solely represent descriptive associations between 

assessment themes, they do provide an initial basis for understanding the degree of 

variability in teachers’ approaches to assessment.  
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Results 

Descriptive Statistics  

Table 5.4 provides overall descriptive statistics for teachers’ approaches to 

assessment across the four career stages. Within the theme of Assessment Purpose, the 

most commonly supported approaches were assessment for learning (AfL; 44.8%), 

assessment as learning (AaL; 23.0%), and the hybrid approach of assessment for learning 

& assessment as learning (AfL & AaL;13.6%). Of the least valued approaches, all 

entailed assessment of learning (AoL; i.e., AoL & AfL 3.7%; AoL 6.1%; and AoL & AaL 

8.8%). Within the theme of Assessment Processes, the most commonly supported 

approaches were communication (35.8%), design (35.1%) and design & communication 

(19.8%) while the least valued approaches involved use and scoring (i.e., use/scoring 

1.4%; use/scoring & communication 3.7%; and design & use/scoring 4.3%). Within 

Assessment Fairness, the most commonly supported approaches were a differentiated 

approach (48.7%), an equitable approach (26.8%), and equitable & differentiated hybrid 

approach (11.0%). Standard approaches were least valued (i.e., standard & differentiated 

3.6%; standard 4.4%; and standard & equitable 4.5%). Within the theme of 

Measurement Theory, the most commonly supported approaches were a balanced 

approach (48.4%), a validity approach (18.0%), and a balanced & validity hybrid 

approach (14.4%). The least valued approaches included reliability (i.e., reliability & 

validity 4.8%; reliability 5.5%; and reliability & balanced 8.8%).  

Inferential Statistics  

In order to determine if there were significant associations between career stage 

and approaches to assessment within each of the four themes (i.e., Assessment Purpose, 



 

 
 

122 

Assessment Processes, Assessment Fairness, and Measurement Theory), chi-square tests 

were conducted (See Table 5.4). The chi-square test showed a significant relationship 

between career stage and approaches to Assessment Purpose (X2 [15, N = 727] = 36.020, 

p = .002). Specifically, initial pre-service teachers (3.0%) were statistically less likely to 

support an assessment of learning approach than early in-service teachers (10.2%). This 

finding might reflect early teachers’ prioritization of new professional responsibilities 

that entail evaluating and reporting on student achievement as compared to teachers at the 

end of their pre-service programs. Beginning in-service teachers (20.2%) were 

statistically more likely to support the hybrid approach of assessment for learning & 

assessment as learning than established in-service teachers (7.4%). It is possible that 

teachers who had recently completed their pre-service education programs were 

attempting to simultaneously prioritize the multiple assessment purposes that are 

commonly emphasized within contemporary assessment education.  

Initially, a chi-square test was not performed to examine the relationship between 

career stage and all approaches to Assessment Processes as all approaches did not meet 

the minimum expected cell count. Consequently, three approaches (use/scoring, design & 

use/scoring, and use/scoring & communication) were removed and the chi-square test 

was re-run. The relationship between the remaining variables was not significant (X2 [15, 

N = 727] = 22.426, p = .097). These findings indicate that teachers in our sample did not 

prioritize assessment design, use, scoring, and communication differently regardless of 

career stages.  

A chi-square test identified a significant relationship between Assessment 

Fairness and career stage (X2 [15, N = 727] = 33.991, p = .003). Initial pre-service 
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participants (21.1%) were statistically less likely to support an equitable approach to 

Assessment Fairness than beginning in-service participants (34.7%). This suggests that 

pre-service teacher education programs may help teachers develop more equitable 

approaches to classroom assessment. In addition, early in-service teachers (7.2%) were 

more likely to support the hybrid standard & differentiated approach compared to 

established in-service teachers (1.1%). It is possible that teachers in the early stages of 

their careers are navigating inherent tensions between assessing all students in the same 

way and assessing each student differently based on individual needs, whereas 

established teachers have resolved this tension through years of classroom experience.  

A chi-square test identified a significant relationship between career stage and 

teachers’ approach to Measurement Theory (X2 [15, N = 727] = 28.023, p = .021). Initial 

pre-service teachers (12.1%) were less likely to support a validity approach than 

established in-service teachers (24.2%). Initial pre-service teachers (57.1%) were also 

more likely to support a balanced approach than early in-service teachers (39.2%). These 

findings suggest that teachers with classroom experience, as compared to teachers at the 

start or end of their pre-service programs, have experienced the complexities associated 

with reliability and validity in daily practice and have developed personal approaches that 

address practical considerations associated with measurement theory. Overall, these 

results illustrate nuanced impacts of career stage on teachers' approaches to multiple 

dimensions of assessment. While trends across career stages were not consistent for each 

assessment literacy theme among teachers in our sample, these results support the need 

for continued investigation into the influence of career stage on teachers’ approaches to 

assessment purposes, processes, fairness, and measurement theory.  
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Profile Analysis  

Finally, we analyzed the data for combinations of assessment approaches across 

themes to determine teachers’ assessment profiles by career stage. For each career stage, 

we discuss the number of unique profiles (i.e., combinations of approaches across each of 

the four themes in which there was only one participant) and the most common (i.e., top 

five) profiles (see Table 5.5) to demonstrate the dominant approaches to assessment 

within each group of teachers.  

Within the initial pre-service population (n = 198), 113 unique profiles were 

identified with the most common five profiles accounting for 22.1% of the initial pre-

service population. Across the top five profiles, initial pre-service teachers tended to 

prioritize an assessment for learning approach to Assessment Purpose, a communication 

approach to Assessment Process, a differentiated approach to Assessment Fairness, and a 

balanced approach to Measurement Theory. Teachers at this career stage did not 

prioritize an assessment of learning approach to Assessment Purpose, a use/scoring 

approach to Assessment Process, a standard approach to Assessment Fairness, and a 

reliability or validity approach to Measurement Theory.  

Within the beginning in-service population (n = 173), 111 unique profiles were 

identified with the most common five profiles accounting for 13.5% of the late pre-

service population. These teachers most commonly prioritized an assessment for learning 

approach to Assessment Purpose, a design approach to Assessment Process, a 

differentiated approach to Assessment Fairness, and a balanced approach to Measurement 

Theory. Like the initial pre-service teacher population, these teachers did not place as 

much importance on an assessment of learning approach to Assessment Purpose, a 
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use/scoring approach to Assessment Process, a standard approach to Assessment 

Fairness, and reliability or validity approaches to Measurement Theory.  

Within the early in-service population (n = 166), 112 unique profiles were 

identified with the most common profiles accounting for 13.0% of the early in-service 

population. Similarly, to the initial pre-service teacher group, the most common profiles 

involved an assessment for learning approach to Assessment Purpose, a communication 

approach to Assessment Process, a differentiated approach to Assessment Fairness, and a 

balanced approach to Measurement Theory. As with initial pre-service and beginning in-

service teachers, early in-service teachers did not prioritize an assessment of learning 

approach to Assessment Purpose nor a use/scoring approach to Assessment Process. 

Unlike pre-service and beginning in-service teachers, early in-service teachers did not 

emphasize standard and equitable approaches to Assessment Fairness and some identified 

the importance of a validity approach to Measurement Theory.  

Within the established in-service teacher population (n = 190), 107 unique 

profiles were identified with the most common profiles accounting for 19.1% of this 

group. Established in-service teachers most commonly prioritized an assessment for 

learning approach to Assessment Purpose, a communication approach to Assessment 

Process, a differentiated approach to Assessment Fairness, and a balanced approach to 

Measurement Theory. As with teachers in the initial pre-service and beginning in-service 

groups, established in-service teachers did not emphasize an assessment of learning 

approach to Assessment Purpose, a use/scoring approach to Assessment Process, a 

standard approach to Assessment Fairness, and reliability or validity approach to 

Measurement Theory.  
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Discussion 

This research aimed to explore variability in teachers' approaches to classroom 

assessment across four themes (i.e., Assessment Purposes, Assessment Processes, 

Assessment Fairness, and Measurement Theory) with respect to different career stages 

(i.e., initial pre-service teacher, beginning in-service, early in-service, established in-

service teacher). Findings from our study suggest that slight but significant differences 

are evident in teachers' approaches to assessment across career stage, with particular 

changes in early career teachers' prioritization of Assessment Purposes and Assessment 

Fairness. Our study also suggests variability in teachers' overall assessment profiles (i.e., 

combinations of the four assessment themes) with areas of strong priority within each 

theme across career stage. These key findings hold important implications for 

understanding: (a) variability in teachers' approaches to assessment, (b) the influence of 

classroom experience on teachers' assessment practices, and (c) the influence of pre-

service education and professional learning experiences on teachers’ approaches to 

assessment.  

Variability in Approaches to Assessment  

While previous research has focused on teachers' knowledge (e.g., Mertler & 

Campbell, 2005; Mertler, 2003; Plake et al., 1993), conceptions of assessment purposes 

(e.g., Brown, 2004, 2006), or self-perceived assessment literacy (e.g., DeLuca & Klinger, 

2010; Volante & Fazio, 2007), results from this study describe a more complex 

understanding of teachers' variable approaches to classroom assessment. When 

examining teachers' priorities within discrete themes (i.e., Assessment Purpose, 

Assessment Process, Assessment Fairness, Measurement Theory), there appears to be a 
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high degree of consistency. Specifically, a near majority of teachers selected an 

assessment for learning approach to Assessment Purpose, a differentiated approach to 

Assessment Fairness, and a balanced approach to Measurement Theory. However, when 

looking at varying combinations of approaches across the four themes (i.e., profiles), 

responses indicated a wide variety of unique profiles. In total, there were 443 profiles in 

our data set, distributed fairly equally across the four career stages. For instance, there 

were 113 unique assessment profiles among 198 initial pre-service teacher participants 

and 107 unique profiles among 190 established in-service teacher participants. These 

results suggest that variability in teachers’ approaches to assessment comes from the 

combination of priorities across the four assessment literacy themes.  

The variability across assessment themes implies that teachers may operationalize 

the same approach in different ways. For instance, while two teachers might both have 

strong priorities towards assessment for learning, the remaining dimensions of their 

assessment profiles might differ and mediate how assessment for learning is 

conceptualized and implemented within each classroom. Specifically, assessment for 

learning would look different in a classroom when paired with a differentiated approach 

to Assessment Fairness and a validity orientation to Measurement Theory than when 

paired with an equitable or standard approach and a reliability orientation. This study 

extends previous work (e.g., Brown, 2004; DeLuca & Klinger, 2010; Volante & Fazio, 

2007) by including dimensions of assessment beyond purpose (i.e., for, as, of). 

Generating a greater understanding of the complexity of teachers' assessment profiles 

appears critical to understanding the ways assessment intentions are interpreted and 

implemented in classrooms. Hence, the approach and findings of this research provide 
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empirical evidence of the complexity of teachers’ assessment profiles and the variability 

across teachers within and between career stage groupings.  

Practically, these results provide an important basis for supporting teacher 

professional learning across career stages. Most notably, our findings suggest that pre- 

and in-service teacher professional learning opportunities need to acknowledge the 

variability in teachers' approaches to assessment within and between career stages. 

Specifically, while there may be certain assessment policies and practices that all teachers 

must learn about as they progress through their careers, professional learning 

opportunities should also allow teachers to explore areas of interest in assessment that 

reflect their current priorities and unique approaches. Teacher educators in pre-service 

programs and/or school districts might consider offering core assessment content that all 

teachers are required learn at various points over time, while concurrently offering 

personalized extensions to this core content through collaborative inquiries in assessment. 

These collaborative inquires would allow teachers to extend their foundational 

knowledge in assessment and explore nuanced areas of interest with like-minded 

colleagues. Additionally, it could be valuable to provide pre- or in-service teachers with 

opportunities to share these personalized learning experiences across collaborative 

inquiry groups, helping to promote professional understanding of different approaches to 

assessment among educators and foster greater insight into how assessment approaches 

impact instructional practice and students’ learning.  

Influence of Classroom Experience  

Previous research has confirmed the influence of classroom experience on 

teachers' assessment practices primarily through comparisons of pre-service and in-
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service teachers (e.g., DeLuca, Valiquette, et al., 2016; Kauffman et al., 2002; Mertler, 

2003). Our study extends this work by demonstrating the nuanced impact of career stage 

on teachers' approaches to multiple dimensions of assessment. While trends across career 

stages were not consistent for each assessment literacy theme among teachers in our 

sample, it is important to note that half of the significant differences detected between the 

approaches to assessment involved teachers within the first five years of classroom 

teaching (i.e., early in-service teachers). This career stage had slight but statistically 

significant increase in support for an assessment of learning approach, an increase in 

support for a standard & differentiated approach, and a decrease in a balanced approach 

to Measurement Theory when compared to other career stages. We hypothesize that these 

findings suggest that early in-service teachers are responding to the high accountability 

climate evident across many schools in North America as indicated by Kauffman et al. 

(2002). Interestingly, previous studies that did not detect a significant influence of career 

stages on teachers' approaches to assessment were conducted within North America 

(Brown, 2004; Zhang & Burry-Stock, 2003). While these teachers might complete their 

pre-service programs with more formative and differentiated views towards teaching, 

learning, and assessment, upon entry into the profession they appear to shift towards 

more standardized and summative assessment approaches. Once teachers establish 

themselves as professionals and learn to mediate external and internal accountability 

demands, it appears, based on our data and aligned with previous research (DeLuca, 

Valiquette, et al., 2016; Wen et al., 2006), that teachers begin to re-prioritize more 

formative and differentiated approaches to assessment (i.e., after five years). This 

nuanced understanding is of particular importance as expectations for teachers’ 
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assessment literacy are often front-loaded in their career without consideration for 

development over time through authentic classroom experience.  

Furthermore, the emergence of different priorities over a teacher's career provides 

additional evidence that assessment literacy is a socially-contextual and temporally-

dependent construct. In response to different career contexts, teachers exercise different 

conceptions and practices of assessment. Pushing this further, and in concert with current 

understandings of assessment identity (Adie, 2013; Cowie et al., 2014; Looney et al., 

2017; Scarino, 2013; Xu & Brown, 2016), there may be value in unpacking teachers' 

changing approaches to assessment alongside broader professional identity shifts over 

their career. Doing so would firmly ground assessment literacy as both a learned and 

contextually-dependent professional disposition that is connected to their broader growth 

and development as an educator.  

Influence of Pre-service Teacher Education  

A significant body of research has indicated that pre-service education programs 

influence teachers' knowledge and skills in assessment (Bachor & Baer, 2001; DeLuca, 

Valiquette, et al., 2016; Graham, 2005; Volante & Fazio, 2007). Our study suggests that 

pre-service teacher education has the most significant impact on teachers' approaches to 

issues of fairness in assessment and, in particular, the equitable treatment of students 

within classroom assessment. While comparisons between teachers at the beginning and 

end of their pre-service programs revealed slight changes in their approaches across 

priorities within each assessment theme, changes in their approaches to assessment 

purposes, processes, and measurement theory were not significant for our sample. Taken 

together, these findings extend previous research by demonstrating that pre-service 
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education, beyond building assessment knowledge and skills, contributes to shifting 

teachers’ orientations toward more equitable approaches to classroom assessment. 

Limitations  

Despite the observed significance, our study had several limitations. First, our 

study used a cohort sampling design of teachers at various career stages, not a 

longitudinal study following the same group of teachers over time. Therefore, the 

significant differences between approaches to assessment across career stages could be 

attributed to various factors including teachers' different educational experiences as 

students themselves and their different teacher preparatory experiences given the 

variability in age and career stage within this sample population. Secondly, our survey 

relied on self-report data. While scenario-based responses were used to mitigate some 

critique against self-report instruments following Mertler and Campbell (2005) study, our 

results are not based on observed teacher practices but on their reported responses to 

written classroom scenarios. Lastly, the ACAI is a relatively new assessment literacy 

inventory. Consequently, this study represents another step towards using the ACAI to 

examine teachers’ approaches to assessment; continued research across contexts is 

required to provide additional validity evidence for the inventory.  

Future Directions  

This study has implications for in-service teachers, teacher education, and 

assessment researchers. Without an awareness of the multidimensional nature of their 

classroom assessment practices, teachers will struggle to integrate assessment practices 

that align with their knowledge, experience, and learning environment. Educators within 

pre-service teacher education programs or in-service professional development programs 
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must acknowledge this variability so that meaningful and impactful support for teachers' 

conceptual understandings and practical knowledge related to classroom assessment can 

be developed and employed. Assessment researchers must also address this variability by 

acknowledging the limitations of studying teachers' support for discrete assessment 

practices, skills, or knowledge; instead framing their studies within a multidimensional 

model of teachers’ assessment literacy.  

There is a growing body of scholarship, including this study that suggests 

assessment literacy is far more than the learning of knowledge and skills in assessment. 

Rather it is a complex sociocultural professional disposition tied to teacher identity and 

other aspects of classroom practice (Adie, 2013; Cowie et al., 2014; Looney et al., 2017; 

Scarino, 2013; Xu & Brown, 2016). Accordingly, future research should continue to 

empirically examine the socially-, contextually-, and temporally situated nature of 

assessment literacy as fodder for responsive assessment education, whether at pre-service 

or in-service levels. Gaining a more nuanced understanding of the relationship between 

teachers’ assessment identity and their broader approaches to teaching, learning, and 

curriculum, as well as the catalytic professional learning experiences that stimulate their 

professional growth and development will provide fertile ground for enhancing and 

supporting assessment in schools. Concerted efforts among in-service teachers, teacher 

educators, and assessment researchers have the potential to move the field toward 

understanding and implementing approaches to classroom assessment across career 

stages that simultaneously reflect individual teacher priorities and sociocultural contexts 

while allowing them to continue addressing their professional responsibilities within 

educational systems.  
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Chapter 6 

Discussion 

Classroom assessment is a fundamental component of standards-based education 

systems across Canada and many educational systems throughout the world (e.g., 

Australia, Finland, New Zealand, United Kingdom, United States; Bennett & Gitomer, 

2009; Nichols & Harris, 2016; Stobart, 2008), and is critical to supporting student 

learning and achievement (Guskey, 2007; Hattie, 2008; Stiggins & Chappuis, 2005; 

Volante et al., 2020). While teachers’ approaches to classroom assessment are shaped by 

a combination of factors, it is clear is that there is a need to better support teachers’ 

learning in assessment, particularly in their early career (i.e., during teacher education 

and first five years of classroom teaching) so that they can develop the capacity to engage 

in high-quality assessment practices.  

Deciding how best to support teachers’ learning in assessment is predicated upon 

assessment constructs adopted by assessment scholars and teacher educators. Yet each 

construct is built on different notions of how to characterize and operationalize teachers’ 

preparedness in classroom assessment and each offers a unique lens on the purpose, 

content, and process of assessment education. Further, how assessment education is 

structured and prioritized within teacher education programs, in addition to how teacher 

educators characterize and operationalize assessment learning, has the potential to shape 

early career teachers approaches to assessment. Therefore, the purpose of this dissertation 

is to examine how and why teachers’ assessment capacity develops and shifts throughout 

their early career. Four research questions were addressed, namely:  
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1. How have classroom assessment constructs shifted and evolved since their 

introduction into the peer-reviewed literature? 

2. What are the characteristics of contemporary Canadian pre-service assessment 

education? 

3. How do experiences during initial teacher education shape teacher candidates’ 

approach to classroom assessment? 

4. How do classroom teachers’ approaches to classroom assessment shift 

throughout their early career? 

This study is in part a response to prominent assessment scholars (e.g., Hill, Ell, 

& Eyers, 2017; Xu & Brown, 2016; Xu & He, 2019) who have called for further 

examination of how and why teachers’ assessment capacity develops and shifts 

throughout their early career, as this complex process is not well understood. 

Additionally, several decades of research on teachers’ assessment practices have 

continually shown teachers struggle to engage in high-quality assessment practices 

(Cooper, Klinger, & McAdie, 2017; Herppich et al., 2018; Looney et al., 2018; Xu & 

Brown, 2016). These findings appear to suggest that traditional and contemporary 

approaches to assessment education are not yielding the desired assessment learning 

experiences for early career teachers. As such, there is a strong need to map the shifting 

landscape of assessment constructs that shape assessment education and to interrogate 

how assessment education and professional learning in assessment can be improved to 

yield greater impact on early career teachers’ assessment practices.  

This chapter begins with a summary of the research questions and key findings of 

the studies that comprise this manuscript. Based upon these findings and the thematic 
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trend across studies, a framework for assessment education, and an agenda for future 

research is proposed. The chapter closes with concluding remarks. 

Key Findings by Research Question 

Research Question 1: How have classroom assessment constructs shifted and 

evolved since their introduction into the peer-reviewed literature? 

 With the rise of the educational accountability movement in K-12 public 

education, there have been considerable developments in how assessment scholars 

conceptualize teachers’ capacity to engage in classroom assessment across several 

dimensions. For example, over time assessment constructs have generally shifted away 

from objective expectations of teachers’ ability to engage in specific assessment practices 

towards assessment practice as a socio-cultural, negotiated practice situated between 

teachers and students within a specific context. There has also been a divergence in the 

geographic prominence of assessment constructs with assessment competence prominent 

in Western Europe, assessment literacy globally distributed, and assessment capability 

and assessment identity largely confined to Australia and New Zealand.  

In addition to notable differences that have emerged across temporal and 

geographic dimensions, assessment scholars have routinely advanced dissimilar 

conceptualizations of the same assessment construct (in particular assessment literacy) 

which has led to an overlapping constellation of conceptualizations of contemporary 

assessment constructs. While this has resulted in a high-degree of complexity in what it 

means to support teachers’ assessment learning, classroom assessment as a social activity 

that places an emotional strain on teachers and students has been repeatedly and 

frequently asserted by prominent scholars. These include recent models of assessment 
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literacy (e.g., Pastore & Andrade, 2019; Willis, Adie, Klenowski, 2013; Xu & Brown, 

2016), assessment capability (Absolum et al., 2006), and assessment identity (Looney, 

Cumming, van Der Kleij, & Harris, 2018) as well studies that examined the relationship 

between an assessment construct and other factors (e.g., Adie, Stobart, & Cumming, 

2019; Cowie, Cooper, & Ussher, 2014). 

Research Question 2: What are the characteristics of contemporary Canadian pre-

service assessment education? 

 Mirroring the complex constellation of contemporary assessment constructs, 

assessment education within Canadian teacher education programs appears to exhibit a 

high-degree of variability in providing assessment learning experiences for early career 

teachers. Models of assessment education, the prioritization of connections to K-12 

teaching contexts, and the modeling of assessment practices within classroom assessment 

courses are broadly similar across teacher education programs in Canada. However, 

teacher candidates also receive mixed messages regarding the purpose of classroom 

assessment, the importance of classroom assessment in supporting student learning and 

achievement, and how to interpret and operationalize provincial/territorial assessment 

policies. These findings echo that of Poth (2013) who found similar assessment course 

offerings across 23 teacher education programs in Western Canada, but a large degree of 

variability in the assessment learning opportunities for students within those courses as 

well as similar studies in other countries (e.g., DeLuca & Bellara, 2013; Gunn & 

Gilmore, 2014; Greenberg & Walsh, 2012; Lam, 2015). 

One way to interpret the inconsistent messaging regarding assessment education 

is that teacher educators have assumed dissimilar conceptualizations of assessment 
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constructs. These conceptualizations have then shaped the assessment learning 

opportunities teacher educators provide for teacher candidates during teacher education. 

For instance, Chapter 3 identified that some teacher educators disagreed with each other 

about the classroom assessment knowledge that teacher candidates should possess when 

graduating. While this appears to be an issue of appropriate assessment content, this 

disagreement may be driven by a more fundamental discord on what teacher educators 

believe it means for a classroom teacher to be prepared to engage in assessment. For 

example, a teacher educator who conceptualizes assessment practice as a collection of 

discrete skills (i.e., early conceptions of assessment competence; Stiggins & Conklin, 

1992) will create learning opportunities for teacher candidates that differ substantially 

from a teacher educator who conceptualizes assessment practice as a socio-culturally 

bound activity centered on supporting student learning (i.e., later conceptions of 

assessment literacy; Willis, Adie, & Klenowski, 2013).  

While teacher educators’ professional judgements may lead to teacher candidates’ 

experiencing dissimilar assessment learning experiences, the importance of teachers’ 

professional judgement in assessment – regardless of educational context – is of 

paramount importance to the assessment process (Wyatt-Smith & Klenowski, 2013). This 

is magnified by the continued shift towards classroom assessment practices that center on 

complex cognitive demands (i.e., critical thinking, problem solving) often requiring 

divergent or open-ended responses (Allal, 2013; Koh, 2011; Wyatt-Smith & Klenowski, 

2013). Even though teacher educators’ professional judgements may yield dissimilar 

assessment learning experiences for teacher candidates, assessment education should aim 

to not only support teachers’ assessment knowledge and skills but their capacity for 
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professional judgement making in assessment. As noted by several teacher educators in 

Chapter 3, the importance of modeling effective professional judgement, in particular the 

processes that underpin effective professional judgement as it is classroom teachers’ 

professional judgements that shape how assessment knowledge and skills are utilized 

during assessment practice (Allal, 2013; Koh, 2011). 

Research Question 3: How do experiences during initial teacher education shape 

teacher candidates’ approach to classroom assessment? 

 Echoing previous research, teacher candidates’ assessment learning experiences 

during teacher education appear to have an inconsistent impact on their approaches to 

assessment (e.g., DeLuca & Klinger, 2010; MacLellan, 2004; Poth, 2013; Volante & 

Fazio, 2007). The results of Chapter 4 indicate that teacher candidates at the end of their 

teacher education program can be divided into three groups based upon their approaches 

to assessment: (a) eager assessors, who may be unable to tailor their approach to 

assessment to align with the diverse learning contexts within their classroom; (b) hesitant 

assessors, who did not view assessment as a useful pedagogical strategy; and (c) 

contemporary assessors, who prioritized assessment practices that aligned with 

assessment policy in their current education context.  

Teacher candidates, regardless of which group they belong to, have a substantial 

adjustment to make upon entering the profession as a classroom teacher. Not only do they 

have to adapt to their new duties as a classroom teacher, but they are now responsible for 

shaping their current and future assessment learning. Eager assessors must refine their 

approach to classroom assessment as attempting to engage in all aspects of the 

assessment process regardless of the learning situation is problematic for the many 
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reasons outlined in Chapter 4. For example, prioritizing multiple approaches to fair 

assessment practice may result in fluid assessment fairness standards, which research has 

indicated impacts negatively on how justice and fairness is perceived by students 

(Cropanzano, Fortin, & Kirk, 2015). Hesitant assessors, who will likely be working 

within a standards-based education system, need to deeply examine how their approach 

to teaching can effectively support and report on student learning without utilizing 

assessment practices. Finally, contemporary assessors, will need to be able and willing to 

adapt their approach to assessment if the values espoused by current assessment policies 

shift or if they secure employment in a different educational context from where they 

completed their teacher education program. 

Regardless of their approach to classroom assessment, teachers leaving the 

program and entering the profession need a strong sense of agency. Teacher agency, in 

the context of assessment learning, is the “capacity of teachers to act purposefully and 

constructively to direct their professional growth and contribute to the growth of their 

colleagues” (Calvert, 2016, p. 52). In aiming to develop agency, assessment education 

must prepare teachers to engage in ongoing professional learning in assessment to 

navigate an everchanging educational landscape (Doucet, Netolicky, Timmers, & 

Tuscano, 2020; Teräs, Suoranta, Teräs, & Curcher, 2020). Moreover, developing 

teachers’ capacity to shape their own learning in assessment mirrors the importance of 

utilizing assessment to support K-12 students’ capacity to shape their own learning 

(Absolum et al., 2006; Earl, 2012). Teacher agency allows teachers to be “reflectively 

available, so that rather than possessing a set of practical skills or competences they can 

become resources for judgement and action (Priestley, Biestam & Robinson, 2015, p. 5). 
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Regarding the practice of classroom assessment specifically, Xu and He (2019) observed 

the influential role teachers’ agency has in shaping pre-service teachers’ conceptions of 

classroom assessment noting that “without pre-service teachers’ strong agency in 

assessment, the learning potential of school-based assessment practice cannot be tapped 

to its utmost” (p. 12). 

Research Question 4: How do classroom teachers’ approaches to classroom 

assessment shift throughout their early career? 

 The variability in approaches to assessment noted among early career teachers’ 

approaches to assessment at the end of their teacher education program was similarly 

observed across career stages (i.e., 107-113 unique patterns of teachers’ approaches to 

assessment depending upon the career stage). Broad trends in teachers’ approaches to 

assessment (e.g., increase in support for assessment for learning practices) align with 

existing research including how teacher candidates decreasingly prioritize summative 

assessment as they progress through a teacher education program (DeLuca, Chavez, & 

Bellara, 2013; Graham, 2005; Hill et al., 2014). However, the findings of this research 

also suggest that experienced classroom teachers do not rely upon traditional assessment 

practices and may be adapting to changes in the assessment landscape more than 

previously noted (i.e., Bennett, 2011; MacLellan, 2004). For example, established 

classroom teachers (i.e., more than five years of classroom teaching experience) appear to 

prioritize formative assessment practices, including students throughout the assessment 

process, and report an equitable approach to assessment fairness, all approaches that are 

espoused by the assessment policy of their educational context. 
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Another important finding was how dissimilar teachers’ approaches to assessment 

were within their first five years as classroom teachers compared with teacher candidates 

and teachers at more senior career stages. The notion that teachers new to the classroom 

may struggle is well-accepted in the literature (e.g., Ayalon, 1989; Caspersen & Raaen, 

2014; Fantilli & McDougall, 2009), but how and why these struggles appear to shape 

their approaches to assessment is underexplored. A possible reason behind the shift 

towards prioritizing standardized and summative approaches to assessment could be 

explained by teachers attempting to mediate external and internal accountability demands 

with limited teaching experience. This would indicate that assessment learning 

experiences during teacher education programs may not be adequately preparing teachers 

to cope with the assessment demands of the contemporary classroom.  

Taken together, these results indicate that teacher learning in classroom 

assessment is a career long process, echoing previous research on teachers’ professional 

development (e.g., Harwell, 2003; Livingston & Hutchinson, 2017; McCormack, Gore, & 

Thomas, 2006). Teachers’ learning in assessment, despite predominantly occurring 

within teacher education program, continues for classroom teachers through their own 

experiences, from colleagues and through a range of formal and informal opportunities 

over the length of their career (Gambhir, Broads, Evans, & Gaskell, 2008; Jiang & Hill, 

2018; Klinger et al., 2012; Newmann, Secada, & Wehlage, 1995). 

Contribution of Studies  

The findings from this dissertation delineate a collection of dimensions – from 

how assessment constructs are conceptualized to the influences of teacher education 

programs and classroom teaching experiences – that shape teachers’ approaches to 
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assessment throughout their early career. Collectively, the dimensions speak to a 

common theme, that of contention. The word contention, and the verb form to contend, 

roots back to the 1570s, meaning “violent effort to obtain something” (Etymology, n.d.); 

more contemporary definitions temper the concept to mean to strive in debate or 

argument; to contest; to strive in debate or argument; and to assert (Graham, 2007).  

A related notion, that of tensions, is more prevalent in the literature regarding the 

assessment practices of early career teachers than contention (e.g., Battistone, 

Buckmiller, & Peters, 2019; Charteris & Dargusch, 2018; Cherubini, 2009). These 

studies tend to focus on the difficulties teachers, particularly those in their early career, 

have when attempting to navigate forces that are (or appear to be) in opposition to one 

another (e.g., ensuring all students meet a state/provincial/national standard vs. 

supporting the learning needs and interests of individual students). In short, tension can 

be understood as the feeling of trying to navigate between two or more opposing forces. 

Contention is how someone responds to those forces; it is the active engagement with the 

sources of tension. Contention therefore aptly characterizes the field of assessment 

education as manifest prominently in three key populations examined in this dissertation: 

early career teachers, assessment scholars, and teacher educators.  

The first meaning of contend is to struggle against difficulties. Early career 

teachers, most likely those who are actively engaged in professional learning in 

assessment within teacher education programs or during professional learning 

opportunities, most clearly encapsulate this definition. As discussed in Chapter 4, early 

career teachers navigate conflicting messages inherent within their assessment learning 

experiences, resolve discrepancies between their own approach to teaching, learning, and 
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assessment with new information they are receiving, and then decide how best to harness 

their learning in service of practice of assessment. This is particularly problematic for 

early career teachers as they may lack classroom experience to navigate these challenges 

(Rogers, Mitescu, & Ward, 2020).  

The second definition of contend, to contest, also applies to early career teachers, 

but during their practice of classroom assessment. In essence, this applies to teachers who 

struggle to reconcile their actual practice of assessment with their intended or idealized 

practice of assessment. As discussed in Chapter 5, this form of contention appears to be 

particularly prominent for teachers within their first five years of teaching as they 

struggle to adapt to the accountability framework of K-12 education and gravitate 

towards standardized, summative forms of assessment instead of equitable and formative 

forms of assessment prioritized by teacher candidates and more experienced classroom 

teachers.  

Assessment scholars exemplify the third definition of contend, to strive in debate 

or argument, in their evolving arguments about how teachers’ readiness to engage in 

classroom assessment can be conceptualized. As discussed throughout Chapter 2, not 

only have conflicting constructs arisen, but multiple definitions of the same construct or 

similar definitions of different constructs persist in the literature. Indeed, with the ever-

increasing rate of peer-reviewed publications regarding assessment constructs, consensus 

among assessment scholars appears doubtful in the near future.   

Contend can also mean to assert.  As discussed in Chapter 3, teacher educators 

approach supporting the assessment learning of early career teachers in the manner that 

aligns closely with their own professional understanding of classroom assessment and 
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judgements. While these notions may be shared by other teacher educators in a similar 

content area or by those who share similar teaching experiences, teacher educators have a 

substantial degree of freedom to decide on how classroom assessment content is 

approached in their classes. 

In summation, contention within assessment scholarship and in assessment 

education, directly and indirectly supports inconsistent assessment learning experiences 

for teachers. This has resulted in teachers being unsure of appropriate assessment practice 

(Herppich et al., 2018; Kosnik, Mennam, & Dharamshi, 2015), lacking a robust 

theoretical understanding of classroom assessment (MacLellan, 2004; Mertler, 2003), and 

not having the requisite skills to engage in high-quality assessment practice (Popham, 

2011; Volante & Fazio, 2007). While contention within assessment scholarship and 

assessment education cannot be completely negated, there is a strong need to temper the 

influence of the competing conceptualizations of assessment constructs to more 

effectively support teachers’ learning in assessment. Accordingly, the subsequent section 

presents an evidence-based framework that aims to support teachers’ in navigating 

assessment contention during their assessment learning. 

Assessment Learning Framework 

Four dimensions of classroom assessment – assessment as a social and emotional 

practice, teacher agency, professional judgement, and continuous learning – comprise 

the proposed framework for shaping teacher learning in assessment (see Figure 6.1). As 

represented by stacked the circles within this figure, teacher learning in assessment 

directly supports teachers’ approaches to assessment and assessment practice.  
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Figure 6.1 Assessment Learning Framework 
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The first dimension of assessment learning, assessment as a social and emotional 

practice, arises from the findings of Research Question 1 and speaks to classroom 

assessment practice as a social and emotional activity for teachers and students. While 

relatively new in the classroom assessment literature, understanding assessment as a 

social practice is well supported. In 2013, Willis, Adie, and Klenowski explicitly 

recognized that teachers’ assessment work was directly influenced by socio-cultural 

conditions in classrooms and schools, defining assessment as: 

dynamic social practices which are context dependent and which involve teachers 

in articulating and negotiating classroom and cultural knowledges with one 

another and with learners, in the initiation, development and practice of 

assessment to achieve the learning goals of students. (p. 241). 

This conceptualization of assessment has been taken up by a number of scholars 

including: Adie, Stobart, & Cumming (2019); Ataie-Taber, Zareian, Amirian, & Adel 

(2019); Baker & Riches (2018); Clark (2015); DeLuca and colleagues (Coombs, DeLuca, 

LaPointe-McEwan, & Chalas, 2018; Coombs, DeLuca, & MacGregor, 2020; DeLuca, 

Coombs, & LaPointe-McEwan, 2019; DeLuca, Valiquette, Coombs, LaPointe-McEwan, 

& Luhanga, 2018); Hasse, Joachim, Bögeholz, & Hammann (2014); Herppich et al. 

(2018); Pastore & Andrade (2019); Poskitt (2014); Xu (2018); and Xu & Brown (2016). 

While classroom assessment as an emotional endeavor is closely related to the 

notion that classroom assessment is a social practice, it is much less prominently 

articulated by scholars. Pastore & Andrade (2019) presented a three-dimension model of 

teachers’ assessment literacy including assessment as a socio-emotional practice as one of 

the dimensions. Looney, Cumming, van Der Kleij, and Harris (2018) in their five-
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dimension model of teacher assessment identity, also included teachers’ emotions toward 

assessment and assessment practice as a dimension. The emotional component of 

assessment practice has also been addressed by Adie, Stobart, and Cumming (2019) and 

Cowie, Cooper, and Ussher (2014). 

The findings of this research suggest that teachers need to be cognizant of the 

emotional burden assessment practice when engaging in assessment learning. This is of 

particular importance for early career teachers who, in an effort to address perceived or 

actual shortcomings in their assessment practice, may choose to invest time and effort in 

developing their knowledge, skills, and confidence in assessment and perhaps overlook 

the affective dimension of classroom assessment practice (Looney, Cumming, Van Der 

Kleij, & Harris, 2018). As such, teacher educators are ideally placed to offer authentic 

learning opportunities that could be used to underscore how social and emotional 

dimensions shape assessment practice. As noted in Chapter 3, some teacher educators 

already utilize this approach when facilitating discussions regarding the social and 

emotional dimensions of assessment practice from their personal experiences. When 

sharing their own stories and experiences in this regard, these social interactions may 

give rise to conflicting narratives and tensions that drive teachers’ assessment learning (as 

discussed in the Contribution of Studies section). 

The findings of Research Question 2 emphasize the importance of teachers’ 

capacity for professional judgement as it directly shapes how assessment and knowledge 

are utilized during assessment practice. The importance of teachers’ professional 

judgement has permeated classroom assessment practice for over thirty years with 

Stiggins (1991a, 1991b) positioning teachers’ sound professional judgement at the centre 
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of assessment practice. Scholars have been examining facets of teachers’ judgement in 

assessment (e.g., how achievement standards are interpreted by teachers to support and 

evaluate student learning; Allal, 2013; Brookhart, 2013; Klenowski & Wyatt-Smith, 

2010). Despite its recognized importance, developing the professional judgement of 

teachers, particularly in their early career, is a difficult non-linear process (Xu & He, 

2019). This is due in part to the socio-contextual nature of teachers’ professional 

judgement, further complicating by the dearth of guiding resources (i.e., professional 

judgement does not directly relate to policies, standards of practice, and other guiding 

documents that are often used to familiarize early career teachers with the profession). In 

supporting early career teachers’ professional judgement, teacher educators and more 

experienced classroom teachers should aim to include early career teachers during routine 

assessment decisions. For example, including early career teachers when a more 

experienced teachers in choosing the frequency, timing, and methods of assessment 

within a course will help to model how and the boundaries of early career teachers’ 

professional judgement.  

The third dimension, teacher agency, arises from the findings of Research 

Question 3 and highlights the critical role teachers’ agency has in purposefully and 

constructively shaping current and future assessment learning for themselves and their 

learning community. The literature base for teacher agency is somewhat different from 

assessment as a social and emotional practice and teacher judgement. While there is a 

growing body of literature examining the role teacher agency has on teachers’ assessment 

practice (e.g., Looney et al., 2018; Xu & He, 2019; Xu & Liu, 2009), teacher agency is 

most often supported by literature that centres on educational reform (e.g., Datnow, 2012; 
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Priestely, Biesta, Philippou, & Robinson, 2015; Priestely, Biesta, & Robinson, 2015). As 

articulated by many educational reform scholars, advocating for teacher agency is an 

effort to counter the deprofessionalization of teaching over the past few decades (i.e., 

through top-down control of teachers’ classroom decisions), a common feature of an 

accountability culture of education (Priestley & Biesta, 2013).  

This research appears to suggest that early career teachers may need to further 

develop their sense of agency if they are to drive their own assessment learning 

experiences. There are several practical steps those that support the assessment learning 

of early career teachers can take to support the development of early career teachers’ 

agency. For example, drawing on earlier assessment experiences their motivation for 

teaching (see Chapter 4) has been shown to strengthen teacher agency. Further, explicit 

modeling and inclusion in assessment decisions by more knowledgeable others (e.g., 

teacher educators within pre-service programs, classroom teachers when working within 

schools) has also been shown to positively impact teacher agency (Xu & He, 2019). 

Finally, the findings from Research Question 4 provide evidence that teachers’ 

assessment learning is not a discrete event but a continuous process. As noted by 

Livingston and Hutchinson (2017), teacher learning is a career long process, built upon 

multiple bodies of literature including (but certainly not limited to) social learning theory, 

adult learning, and professional learning communities. In particular, teachers’ continuous 

learning in assessment is understood as an essential feature of teachers’ assessment 

identity. This is because as teachers’ assessment identity is always in the making, shaped 

by experiences within and beyond the classroom and is “framed and reframed over a 

career and mediated by context in which teachers work and live” (Looney, Cumming, 
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van Der Kleij, & Harris, 2018, p. 446). Throughout a teachers’ career, they will work 

with students of differing learning needs, their professional interests will change and 

evolve based on their teaching experiences, new assessment policies or directives will be 

implemented, and/or their teaching context will change. Simply drawing attention to the 

ever-changing landscape of their teaching practice will support teachers’ assessment 

learning as they may see assessment learning as an intrinsically-driven enterprise that 

supports their own assessment practice rather than an externally-driven and/or mandated 

experience. 

The intention of this framework is to provide a scaffold to shape how teachers can 

be supported in their assessment learning, the process of assessment learning. This 

framework approach is in contrast to the learning outcomes within assessment courses or 

professional development initiatives (Livingston & Hutchinson, 2017; Poth, 2012) or 

guidelines of assessment standards (e.g., Classroom Assessment Standards; Klinger et al., 

2015) that aim to shape the content of teachers’ learning in assessment. This could be 

accomplished in a large number of ways. For example, teacher educators allowing 

teacher candidates the opportunity to shape their learning experiences would develop 

their capacity for agency which would likely built upon as a classroom teacher. Teacher 

educators could also provide learning experiences that aim to develop teachers’ capacity 

to support their capacity for assessment learning in the future (e.g., self-assessment of 

confidence, knowledge, and skill in assessment practice; reflective writing) not their 

achievement in the present (e.g., knowledge test of classroom assessment content). On a 

similar note, teacher candidates and early career classroom teachers could frame their 
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current assessment capacity not in relation to their more experienced colleagues, but in 

how their assessment capacity has grown throughout their career.  

While the studies that initially informed the dimensions of this framework were 

primarily situated within the Canadian context, the literature base each study drew from 

represented a diverse collection of international scholarship. Consequently, the 

assessment learning framework will presumably have value outside of Canadian 

assessment education. The degree to which the assessment learning framework could be 

transferred and utilized in other cultural and educational contexts likely depends on how 

similar these contexts are to the Canadian educational landscape. For example, the 

framework may more easily transfer to the United Kingdom, New Zealand, and Australia 

because of the similarities that exist between these educational contexts, in particular the 

parallels in pre-service assessment education structures and the assessment learning goals 

endorsed by teacher educators (DeLuca, Willis, Cowie, Harrison, Coombs, Gibson, & 

Trask, 2019). Utilizing this framework outside of Canada should proceed with caution 

with particular attention to how assessment learning dimensions are interpreted by 

teacher educators and teachers as these dimensions may be conceptualized similarly 

across contexts but operationalized quite differently. Cross-cultural research is vital to 

understanding how teachers engage in the assessment learning process and represents a 

promising area of future research (see Research Agenda). Regardless of the context, in 

supporting teachers in the process of their assessment learning, the proposed framework 

would effectively contribute to changes in teachers’ approaches to and practice of 

assessment as they navigate contention during their assessment learning experiences.  
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Research Agenda 

The purpose of this research agenda is to outline key areas of future research that 

support the use of the assessment learning framework in the contexts of assessment 

education and professional development. My agenda provides both immediate and long-

term research aims that, when addressed, will provide assessment educators and scholars 

with a deeper understanding of how teacher learning in assessment can be more 

effectively and efficiently supported. The avenues of research outlined below – 

progressing from theoretical to practical considerations – relate to refining, 

operationalizing, and measuring the impact of the assessment learning framework.  

Enhance and Refine the Assessment Learning Framework 

As the dimensions of the assessment learning framework primarily arise from the 

limited number of studies that comprise this dissertation and how the findings of these 

studies are situated within the literature, future research should focus on further 

delineating the theoretical foundations of this framework. Of central importance are the 

following questions: 

• What are additional dimensions that support teachers’ learning in assessment? 

• How can these new dimensions relate to and integrate with existing dimensions of 

the framework? 

• Do the importance of these dimensions in shaping teacher learning in assessment 

shift due to changes in educational context or teacher-specific characteristics (e.g., 

career stage)?  

To address these research questions (and others that will likely arise during the 

refinement process), there must be meaningful engagement with a diverse array of 



 

 
 

153 

stakeholders is needed. This meaningful engagement could be the inclusion of a broad 

range of educational scholars (not just assessment scholars), and interweaves perspectives 

from teacher educators and classroom teachers. This could be addressed by inviting 

feedback on this framework from these individuals particularly after they have had the 

opportunity to utilize this framework to support teacher learning in assessment. In 

addition, the conceptual underpinnings of my proposed framework should be explored 

and validated in a range of diverse contexts (e.g., in other educational contexts, 

particularly those with educational systems that are substantially different from those 

found in Canada). One method for this could be the formation of a collaborative research 

team from diverse contexts (e.g., China, Germany, Wales) who would be tasked 

evaluating the appropriateness of this framework in supporting teacher learning in 

assessment within their respective contexts. This is of particular importance as the 

dimensions of this framework have been informed primarily through my research in the 

Canadian context and that of scholars throughout English-speaking world. In doing so, 

the proposed assessment framework could be used to enhance teaching, learning, and 

assessment within and outside of Canada. 

Operationalizing the Assessment Learning Framework 

 Utilizing the proposed framework to enhance assessment education requires 

empirical evidence regarding how the dimensions of the framework are operationalized 

in practice. Without the development of clear, observable criteria utilizing this framework 

and generating evidence of how it supports teacher learning in assessment, will be 

problematic. Although outside the field of assessment scholarship, Asadzadeh, Kötter, 
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Salehi, and Birkmann (2017), provides a comprehensive procedure. The following 

questions might guide future research into aspects of this framework:  

• How are the dimensions of assessment learning operationalized in the multiple 

contexts of assessment education? 

• What structural or contextual factors shape how these dimensions are 

operationalized in these contexts? 

• What role do teacher educators or individuals who lead professional development 

initiatives play in shaping how these dimensions are operationalized? 

These research questions could be addressed in a using a variety of research 

designs and the approaches selected will depend upon researcher positionality. Given my 

own epistemology (see Researcher Positionality on p.6), I would suggest pursuing these 

questions and others that arise through multiple-methods, and longitudinal studies. A 

diverse array of data collection and analyses methods are most favourable due to the 

complexity of generating adequate evidence for how the framework dimensions are 

operationalized within diverse assessment education contexts. If further dimensions are 

added or if future research includes studies of how teachers’ assessment practices shift 

and change after assessment education or professional development initiatives are aligned 

with this framework, the need for diverse sources of data to address emerging research 

questions increases. Further longitudinal studies (e.g., Hill et al.. 2014) are of particular 

importance as understanding how teacher learning as a career-long process is a 

fundamental component of the framework.  
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Measuring the Impact of the Assessment Learning Framework 

This avenue of research might draw on the field of social network analysis 

(Baker-Doyle, 2015; Borgatti et al., 2018; Daly, 2010, 2012; Leana, 2010; Leana & Pil, 

2006; Lin, 2002; Rodway, 2015, 2019) to call for empirical evidence of a broader 

conceptualization of how professional development impacts teachers’ learning and their 

social and professional networks. A rather substantial question that arises from the body 

of work in this dissertation is: 

• How can the impact of the assessment learning framework be evaluated for (a) 

teachers participating in assessment education and professional development 

initiatives and (b) non-participating teachers who reside within the professional 

and social networks of participating teachers? 

Such a line of research would best be advanced through longitudinal studies of a 

bounded learning ecosystem (e.g., a cohort of teacher candidates, a family of schools, a 

school board) with a clearly-defined assessment education or professional development 

initiative(s). Meaningful pursuit of this avenue of research would most likely occur once 

progress had been made on how the assessment learning framework is conceptualized 

and operationalized. 

Suggested Methodologies for Research Agenda 

 As the research agenda was crafted with the intention of its uptake by a diverse 

range of scholars, possible research methodologies that might guide this research agenda 

are similarly varied. While specific methodologies are not built into the agenda, a socio-

cultural understanding of classroom assessment is required. This is because the body of 

research that informed the development of this framework examine classroom assessment 
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practice through a socio-cultural lens. Consequently, the dimensions of the framework 

fundamentally situate assessment practice within the social, cultural, political, curricular, 

and historical contexts of the classroom.  

Reflection 

When I started the dissertation, my primary aim was to examine how teachers’ 

early career experiences – during initial teacher education and the first few years of 

classroom teaching – shaped their approaches to classroom assessment. While I did end 

up exploring this, the manner in which I did so was not what I set out to do after 

completing my comprehensive exams. In short, the arrival of COVID-19 to Canada 

immediately prior to the implementation of my data collection procedures terminated the 

longitudinal study I had designed. However, this experience has underscored the 

importance of adaptability, contingency plans, and having an amazing supervisor and 

supportive committee. 

Building off my doctoral experiences and the proposed research agenda above, 

my next steps are to more deeply investigate classroom teachers’ professional learning in 

assessment. This is a logical extension to the dissertation as I aspire to support all 

teachers’ assessment learning, regardless of their career stage. In doing so, I plan on 

expanding my methodological repertoire and engage in research in under-explored 

contexts and populations. 

Concluding Remarks 

To increase the use of high-quality assessment practices to support student 

learning, it is critical to understand how early career experiences shape teachers’ 

approaches to assessment. Early career experiences are shaped by educational 
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researchers’ conceptualizations of assessment constructs, the way assessment education is 

structured and operationalized by teacher educators, and the assessment learning 

experiences the teacher candidates encounter during teacher education and classroom 

teaching. I explored these dimensions with participants from across Canada through a 

range of methodologies. My key products of this dissertation are: (a) delineating the 

evolving landscape of scholars’ conceptualizations of assessment capacity constructs; (b) 

outlining the structurally consistent but variable implementation of contemporary 

assessment education across Canada; (c) the relationship between assessment education 

experiences and teacher candidates’ approaches to assessment; and (d) how classroom 

teachers’ approaches to assessment differ by career stage.  

Collectively, these findings indicate contention across and within assessment 

scholarship, assessment education, and classroom assessment practice. Based the notion 

of contention and informed by the key findings of this research, I proposed a framework 

for re-imagining assessment education. This four-dimensional framework includes (a) 

recognizing that assessment practice is a social and emotional endeavour, (b) that 

assessment requires teachers to be trusted to exercise their professional judgement, and 

(c) that teachers’ assessment learning is a career-long process that is (d) shaped by their 

agency. In conclusion, this research provided information necessary to create the 

framework for re-imagining assessment education in a scholarly effort to acknowledge 

and re-orientate contention as a positive force on shaping teachers’ assessment practice.  

.  
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Appendix II 
Chapter 2: References for Assessment Competence Conceptualizations 

 
 

Authors & 
Date 

Type of 
Article Conception of Assessment Competence Antecedent 

Citation 

Stiggins, 
1991a Empirical 

Assessment competence is comprised of 
six specific dimensions that teachers need 
to master if they are to (a) assess the full 
range of valued achievement targets 
accurately and (b) manage classroom 
assessment environments effectively. 
These are: (a) teachers’ knowledge of the 
purposes of assessment (e.g., to inform 
decisions, as teaching tools, and for 
classroom management; (b) possess a clear 
and highly differentiated understanding of 
achievement targets and possible 
assessment practices to assess those 
targets; (c) understand the attributes of 
high-quality assessments; (d) be skilled at 
the three forms of assessment for tracking 
student achievement (e.g., paper-pencil 
assessment instruments, observations, 
conversations with students); (e) 
understand the interpersonal dynamics of 
classroom assessment (e.g., cultural 
differences of students); and (f) be able to 
deliver feedback, particularly in the form 
of report cards 

Stiggins & 
Conklin, 1992 

 
 

Plake, 
Impara, & 

Fager, 1993 
Empirical 

 “This article describes the activities 
undertaken toward meeting the first goal of 
the grant project: measuring teacher 
competency levels in the educational 
assessment dimensions specified in the 
Standards” (p. 10) 

AFT, NCME, 
& NEA, 1990 

Zhang & 
Burry-

Stock, 2003 
Empirical 

“The instrument was developed within the 
theoretical framework delineated by the 
literature on classroom assessment (e.g., 
Airasian, 1994; Carey, 1994; O’Sullivan & 
Chalnick, 1991; Schafer, 1991; Stiggins, 
1991) and the Standards for Teacher 
Competence in Educational Assessment of 
Students (AFT, NCME, & NEA, 1990)” 
(pp. 326-327).  The factor structure of the 
instrument including assessment practice 

AFT, NCME, 
& NEA, 1990; 

Airasian, 
1994; Carey, 

1994; 
O’Sullivan & 

Chalnick, 
1991; Schafer, 

1991; 
Stiggins,1991a  
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(6 factors) and self-perceived assessment 
skills (7 factors). 

Gareis, 
2007 

Literature-
Based 

Assessment competence is a professional 
competency, similar to that of instructional 
delivery and classroom management, that 
is comprised of both knowledge of 
assessment and the appropriate application 
of that knowledge: “…few teachers have 
been formally trained in basic principles of 
assessment, and fewer still seem to apply 
their limited expertise in the classroom 
relative to other competencies such as 
instructional delivery, classroom 
management, and professionalism” (p. 20).  

 

Smith, 
2007 

Literature-
Based 

Assessment competence is a context-
dependent behavior reflective of standards 
that are a general description of knowledge 
and skills. A model for empowering 
preservice teachers and teacher educators 
consists of seven steps: (1) basic 
knowledge of assessment; (2) defining 
what to assess; 93) deciding on tools; (4) 
developing criteria/rubrics; (5) delegation 
of responsibility; (6) moderation process; 
and (7) joint action research. 

 

Marais, 
Niemann, 
& Kotzé, 

2008 

Empirical 

Assessment competence is synonymous 
with assessment practice: “a correlation 
analysis was used to reveal a possible 
relationship between the principal's staff 
development actions and teachers' 
perceived improvement of their assessment 
competences” [p. 161] which is 
summarized in a Table 5 as “The 
relationship between the principal's 
empowerment actions and perceived 
improvement of assessment practices 
(Pearson's correlation)” p. 162) 

 

Yang, 2008 Empirical 

Perceived assessment competence is 
synonymous with self-efficacy: 
“…teachers’ self-efficacy in assessment 
(perceived assessment competency), is 
teachers’ confidence in their capability in 
using assessment...” (p. 92) 

 

Göçer, 
2011 Empirical 

Assessment competence is sound 
assessment practice: “Teachers must 
evaluate student success by means of both 
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process assessment and result assessment 
in accordance with the classified 
objectives. When preparing written 
examination questions which are the most 
important tool of the result assessment, the 
classification of the objectives must be 
taken into account, the questions must 
cover the given subjects, and the 
examinations must have the content 
validity feature.” (p. 162) 

Smith, 
2011 Empirical 

 “Competent teachers in assessment are 
able to use data from assessment of 
students’ learning in planning instruction, 
and they are skilled in grasping what Black 
and Wiliam (2009) call 
‘‘moments of contingency’’ for AfL 
purposes” (p. 55). AfL competence “needs 
to be developed during practice, as it is, to 
a large extent, context bound (p. 59)  

Black & 
Wiliam, 2009; 

Engelsen & 
Smith, 2010 

Ekström, 
2013 Empirical 

Assessment competence is comprised of 
assessment practices teachers use to assess 
student work: “A central component of 
teachers' professional competence is the 
practice of evaluating and assessing their 
students' work and achievement” (p. 277) 

 

Hasse, 
Joachim, 
Bögeholz, 

& 
Hammann, 

2014 

Empirical 

The competence of assessing student 
achievement is considered as the cognitive 
disposition to “continuously assess the 
level of knowledge, learning progress and 
performance difficulties of individual 
learners as well as the difficulties of 
different learning tasks” (Weinert 2000, 
p.14). 

Weinert, 2000 

Jones, 2014 Empirical 

An aspect of Assessment competence is 
the implementation of formative 
assessment practices to support student 
learning: “With evidence that formative 
assessment supports pupils’ learning, it 
follows that that there is a need to develop 
student teachers’ assessment competence” 
(p. 275) 

 

Rønsen & 
Smith, 
2014 

Empirical 

Assessment competence is needed to 
implement effective assessment practices: 
“teachers need to enhance their own 
competence within the area of assessment 
(Smith 2011)” (p. 450) 

Smith, 2011 
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Lalor, 
Lorenzi, & 

Justin, 
2015 

Empirical 

Assessment competence is more than the 
possession of technical skills but also the 
use of principled judgement in specific 
contexts (i.e., practical wisdom): “Figure 3 
outlines the theoretical model that the 
revised Assessment Framework is based 
upon. It demonstrates how knowledge, 
experience and reflection can help enable 
the development of competence as 
practical wisdom” (p. 50). 

 

Matre & 
Solheim, 

2015 
Empirical 

Assessment competence is both the 
possession of a skill and the use of that 
skill to support student learning: “Since we 
understand assessment competence as both 
the analytical reading of the text and the 
use of this reading as a basis for formative 
feedback to the students…” (p. 7) 

Solheim & 
Matre, 2014 

Schneider 
& 

Bodensohn, 
2017 

Empirical 

“Assessment competence is a complex 
field, comprising capacity in both 
summative and formative assessment” (p. 
127); “While the KMK’s competences C7 
and C8 (see Table 1) explicitly encompass 
assessment competence, some elements of 
C10 (pertaining to the ‘Innovation’ 
domain) may, in a wider sense, be 
additionally filed under assessment 
competence” (p. 130) 

KMK, 
2004/2014 

Herppich et 
al., 2018 

Literature-
Based 

“We define teachers' assessment 
competence as a measurable cognitive 
disposition that is acquired by dealing with 
assessment demands in relevant 
educational situations and that enables 
teachers to master these demands 
quantifiably in a range of similar situations 
in a relatively stable and relatively 
consistent way” (p. 185) 

AFT, NCME, 
& NEA, 1990; 

Black & 
Wiliam, 2009; 

Brookhart, 
2011; DeLuca, 

Chavez, & 
Cao, 2013; 
DeLuca, 

LaPointe-
McEwan, & 

Luhanga, 
2016a, 2016b; 
Glogger-Frey, 
Deutsher, & 
Renkl, 2018; 
Klug, Bruder, 
Kelava, Spiel, 

Schmitz, 
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2013; 
Schneider & 
Bodensohn, 

2017; 
Popham, 

2011; Willis, 
Adie, & 

Klenowski, 
2013; Wyatt-

Smith & 
Klenowski, 
2013; Xu & 

Brown, 2016* 

Jang & 
Sinclair, 

2018 

Literature-
Based 

Assessment competence is making 
professional judgements regarding student 
learning and achievement based upon 
concrete evidence of learning: teachers 
“need opportunities to develop assessment 
competence, with which they can gather 
concrete evidence of learning and form 
professional judgments about students’ 
learning progress and achievements” (p. 
671). 

 

Klug, 
Schultes, & 
Spiel, 2018 

Empirical 

“One possibility is to look at assessment 
competence as a process, describing the 
actions teachers should take in each phase 
to create the best possible assessment” (p. 
299) 

Klug, Bruder, 
Kelava, Spiel, 

& Schmitz, 
2013 

Andersson, 
Löfgren, & 
Gustafson, 

2019 

Literature-
Based 

Assessment competence is comprised of 
both knowledges, abilities, and skills that 
can be used to support student learning: 
“We have identified three common, central 
aspects of formative assessment and 
response to intervention: forward-looking 
assessments, goals and criteria, and 
assessment competence” (p. 112); 
“…teachers need competence related to 
test administration and interpretation of 
test results. They also need knowledge 
about different developmental pathways 
and instruction related to different patterns 
of results. The perhaps most important 
competences for teachers in a FA practice 
are the abilities to be aware of individual 
students’ learning processes and knowing 
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how to facilitate for students to provide 
and take feedback” (p. 112). 

Capperucci, 
2019 Empirical 

Outlined by National Curriculum 
Guidelines (Ministry of Education, 
Universities, and Research, 2012) 
teachers’ competences in assessment are:” 
5.1. Know and manage different 
approaches and techniques of learning and 
assessment; 5.2. Use different assessment 
tools based on multiple evaluation 
functions (diagnostic, formative, 
summative); 5.3. Build valid and reliable 
learning measurement and assessment 
tools in relation to the objectives and 
competences to be developed; 5.4. Use 
different observation and assessment tools 
(standardized, authentic, etc.); 5.5. Read 
and use information on the pupils’ learning 
using national and international 
standardized tests (PIRLS, TIMSS, PISA, 
etc.); 5.6. Use information from different 
types of assessment tests to design 
recovery and enhancement activities; 5.7. 
Check the consistency between objectives, 
assessment tools, and instructional 
activities” (p. 152). 

Ministry of 
Education, 

Universities, 
and Research, 

2012 

DeLuca, 
Schneider, 
Coombs, 
Pozas, & 
Rasooli, 

2019 

Empirical 

Assessment competence is “a negotiated 
(i.e. dynamic process between teachers 
and students) competence shaped by 
contextual factors (Willis, Adie, & 
Klenowski, 
2013)” (p. 1). 

Willis, Adie, 
& Klenowski, 

2013 

Mak, 2019 Empirical 

AC is comprised of knowledge and skills 
that are used to support student agency and 
learning effectiveness: “Devoid of 
assessment competencies in assessment, 
teachers do not possess the knowledge and 
skills in support of enhancing pupil agency 
and learning effectiveness” (p. 481). 

 

* Note: In presenting a model of teachers’ assessment competence, the authors draw on a 
vast collection of research. Only articles that were cited by other publications included in 
this review are included within this table. 
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Appendix III 
Chapter 2: References for Assessment Literacy Conceptualizations 

 
 

Authors & 
Date 

Type of 
Article 

Conception of Assessment 
Literacy 

Antecedent 
Citation(s) 

Schafer, 1993 Empirical 

“The purpose of this article is to 
consider the need for assessment 
literacy for teachers and the level of 
success now achieved in meeting 
that need. An attempt to measure 
teachers' understandings about 
assessment is described by Impara, 
Plake, and Fager, elsewhere in this 
issue” (p. 119) 

Plake, Impara, 
& Fager, 1993 

Lomax, 1996 Empirical 

Assessment literacy is knowledge of 
assessment: “Thus this study is 
important terms of the acquisition of 
assessment literacy…The objectives 
of this study are to examine (a) the 
extent of the knowledge preservice 
teachers have before and following 
the mandated assessment course, (b) 
the extent to which this knowledge 
is used in assessments during the 
student teaching experience, and, (c) 
through self-reflection, the 
adequacy of student teachers' 
knowledge during student teaching” 
(p. 293). 

 

Stiggins, 1999a Literature-
Based 

“Other professional associations of 
educators already have rallied 
around the need for assessment 
literacy in the classroom and school 
building. Virtually every set of 
standards of teacher competence 
developed recently… holds the 
expectation that teachers will be 
competent in assessment. These 
emerging standards of professional 
competence align with what we 
have long known to be the realities 
of assessment life in classrooms… 
Such standards also place 
significant new pressures on 
colleges, schools, and departments 
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of education to prepare their 
graduates” (23). 

Quitter, 1999 Literature-
Based 

“Teachers organizations as well as 
the educational measurement 
community have come together to 
promote assessment literacy through 
seven assessment standards 
(American Federation of Teachers, 
National Council on Measurement 
in Education, & National Education 
Association [AFT, NCME, & 
NEA], 1990)” (p. 236). 

AFT, NCME, & 
NEA, 1990 

Quitter & 
Gallini, 2000 Empirical 

“Assessment literacy can be defined 
as the ability to design, select, 
interpret, and use assessment results 
appropriately for educational 
decisions” (p. 116); “Items to 
measure assessment literacy were 
adapted to cover the seven standards 
suggested by the American 
Federation of Teachers, National 
Council on Measurement in 
Education, and the National 
Education Association (AFT, 
NCME, & NEA, 1990)” (p. 120). 

AFT, NCME, & 
NEA, 1990 

Gulek, 2003 Literature-
Based 

“Also discussed is the need for 
teachers to take charge of the 
assessment process 
by becoming assessment literate. 
This does not mean improving one’s 
ability to “teach to the test.” Rather, 
it means becoming informed as to 
what constitutes appropriate and 
inappropriate uses of test results. In 
addition, it means staying apprised 
of the latest research on how 
students learn, and how best to 
assess what they know—two topics 
discussed by Chudowsky and 
Pellegrino (this issue)” (p. 42), 

Chudowsky & 
Pellegrino, 2003 

Bandalos, 2004 Empirical 

“Black and Wiliam (1998) have 
advanced the argument for teacher 
assessment literacy even further by 
suggesting that, because teachers 
are in the best position to 
understand student performance, 

Black & 
Wiliam, 1998 
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they should take a greater role in 
developing large scale summative 
assessments designed to evaluate 
this performance” (p. 33) 

Lukin, 
Bandaolos, 
Eckhout, & 

Mickelson, 2004 

Empirical 

Assessment literacy is knowledge of 
sounds classroom assessment 
practices: “The program’s goals are 
to increase the assessment literacy 
of classroom 
teachers/administrators, to improve 
classroom assessment practices, and 
to prepare teachers/administrators 
for leadership roles in assessment at 
either building or district levels… 
The first six-hour course covers 
basic assessment concepts as they 
are applied in both classroom and 
large-scale settings… The second 
six-hour course focuses on 
analyzing and interpreting 
assessment data and data-based 
decision-making.” (p. 27) 

 

Mertler, 2004 Empirical 

Assessment literacy is knowledge of 
classroom assessment standards: 
“[Teachers] were surveyed using the 
Classroom Assessment Literacy 
Inventory (CALl), which was 
designed to parallel the Standards 
for Teacher Competence in the 
Educational Assessment of 
Students” (p. 49). 

AFT, NCME, & 
NEA, 1990 

Huai, Braden, 
White, & Elliot, 

2006 
Empirical 

Assessment literacy is knowledge of 
assessment practice: “we explored 
whether educators could effectively 
learn such a complex topic (i.e., 
fundamental assessment literacy and 
inclusive assessment practices)…” 
(p. 247); “Participants… completed 
three core activities drawn from the 
AOA Activity Book (Activities 1.4, 
2.2, and 3.1). All the activities 
required written responses. Activity 
1.4 addressed several key terms 
such as ‘‘content standard,’’ 
‘‘performance standard,’’ 

Elliott, Braden, 
& White, 2001 
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‘‘testing,’’ ‘‘assessment,’’ and 
‘‘accountability.’’” (p. 249) 

Lingard, Mills, 
& Hayes. 2006 Empirical 

" A significant feature of such 
professional development needs to 
be the enhancement of what we 
would call ‘teacher assessment 
literacy’. This needs to focus on 
issues of alignment and assessment 
as and for learning and aligning 
productive pedagogies and 
assessment” (p. 99) 

 

Noonan & 
Renihan, 2006 

Literature-
Based 

“Assessment literacy refers to the 
levels of knowledge, appreciations 
and skills held by key individuals 
and groups concerning assessment 
processes, alternatives and uses. 
Fullan (2001) defined assessment 
literacy along the lines of three 
aspects of ‘capacity’:  
• The capacity of teachers and 
principals to examine student 
performance data and make critical 
sense of them (to know good work 
when they see it, to understand 
achievement scores, to disaggregate 
data to identify subgroups that may 
be disadvantaged or under-
performing).  
• The capacity to develop action 
plans based on the understanding 
gained from the aforementioned 
data analysis in order to increase 
achievement.  
• The corresponding capacity to 
contribute to the political debate 
about the uses and misuses of 
achievement data in an era of high-
stakes accountability” (p. 3) 

Fullan, 2001a 

Tierney, 2006 Literature-
Based 

Assessment literacy is knowledge of 
classroom assessment: “Changing 
assessment practices is not simply a 
matter of increasing teachers’ 
assessment 
literacy through professional 
development workshops, but a more 
comprehensive 
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process that requires a conceptual 
shift for all stakeholders” (p. 259) 

Vogel, Rau, 
Baker, & 

Ashby, 2006 
Empirical 

“The NRC (2001) described three 
pillars of assessment: “A model of 
how students represent knowledge 
and develop competence in the 
subject domains, tasks or situations 
that allow one to observe students’ 
performance, and an interpretation 
method for drawing inferences from 
the performance evidence obtained” 
(p. 2) That is formative and student 
centered. An educator who 
understands these three precepts and 
can apply them to create and 
interpret student-centered classroom 
assessments could be called 
assessment literate. Assessment 
literacy extends to the sharing of the 
data gathered and interpretations of 
those data among other educators 
(Fullan, 2001)” (p. 41). 

Fullan, 2001b; 
National 
Research 

Council, 2001 

Volante & 
Fazio, 2007 Empirical 

“Assessment literacy has been 
defined as an understanding of the 
principles of sound assessment 
(Popham, 2004; Stiggins, 2002)” (p. 
750) 

Popham, 2004; 
Stiggins, 2002a 

Inbar-Lourie, 
2008 Empirical 

“‘Assessment literacy’ (Boyles, 
2005; Malone, 2008; Stoynoff & 
Chapelle, 2005) is ‘the ability to 
understand, analyze, and apply 
information on student performance 
to improve instruction’ (Falsgarf, 
2005). Becoming assessment literate 
requires the attainment of ‘a 
toolbox’ of competencies, some 
practical and some theoretical, on 
why, when and how to go about 
constructing a variety of assessment 
procedures (Boyles, 2005; Hoyt, 
2005). Being literate in assessment 
thus means having the capacity to 
ask and answer critical questions 
about the purpose for assessment, 
about the fitness of the tool being 
used, about testing conditions, and 

Boyles, 2005; 
Falsgarf, 2005; 

Hoyt, 2005; 
Malone, 2008; 

Stoynoff & 
Chapelle, 2005  
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about what is going to happen on 
the basis of the results. The manner 
and process of acquiring assessment 
literacy, similar to professional 
development initiatives in socio-
cultural pedagogy (see Teemant, 
Smith, Pinnegar & Egan, 2005), 
assume a constructivist learning 
approach, whereby the participants 
and assessment experts form a 
knowledge community by 
discussing, critiquing and 
questioning fundamental issues 
relevant to their context” (p. 389). 

O’Leary, 2008 Literature-
Based 

Assessment literacy is synonymous 
to competence in assessment: “The 
assessment literacy of teachers has 
been an ongoing issue in that 
country for many years (see, for 
example, Popham, 2004) with many 
states not requiring competence in 
assessment as part of teacher 
certification standards (Stiggins, 
1999)” (p. 110). 

Popham, 2004; 
Stiggins, 1999a 

Scott & 
Webber, 2008 

Literature-
Based 

“Instructional design and 
assessment literacy are comprised of 
the dimensions: principles of 
curriculum, learning experiences, 
and assessment; information 
analyses; statistical and interpretive 
literacies” (p. 770) 

 

Wang, Wang. & 
Huang, 2008 Empirical 

“This research will adopt the 
definition given by Mertler (2004), 
and divide teacher assessment 
literacy into two aspects: teacher 
assessment knowledge and their 
perspectives on it” (p. 450). 

Mertler. 2004 

Zwick, Sklar, 
Wakefield, 
Hamilton, 

Norman, & 
Folsom, 2008 

Empirical 

“…it is widely recognized that 
many school personnel have not had 
the opportunity to acquire the 
“assessment literacy” that is 
required for these roles. Little has 
changed, in fact since the 
publication in 1990 of the Standards 
for Teacher Competence in 

AFT, NCME, & 
NEA, 1990 
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Educational Assessment of 
Students” (p. 14-15). 

Mertler, 2009 Empirical 

“‘Assessment literates’, as described 
by Stiggins (1995), ‘know the 
difference between sound and 
unsound assessment. They are not 
intimidated by the sometimes 
mysterious and always daunting 
technical world of assessment’ (p. 
240). He notes that assessment-
literate educators (regardless of 
whether they are teachers, 
administrators, or superintendents) 
enter the realm of assessment 
knowing what they are assessing, 
why they are doing it, how best to 
assess the skill/knowledge of 
interest, how to generate good 
examples of student performance, 
what can potentially go wrong with 
the assessment, and how to prevent 
that from happening. They are also 
aware of the potential negative 
consequences of poor, inaccurate 
assessment (Stiggins, 1995)” (p. 
102). 

Stiggins, 1995 

Popham, 2009 Literature-
Based 

“…for purposes of the following 
analysis the two kinds of 
assessments I consider as a 
framework for the promotion of 
assessment literacy are classroom 
assessments and accountability 
assessments. Classroom 
assessments refer to those formal 
and informal procedures that 
teachers employ in an effort to make 
accurate inferences about what their 
students know and can do… 
Accountability assessments are 
those measurement devices, almost 
always standardized, used by 
governmental entities such as states, 
provinces, or school districts to 
ascertain the effectiveness of 
educational endeavors” (p. 6). 
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Taylor, 2009 Literature-
Based 

“The term assessment literacy has 
been coined by several writers in 
recent years to describe what the 
constituency of language teachers 
and instructors needs to know about 
assessment matters (Inbar-Lourie, 
2008; Malone, 2008; Stiggins, 1997; 
Stoynoff & Chapelle, 2005)” (p. 
24). 

Inbar-Lourie, 
2008; Malone, 
2008; Stiggins, 
1997; Stoynoff 

& Chapelle, 
2005 

DeLuca & 
Klinger, 2010 Empirical 

“Assessment literacy involves the 
understanding and appropriate use 
of assessment practices along with 
the knowledge of the theoretical and 
philosophical underpinnings in the 
measurement of students’ learning 
(Stiggins 2002; Volante and Fazio 
2007)” (p. 419-420). 

Stiggins, 2002a; 
Volante & 

Fazio, 2007 

Diez, 2010 Literature-
Based 

“Stiggins, Arter, Chappuis, and 
Chappuis (2006) suggest that an 
assessment-literate teacher would 
match the type of target to be 
assessed (e.g., knowledge mastery, 
reasoning proficiency, performance 
skills, and ability to create products) 
with varieties of assessment 
methods—selected response, 
extended written response, 
performance assessment, and 
personal communication. Another 
aspect of assessment literacy is the 
quality of judgments made about 
student work, particularly work that 
goes beyond selected response” (p. 
448). 

Stiggins, Arter, 
Chappuis, & 

Chappuis, 2006 

Leighton, 
Gokiert, Cor, & 
Heffernan, 2010 

Empirical 

“According to Stiggins (1991), 
teacher assessment literacy is 
characterised by understanding what 
it takes to produce high-quality 
achievement data for both 
classroom and large-scale tests, 
scrutinising achievement data and 
not accepting it at face value, and 
being sufficiently confident to ask 
questions about technical 
information and complicated 
summaries of test scores. 

Stiggins, 1991b 
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Assessment literates must also ask 
thoughtful questions about what 
assessments tell students about the 
achievement outcomes we value and 
what is likely to be the effect of 
assessments on students?”  (p. 9) 

Walters, 2010 Empirical 

“Although there is no standard 
definition of the concept of 
assessment literacy, Stiggins’s 
(1991) statement that assessment-
literates have the ability to “seek 
and use assessments that 
communicate clear, specific, and 
rich definitions of the achievement 
that is valued” (p. 535) may be 
considered a good starting point 
(though to the phrase “seek and use” 
one might add “create”)” (p. 318) 

Stiggins, 1991b 

Alkharusi, 2011 Empirical 

Assessemt of students’ learning is 
one of the main responsibilities in 
the teaching profession. It requires 
sound knowledge and skills in 
educational assessment, which is 
regarded as assessment literacy 
(Mertler & Campbell, 2005; 
Popham, 2006; Volante & Fazio, 
2007)” (p. 1) 

Mertler & 
Campbell, 2005; 
Popham, 2006; 

Volante & 
Fazio, 2007 

Alkharusi, 
Kazem, & Al-
Musawai, 2011 

Empirical 

“Teachers’ knowledge and skills in 
educational measurement have been 
equated to assessment literacy 
(Mertler & Campbell, 2005; 
Popham, 2006; Volante & Fazio, 
2007)” (p. 114) 

Mertler & 
Campbell, 2005; 
Popham, 2006; 

Volante & 
Fazio, 2007 

Fan, Wang, & 
Wang, 2011 Empirical 

Assessment literacy is knowledge of 
classroom assessment practice: 
“Assessment literacy is an important 
professional knowledge a teacher 
should possess” (p. 1728); “…the 
American Federation of Teachers 
(AFT), NCME, and National 
Education Association (NEA) 
collaborated to develop the 
‘Standards for Teacher Competence 
in Education Assessment of 
Students’ or STCEAS to guide pre-
service teachers’ and educators’ 

AFT, NCME, & 
NEA, 1990 
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learning and course assessment. 
This standard remains an important 
authority in the field of teacher 
assessment literacy” (p. 1728) 

Kiomrs, 
Abdolmehdi, & 

Naser, 2011 
Empirical 

“Assessment literacy (henceforth 
AL) is the ability to understand, 
analyze and apply information on 
student performance to improve 
instruction (Falsgraf 2005, p.6)” (p. 
155). 

Falsgraf, 2005 

Klenowski, 
2011 

Literature-
Based 

“Assessment literacy is a 
fundamental issue for teachers and 
is defined, not from a traditional 
view of skills, knowledges and 
cognitions that reside within an 
individual, but rather a view of 
literacy as a visible social practice 
with language, text and discourse 
(Gee, 2003). To raise the 
assessment literacy of teachers there 
is a need to understand, and 
practice, the fundamental principles 
of assessment design. These 
include: ‘fitness for purpose’ and 
the mode of assessment should 
impact positively on teaching and 
learning (Gipps, 1994). The use of 
achievement standards for 
assessment and reporting will 
further require the development of 
teachers’ assessment literacy and 
assessment practices” (p. 80-81). 

Gee, 2003; 
Gipps, 1994 

Koh, 2011 Empirical 

“The term assessment literacy was 
first coined by Stiggins (1991b) as 
an understanding of the principles 
of sound assessment. According to 
Stiggins (1991b), teachers who are 
assessment literates for the twenty-
first century classroom should know 
how to meet the following five 
standards of high-quality classroom 
assessment: (1) starting with clear 
purposes of assessment; (2) 
understanding the importance of 
assessing different kinds of 
interrelated achievement targets 

Stiggins, 1991b 
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(i.e., mastering of content 
knowledge, developing reasoning 
proficiencies, attaining performance 
skills, and developing high-quality 
products); (3) selecting proper 
assessment methods for the different 
kinds of achievement targets; (4) 
sampling and collecting student 
achievement based on 
representative performance tasks; 
and (5) avoiding assessment bias 
and distortion that arise from 
technical and practical problems” 
(p. 257). 

Popham, 2011 Literature-
Based 

“Assessment literacy consists of an 
individual’s understandings of the 
fundamental assessment concepts 
and procedures deemed likely to 
influence educational decisions” (p. 
267). 

 

Siegel & 
Wissehr, 2011 Empirical 

“Using a framework of assessment 
literacy that included principles, 
tools, and purposes…” (p. 371); 
“One aspect of becoming an 
effective teacher is developing 
assessment literacy, or the ability to 
develop assessments that transform 
the learning goals into assessment 
activities that accurately reflect 
student understanding and 
achievement (Mertler and Campbell 
2005; Stiggins 2002)” (p. 373). 

Mertler & 
Campbell, 2005; 
Stiggins, 2002a 

Eyal, 2012 Literature-
Based 

“Stiggins (2002) defined an 
“assessment literate teacher,” as one 
who knows what assessment 
methods to use to collect 
information on the students’ 
achievements, conducts a dialogue 
about effective assessment results, 
using the ranking scores, reports, 
and portfolio, and understands how 
to use assessment to increase the 
motivation of learners and include 
them in the learning process…. 
teachers must have assessment 
literacy, but for an entirely different 

Stiggins, 2002b 
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kind of assessment—one that 
incorporates the skills mentioned in 
the definition given by Stiggins 
(2002) and tailors them to the digital 
environment” (p. 37). 

Fulcher, 2012 Empirical 

“A working definition of assessment 
literacy based on these findings may 
be expressed as: The knowledge, 
skills and abilities required to 
design, develop, maintain or 
evaluate, large-scale standardized 
and/or classroom-based tests, 
familiarity with test processes, and 
awareness of principles and 
concepts that guide and underpin 
practice, including ethics and codes 
of practice. The ability to place 
knowledge, skills, processes, 
principles and concepts within 
wider historical, social, political and 
philosophical frameworks in order 
understand why practices have 
arisen as they have, and to evaluate 
the role and impact of testing on 
society, institutions, and 
individuals” (p. 125) 

Davies, 2008 

Gottheiner & 
Siegel, 2012 Empirical 

“Assessment literacy has been 
defined as the ability to develop 
assessments that transform learning 
goals into assessment activities that 
accurately reflect student 
understanding and achievement 
(Mertler and Campbell 2005; 
Stiggins 2002). We broaden this 
notion by proposing that teachers 
approach assessment based on their 
view of learning and that teachers 
require the ability to interpret 
assessment results and adapt 
instruction (Abell and Siegel 2011; 
Siegel and Wissehr 2011)” (p. 533). 

Abell & Siegel, 
2011; Siegel & 
Wissehr, 2011; 

Mertler & 
Campbell, 2005; 
Stiggins, 2002a 

DeLuca & 
Bellara, 2013 Empirical 

“Assessment literate teachers 
understand how to construct, 
administer, and score reliable 
assessments and communicate valid 
interpretations about student 

Popham, 2004, 
2011; Stiggins, 
2002a, 2005; 

Stiggins, Arter, 
Chappuis, & 
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learning (Popham, 2004, 2011a; 
Stiggins, 2002, 2005; Stiggins, 
Arter, Chappuis, & Chappuis, 2012; 
Volante & Fazio, 2007). 
Furthermore, assessment literacy 
involves integrating assessment 
practices, theories, and philosophies 
to support teaching and learning 
within a standards-based framework 
of education” (p. 356). 

Chappuis, 2012; 
Volante & 

Fazio, 2007 

DeLuca, 
Chavez, & Cao, 

2013 
Empirical 

“…teacher assessment literacy 
increase…as teachers learn more 
about the theoretical, technical, 
philosophical and practical 
complexities of assessment.” 

 

DeLuca, 
Chavez, Bellara, 

& Cao, 2013 
Empirical 

“We assert that engaging 
assessment as a complex, 
multifaceted educational 
competency is at the core of 
developing assessment literate 
teachers–teachers who can 
meaningfully integrate assessment 
with other aspects of their teaching 
and learning while considering the 
technical, ethical, and pragmatic 
elements of assessing student 
learning” (p. 140). 

 

Edwards, 2013a Literature-
Based 

“The term assessment literacy is 
used to describe what teachers need 
to know about assessment matters 
(Abell & Siegel, 2011; Lomax, 
1996; Lukin, Bandalos, Eckhout, & 
Mickelson, 2004; Mertler & 
Campbell, 2005; Popham, 2008; 
Siegel & Wissehr, 2011; Stiggins, 
1995). Assessment literacy has been 
defined as an understanding of the 
principles of sound assessment 
(Stiggins, 1995, 2002). Stiggins 
(1995) observed that “Assessment 
literates know the difference 
between sound and unsound 
assessment. They are not 
intimidated by the sometimes 
mysterious and always daunting 

Abell & Siegel, 
2011; Lomax, 
1996; Lukin, 

Bandalos, 
Eckhout, & 
Mickelson, 

2004; Mertler & 
Campbell, 2005; 
Popham, 2009a; 

Siegel & 
Wissehr, 2011; 
Stiggins, 1995 
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technical world of assessment" (p. 
240)” (p. 2). 

Howley, 
Howley, 

Henning, Gilla, 
& Weade, 2013 

Empirical 

Assessment literacy is knowledge of 
assessment: ““Assessment literacy” 
refers to the necessary knowledge 
about assessment that an educator 
possesses and uses in his or her 
practice (Mertler, 2004).” (p.27); 
“Nevertheless, “literacy” concerns 
both what and how much educators 
should know about assessment in 
consideration of the parts of the 
knowledge domain that are critical 
to their work” (p. 28); “This finding 
partially answered our research 
question regarding teachers’ views 
of important knowledge within the 
domain, assessment literacy. 
Teachers’ knowledge, however, 
went beyond what they believed to 
be most important and included 
knowledge about the construction of 
quizzes and tests, the development 
and use of rubrics, the applicability 
and limitations of standardized tests, 
the use of various grading strategies, 
and the need to use multiple types 
of assessment to accommodate 
students with different capabilities 
and learning styles” (p. 45). 

Kim & Young, 
2010; Mertler, 

2004 

Malone, 2013 Empirical 

“Language assessment literacy 
refers to stakeholders’ (often with a 
focus on instructors’) familiarity 
with measurement practices and the 
application of this knowledge to 
classroom practices in general and 
specifically to issues of assessing 
language (Inbar-Lourie, 2008; 
Stiggins, [1997]; Taylor, 2009)” (p. 
330) 

Inbar-Lourie, 
2008; Stiggins, 
1997; Taylor, 

2009 

Scarino, 2013 Empirical 

“In the field of second language 
education, which arguably relies in 
a distinctive way on the assessment 
of student achievements, teacher 
knowledge, understanding and 
practices of assessment – that is, 
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language assessment literacy on the 
part of teachers – are crucial” (p. 
310). 

Willis, Adie, & 
Klenowski, 

2013 

Literature-
Based 

“In this paper, we apply a 
sociocultural lens to an explanation 
of assessment literacy to highlight it 
as a social practice, within which 
negotiation and cultural knowledge 
are seen as significant. The 
following definition is offered: 
Assessment literacy is a dynamic 
context dependent social practice 
that involves teachers articulating 
and negotiating classroom and 
cultural knowledges with one 
another and with learners, in the 
initiation, development and practice 
of assessment to achieve the 
learning goals of students” (p. 242) 

 

Davison & 
Michell, 2014 Empirical 

“[English as an additional language] 
teachers’ assessment literacy, or 
knowledge of assessment purposes, 
design, implementation and quality, 
was found to be a key factor 
influencing their assessment 
understandings and practices” (p. 
65). 

 

Gotch & 
French, 2014 Empirical 

“Broadly, assessment literacy can 
be defined as “an individual’s 
understandings of the fundamental 
assessment concepts and procedures 
deemed likely to influence 
educational decisions” (Popham, 
2011, p. 267)” (p. 14). 

Popham, 2011 

Gu, 2014 Empirical 

“Over the years, the precise 
dimensions of assessment literacy 
have been gradually spelt out 
(American Federation of Teachers 
[AFT], National Council on 
Measurement in Education 
[NCME], & National Education 
Association [NEA], 1990; 
Brookhart, 2011; Stiggins, 2010) … 
The 1990 standards have gone 
through a few major updates, the 
most prominent being Stiggins 

AFT, NCME, & 
NEA, 1990; 
Brookhart, 

2011; Stiggins, 
2010 
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(2010) and Brookhart (2011). In 
general, most theorists and 
researchers would agree that 
assessment literacy should include 
the why, what and how of 
assessment, the feedback and 
learning opportunities, and the 
awareness and practice of ethical 
assessment” (p. 287). 

Hailaya, 
Algaumalai, & 

Ben, 2013 
Empirical 

Assessment literacy is defined as 
teachers’ ‘knowledge of and 
abilities to apply assessment 
concepts and techniques to inform 
decision making and guide practice’ 
(Mertler & Campbell, 2005, p. 16)” 
(p. 298). 

Mertler & 
Campbell, 2005 

Harsch, 2014 Literature-
Based 

There are also accounts of what 
aspects and components assessment 
literacy, and more specifically 
language assessment literacy, 
should encompass (e.g., Brindley, 
2001; Brookhart, 2011; Inbar-
Lourie, 2008; Leung, 2004; Malone, 
2008; Taylor, 2009)” (p. 162). 

Brindley, 2001; 
Brookhart, 

2011; Inbar-
Lourie, 2008; 
Leung, 2004; 
Malone, 2008; 
Taylor, 2009 

Kalnin, 2014 Empirical 

“In a related article, Popham 
(2011b) defined assessment literacy 
usefully. “Assessment literacy 
consists of an individual’s 
understandings of the fundamental 
assessment concepts and procedures 
deemed likely to influence 
educational decisions” (p. 267)” (p. 
25). 

Popham, 2011 

Lian, Yew, & 
Meng, 2014 

Literature-
Based 

“Assessment literacy is regarded as 
the sound knowledge and skills in 
educational assessment required by 
teachers in assessing students’ 
learning outcome. Stiggins (1999) 
stated that assessment literates are 
able to identify the differences 
between sound and unsound 
assessment” (. 74) 

Stiggins, 1999b 

Ogan-Bekiroglu 
& Suzuk, 2014 Empirical 

“Assessment literacy entails 
knowing what it is being assessed, 
why it is assessed, how best to 
assess it, how to make a 

Stiggins, 1995; 
Mertler, 2004 
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representative sample of the 
assessment, what problems can 
occur within the assessment 
process, and how to prevent them 
from occurring (Stiggins, 1995). 
According to Mertler (2004), 
assessment literate teachers: 
-recognise sound assessment, 
evaluation, and communication 
practices, 
-understand which assessment 
methods to use to gather dependable 
information and student 
achievement, 
-communicate assessment results 
effectively, whether using report 
card grades, test scores, portfolios, 
or conferences, 
can use assessment to maximise 
student motivation and learning by 
involving student as full partners in 
assessment, record keeping, and 
communication” (p. 344-345). 

Poskitt, 2014 Empirical 

“Assessment literacy is a complex 
and multi-faceted concept (Willis, 
Adie, & Klenowski, 2013). Situated 
within a socio-cultural learning 
theory framework, assessment 
literacy is theorised as knowledge 
continually negotiated across 
broader and localised cultural and 
social understandings… (Willis et 
al., 2013)” (p. 542-543). 

Willis, Adie, & 
Klenowski, 

2013 

Veldhuis & van 
den Heuvel-

Panhuizen, 2014 
Empirical 

“We start by describing research 
into the assessment skills of 
teachers (also called assessment 
literacy [Stiggins, 1995}” (p. 2). 

Stiggins, 1995 

Vogt & Tsagari, 
2014 Empirical 

“Fulcher (2012) defines teachers’ 
[language testing and assessment] 
literacy as: The knowledge, skills 
and abilities required to design, 
develop, maintain or evaluate, large-
scale standardised and/or 
classroom-based tests, familiarity 
with test processes, and awareness 
of principles and concepts that 

Fulcher, 2012 
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guide and underpin practice, 
including ethics and codes of 
practice. The ability to place 
knowledge, skills, processes, 
principles and concepts within 
wider historical, social, political and 
philosophical frameworks in order 
understand why practices have 
arisen as they have, and to evaluate 
the role and impact of testing on 
society, institutions, and individuals. 
(p. 125)” (p. 375). 

Welsh, 
Eastwood, & 
D’Agostino, 

2014 

Empirical 

“In addition, teachers’ lack of 
assessment literacy, or knowledge 
of basic assessment principles, may 
result in use of inappropriate but 
well-intentioned methods. For 
example, students should not be 
prepared to successfully complete 
test items if they are unfamiliar with 
test content. Stiggins’ (1995) 
definition of assessment literacy 
requires that teachers effectively 
control for all sources of bias and 
distortion in assessment. Popham 
(2009) also includes test preparation 
in his list of 13 topics assessment 
literate teachers must know and 
points out that unsound practice 
may arise, “simply because teachers 
had not devoted attention to the 
question of how students should and 
should not be readied for important 
tests” (p. 10).” (p. 102). 

Popham, 2009a; 
Stiggins, 1995 

Clark, 2015 Empirical 

“Assessment, and thus assessment 
literacy, represents a formalized 
discourse that requires educators to 
understand broadly “those concepts 
and procedures thought likely to 
influence educational decisions 
[and] things apt to make a real-
world difference in the day-to-day 
decisions” (Popham, 2011) they 
make. From a socio-cultural 
perspective, assessment literacy is: 
A dynamic context dependent social 

Popham, 2011; 
Willis, Adie, & 

Klenowski, 
2013 
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practice that involves teachers 
articulating and negotiating 
classroom and cultural knowledges 
with one another and with learners, 
in the initiation, development and 
practice of assessment to achieve 
the learning goals of students. 
(Willis, Adie, & Klenowski, 2013, 
p. 242)” (p. 93). 

DinanThompson 
& Penney, 2015 Empirical 

“Hay and Penney (2013) make this 
contribution explicit in their 
articulation of four inter-related 
elements of assessment literacy that 
we draw upon and discuss further 
below” (p. 486). 

Hay & Penny, 
2013 

Fulmer, Lee, & 
Tan, 2015 Empirical 

“Assessment knowledge and 
literacy is an important area of the 
existing research, and though they 
overlap somewhat it is important to 
distinguish them. Whereas 
assessment knowledge refers to 
teachers’ understanding of key ideas 
in assessment and of the 
relationships among these terms, 
assessment literacy refers to 
teachers’ ability to apply their 
assessment knowledge in the 
revision, development or 
implementation of assessment tasks 
in their classrooms (e.g. Mertler, 
2004; Stiggins, 1995)” (p. 479). 

Mertler, 2004; 
Stiggins, 1995 

Gareis & Grant, 
2015 Empirical 

“Although there is not currently a 
universally agreed upon definition 
of the term, assessment literacy can 
be defined as the creation and use of 
the spectrum of assessment 
techniques and instruments as part 
of the teaching-and-learning 
process… the authors present a 
conceptual framework for 
assessment literacy that focuses on 
three broad domains of competency 
for teachers and educational leaders. 
These three domains are (1) types of 
measures, (2) quality of measures, 
and (3) results and their uses. 

Kahl, Hofman, 
& Bryant, 2013 
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Additionally, the framework posits 
that these domains must be 
relevantly and accurately applied to 
three levels of assessments, namely 
formative assessment practices in 
the classroom, summative 
assessments in the classroom, and 
external standardized assessments 
used by teachers and school leaders 
alike (Kahl, Hofman, & Bryant, 
2013)” (p. 8-9). 

Kanjee & 
Mthembu, 2015 Empirical 

“Assessment literacy is defined as 
“an individual’s understandings of 
the fundamental assessment 
concepts and procedures deemed 
likely to influence educational 
decisions” (Popham 2009:267)” (p. 
143). 

Popham, 2009a 

Lam, 2015 Empirical 

“In this paper, LAL is defined as the 
acquisition of knowledge, skills, and 
principles of test construction, test 
interpretation and use, test 
evaluation, and classroom-based 
assessments alongside the 
development of a critical stance 
about the functions of assessment 
within a larger educational context 
(O’Loughlin, 2013, p. 363)” (p. 
170). 

O’Loughlin, 
2013 

Levy-Vered & 
Alhija, 2015 Empirical 

“definition of assessment literacy 
refers to understanding principles of 
sound assessment (Popham, 2004; 
Stiggins, 2002), by integrating 
practices, theories, and philosophies 
of assessment to support teaching 
and learning (DeLuca & Bellara, 
2013)” (p. 378). 

DeLuca & 
Bellara, 2013; 
Popham, 2004; 
Stiggins, 2002a 

Lin & Lin, 2015 Empirical 

AL is comprised (at least in part) of 
knowledge of assessment for, as, 
and of learning and 
accommodations and modifications 
to support student learning.  

 

Mandinach, 
Friedman, & 

Gummer, 2015 
Empirical 

Assessment literacy refers to the 
ability to use assessment results 
appropriately and to understand the 

 



 

 
 

239 

basic psychometric properties of the 
measures. 

Herrera & 
Macias, 2015 

Literature-
Based 

“From those definitions, we 
consider that assessment literacy 
refers to having theoretical and 
practical knowledge, and overall 
competence in all aspects related to 
the assessment of students’ learning. 
Such aspects may include, but are 
not limited to, the design, 
administration, grading, evaluation, 
and impact of all types of 
alternatives for classroom and large-
scale assessments” (p. 304) 

Fulcher, 2012; 
Siegel & 

Wissehr, 2011; 
Stiggins, 1991a, 

1995 

Odo, 2015 Literature-
Based 

“In essence, “Assessment literacy is 
present when a person possesses the 
assessment-related knowledge and 
skills needed for the competent 
performance of that person’s 
responsibilities” (Popham 2009b, 
para. 4). Assessment literacy entails 
understanding and proper use of 
assessments based on knowledge of 
theoretical and philosophical 
foundations of the measurement of 
students’ learning (Volante & Fazio, 
2007). It includes knowledge of 
formative and summative 
assessment, classroom and large-
scale assessment, key psychometric 
concepts (Deluca & Klinger, 2010). 
Stiggins (1991) notes that 
assessment-literate educators must 
know “what they are assessing, why 
they are doing so, how best to assess 
the achievement of interest, how to 
generate sound samples of 
performance, what can go wrong, 
and how to prevent those problems 
before they occur” (p. 281)” (p. 1) 

DeLuca & 
Klinger, 2010; 

Popham, 2009b; 
Volante & 

Fazio, 2007 

Williams, 2015 Empirical 

“The ASPI was developed within 
the theoretical and practical 
framework delineated by the 
literature on classroom assessment 
(for instance, Stiggins 1991; 
McMillian, 2008; Popham 2009) 

AFT, NCME, & 
NEA, 1990; 

Stiggins 1991b; 
McMillian, 

2008; Popham 
2009a; Zhang & 
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and the AFT, NCME, and NEA’s 
(1990) competencies forming seven 
subscales in the instrument. To 
ensure content validity, a table of 
specifications (informed by the 
latter standards) was used to ensure 
items – adapted from a 67-item 
scale by Zhang and Burry-Stock 
(2003) – represented major aspects 
of standards- based classroom 
assessment” (p. 342) 

Burry-Stock, 
2003 

Zolfaghari & 
Ashraf, 2015 Empirical 

“The present study, aimed to shed 
light on the relationship between 
Iranian EFL teachers’ assessment 
literacy, their teaching experience, 
and age. To this end, 658 EFL 
teachers were selected to fill out a 
researcher made assessment literacy 
inventory which has gone through 
the validation and reliability 
processes [Mertler, 2009]” (p. 
2550). 

Mertler, 2009 

Amirian, 
Pourfarhad, & 
Nafchi, 2016 

Empirical 

“To sum up, what is common in all 
of the definitions related to 
language assessment literacy is to 
make stakeholders familiar with the 
task of measurement and its 
corresponding result for the people 
affected by this assessment (Inbar-
Lourie, 2008; Taylor, 2009) 
‘‘Familiarity with test process 
awareness of principles and 
concepts that guide and underpin 
practice" (Fulcher 2012)” (p. 995). 

Inbar-Lourie, 
2008; Taylor, 
2009; Fulcher, 

2012 

Deneen & 
Brown, 2016 Empirical 

“Assessment in teacher education 
programs is taught as an 
amalgamation of skills and 
knowledge introduced to bring 
about fluency; that is, demonstrated 
understanding and application of 
assessment practices within 
authentic educational contexts. This 
is commonly abbreviated as 
assessment literacy (Popham, 2004, 
2008). Becoming assessment literate 
requires developing understanding 

Popham, 2004, 
2008; Stiggins 
& Chappuis, 

2005 



 

 
 

241 

in theory and application of diverse 
assessment practices and skills to 
appropriately administer and 
interpret assessments at classroom 
and jurisdictional levels (Stiggins & 
Chappuis, 2005). This is not, 
however, a values-free definition. 
As teacher education has changed 
over the years, assessment literacy 
has transitioned through what might 
be loosely grouped as three stages. 
Each stage reflects certain beliefs 
about what matters most in 
assessment” (p. 3). 

DeLuca, 
LaPointe-

McEwan, & 
Luhanga, 2016a 

Empirical 

“Specifically, assessment literacy 
has been defined as the skills and 
knowledge teachers require to 
measure and support student 
learning through assessment 
(Brookhart, 2011; Popham, 2013)” 
(p. 248). 

Brookhart, 
2011; Popham, 

2013 

DeLuca, 
LaPointe-

McEwan, & 
Luhanga, 2016b 

Non-
empirical 

“Assessment literacy involves the 
ability to construct reliable 
assessments and then administer and 
score these assessments to facilitate 
valid instructional decisions 
anchored to state or provincial 
educational standards (Popham 
2004, 2013; Stiggins 2002, 2004)” 
(p. 251-252). 

Popham, 2004, 
2013; Stiggins, 

2002a, 2004 

Koh & Tan. 
2016 Empirical 

Assessment literacy consists, at 
least in part, of a teachers’ ability 
(a) to design tasks representative of 
performance in the field; (b) provide 
students with explicit performance 
criteria; (c) engage in formative 
assessment practices with students; 
and (d) support students in engaging 
with the performance task 

 

Leirhaug, 
MacPhail, & 
Annerstedt, 

2016 

Empirical 

“This paper explores the four inter-
dependent elements of assessment 
literacy proposed by Hay and 
Penney (2013)” (p. 21). 

Hay & Penny, 
2013 

Meihami & 
Razmjoo, 2016 Empirical 

“…teachers need to obtain some 
competencies in order to develop 
language assessment literacy. In 

Malone, 2013 
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words of Malone (2013, p. 331) 
“[t]hese competencies include the 
ability to understand appropriate 
testing practices, utilize various 
means of assessment, interpret and 
analyze assessment results, respond 
appropriately to the results and their 
meanings, and use the results in 
their teaching” (p. 9). 

Reyneke, 2016 Literature-
Based 

“Mercurio (2013) defines 
‘assessment literacy’ as teachers’ 
capacity to deeply understand and 
reflect on their assessment practices 
in theoretical and practical contexts. 
Gallagher and Turley (2012) see 
‘assessment literacy’ as teachers’ 
deep understanding of why they 
assess, when they assess and how 
they assess in ways that positively 
impact student learning whereas 
Wang et al. (2008) indicate that a 
key feature of assessment literacy is 
understanding which assessment 
methods to use to gather dependable 
information about student 
achievement” (p. 7) 

Gallagher & 
Turley, 2012; 

Mercurio, 2013; 
Wang, Wang, & 

Huang, 2008 

Xu & Brown, 
2016 Empirical 

Teacher AL in practice is comprise 
of six components: knowledge base, 
teacher conceptions of assessment, 
institutional and socio-cultural 
contexts, teacher assessment literacy 
in practice, teacher learning, and 
teacher identity (re)construction as 
assessors 

Abell & Siegel, 
2011; Adie, 

2013; Alkharusi, 
2011; Alkharusi, 

Kazem, Al-
Musawai, 2011; 
AFT, NCME, & 

NEA, 1990; 
Brookhart, 

2011; Cowie, 
Cooper, & 

Ussher, 2014; 
DeLuca, 2014; 

DeLuca & 
Bellara, 2013; 

DeLuca, 
Chavez, Bellara, 

& Cao, 2013; 
DeLuca & 

Klinger, 2010; 
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DeLuca, 
LaPointe-

McEwan, & 
Luhanga, 

2016b; Fulcher, 
2012; Gotch & 
French, 2014; 
Gottheiner & 
Siegel, 2012; 

Gu, 2014; 
Hailaya, 

Algumalai, & 
Ben, 2013; Hill, 
Cowie, Gilmore, 
& Smith, 2010; 

Howley, 
Howley, 

Henning, Gilla, 
& Weade, 2013; 

Inbar-Lourie, 
2008, 2013; 

JCSEE, 2015; 
Kiomrs, 

Abdolmehdi, & 
Naser, 2011; 
Koh, 2011; 
Lam, 2015; 
Leighton, 

Gokiert, Cor, & 
Heffernan, 

2010; Levy-
Vered & Alhija, 

2015; Lian, 
Yew, & Meng, 
2014; Lomax, 
1996; Lukin, 

Bandalos, 
Eckhout, & 
Mickelson, 

2004; Mertler, 
2004, 2009; 

Plake, Impara, 
& Fager, 1993; 
Popham, 2009, 
2011; Quilter & 
Gallini, 2000; 
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Scarino, 2013; 
Schafer, 1991, 
1993; Siegel & 
Wissehr, 2011; 
Smith, 2011; 

Stiggins, 1991a, 
1991b, 1995, 
1999a, 2010; 
Taylor, 2009, 
2013; Vogt & 
Tsagari, 2014; 

Volante & 
Fazio, 2007; 

Willis, Adie, & 
Klenowski, 

2013; Wyatt-
Smith, 

Klenowski, & 
Gunn, 2010; 

Zhang & Burry-
Stock, 2003* 

Zolfaghari & 
Ahmadi, 2016 Empirical 

“According to Popham (2009), 
teachers’ familiarity with basic 
assessment issues and their 
classroom events constitute their 
assessment literacy” (p. 2). 

Popham, 2009a 

Benzehaf, 2017 Empirical 

“Teachers who have limited 
assessment literacy skills move 
through the teaching and learning 
process blindly and are more likely 
to do harm than good to the 
students” (p. 13). 

 

Cooper, 
Klinger, & 

McAdie, 2017 
Empirical 

“Campbell and Levin (2009) (citing 
Rolheiser and Ross, 2001) define 
assessment literacy as the ‘capacity 
to examine student data and make 
sense of it; ability to make changes 
in teaching and schools derived 
from those data; [and] commitment 
to engaging in external assessment 
discussions’ (48)” (p. 194). 

Rolhesier & 
Ross, 2001 

Cowie & 
Cooper, 2017 Empirical 

 “In this paper, drawing on 
Mandinach and colleagues 
(Mandinach, Friedman, & Gummer, 
2015), we view assessment literacy 
as a subset of data literacy, which 

Mandinach, 
Friedman, & 

Gummer, 2015 
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requires knowledge and use of a 
broader range of data and factors 
than is typically the focus for 
assessment” (p. 148). 

Edwards, 2017 Empirical 

“Assessment literacy has been 
defined as ‘an individual’s 
understandings of the fundamental 
assessment concepts and procedures 
deemed likely to influence 
educational decisions’ (Popham, 
2011, p. 267). Teacher assessment 
literacy develops over time and is 
influenced by initial teacher 
education (ITE), in-service teacher 
education, and ongoing teaching 
experience” (p. 205). 

Popham, 2011 

Edwards & 
Edwards, 2017 Empirical 

“Research into the development of 
teachers’ assessment literacy, or the 
companion concept assessment 
capability (Absolum, Flockton, 
Hattie, Hipkins, & Reid, 2009; 
Ministry of Education, 2007, 
2011)…” (p. 194); “The model of 
assessment literacy developed by 
Abell and Siegel (2011) was used as 
an initial framework for the data 
analysis. This meant a focus on 
assessment values and principles, 
knowledge of assessment, and 
views of learning, was used to 
develop an initial coding scheme” 
(p. 196) 

Absolum, 
Flockton, 

Hattie, Hipkins, 
& Reid, 2009; 

Ministry of 
Education, 
2007, 2011 

Hamp-Lyons, 
2017 Empirical 

“Carless, Joughin, Liu et al. (2006) 
suggest that effective learning-
oriented assessments are 
characterised by three essential 
features: 
1. tasks are designed to stimulate 
effective learning; 
2. learners are actively engaged in 
evaluating the quality of their own 
performance and that of their peers; 
3. feedback is timely and shows 
learners how to act to progress their 
work, supporting current and future 
learning. 

Andrews, 
Clarke, & 

Callahan, 2008; 
Black, Harrison, 
Lee, Marshall, 

& Wiliam, 
2003; Carless, 
Joughin, Liu 

and associates, 
2006; Shepard, 

2005 
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All three of these key aspects of 
learning-oriented assessments are 
very complex, and until recently 
have not been part of the (rather 
sparse) resources for language 
teachers wishing to increase their 
assessment literacy… 
We (Hamp-Lyons and Green 2014) 
then added two further key 
elements:  
4. teacher questioning (Black, 
Harrison et al., 2003), and  
5. scaffolding of performance 
(Shepard, 2005; Andrews, Clarke & 
Callahan, 2008).  

K. Hill, 2017 Literature-
Based 

“Until recently, discussion of TAL 
has tended to focus on the more 
planned and formal types of 
assessment. For example, Fulcher’s 
(2012) definition of TAL refers 
exclusively to ‘tests’ and ‘test 
processes… However, there is now 
a growing awareness that 
classroom-based tests are only one 
element of the range of practices 
constituting CBA. Hill and 
McNamara (2012), for example, 
have defined CBA as: [a]ny 
reflection by teachers (and/or 
learners) on the qualities of a 
learner’s (or group of learners’) 
work and the use of that information 
by teachers (and/or learners) for 
teaching, learning (feedback), 
reporting, management or 
socialisation purposes (p. 397). It is 
therefore essential, I would argue, 
that any conceptualisation of TAL 
takes account of the more 
embedded, informal and incidental 
types of assessment, given these 
have the potential to have a 
powerful effect on learning (Hattie, 
2009)” (p. 2-3). 

Fulcher, 2012; 
Hill & 

McNamara, 
2012 

Park, 2017 Empirical “This study examines the issues 
pertaining to South Korea’s 

Hay & Penny, 
2013 
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elementary physical education (PE) 
performance assessment, using an 
assessment literacy (Hay & Penney, 
2013) perspective to propose future 
directions” (p. 207) 

Scarino, 2017 Literature-
Based 

“In this paper I argue that, to 
develop language assessment 
literacy with the dual goals of 
transforming teacher assessment 
practices and developing teacher 
understanding of the phenomenon 
of assessment itself and themselves 
as assessors, it is necessary to 
reconsider both the knowledge base 
and the complex processes of 
language teacher education. 
education. I draw on projects I have 
conducted on developing and 
investigating teacher understanding 
and practices in second language 
assessment, to discuss the need to 
work with the often tacit 
preconceptions, beliefs, 
understandings and world-views 
about assessment that teacher-
assessors bring to teacher 
professional learning programs and 
that inform their conceptualizations, 
interpretations, judgments and 
decisions in assessment. I discuss 
the need in developing language 
assessment literacy for processes 
that develop teacher-assessors’ 
capability to explore and evaluate 
their own preconceptions so as to 
become aware of how they interpret 
their own assessment practices and 
their students’ second language 
learning” (p. 309). 

 

Tsagari & Vogt, 
2017 Empirical 

“Finally, our own definition of 
LAL, used also in this paper, is “the 
ability to design, develop and 
critically evaluate tests and other 
assessment procedures, as well as 
the ability to monitor, evaluate, 
grade and score assessments on the 

Vogt & Tsagari, 
2014 
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basis of theoretical knowledge” 
(Vogt & Tsagari, 2014, p. 377)” (p. 
43). 

Xu, 2017 Empirical 

“Assessment literacy generally 
refers to teachers’ knowledge of and 
abilities to conduct assessment 
(Coombe et al. 2012; Inbar-Lourie 
2013; Lam 2014; Popham 2009, 
2011; Stiggins 1991)…” 

Coombe et al., 
2012; Inbar-

Lourie, 2013; 
Lam, 2014; 

Popham, 2009, 
2011; Stiggins, 

1991 

Xu & Brown, 
2017 Empirical 

“Assessment literacy (AL), 
traditionally defined as a basic 
understanding of educational 
assessment and related skills 
(Stiggins, 1991), is increasingly 
recognized as an integral part of 
teacher expertise (Popham, 2009; 
Xu & Brown, 2016)” (p. 133). 

Stiggins, 1991b; 
Popham, 2009a; 

Xu & Brown, 
2016 

Ashraf & 
Zolfaghari, 2018 Empirical 

“The term assessment literacy has 
emerged to illustrate the familiarity 
and abilities teachers require to be 
able to plan for, administer, 
understand and apply the outcomes 
of assessments accurately and 
efficiently (Boyles 2005; Stiggins 
1999; Stoynoff and Chapelle, 2005). 
Assessment literacy has been 
illustrated as considering the 
philosophy of perfect assessment 
(Popham, 2004; Stiggins, 2002)” (p. 
426). 

Boyles, 2005; 
Popham, 2004; 
Stiggins 1999c, 
2002a; Stoynoff 

& Chappelle, 
2005  

Baker & Riches, 
2018 Empirical 

“This project therefore addresses 
[Language assessment literacy] 
development (Fulcher, 2012; 
Malone, 2013; Inbar-Lourie, 2008, 
2013; Taylor, 2009, 2013). 
[Language assessment literacy] 
draws from the area of educational 
assessment literacy more generally 
(Deluca & Klinger, 2010; Stiggins, 
1991; Willis, Adie, & Klenowski, 
2013), and can be defined as the 
competence required in language 
assessment by various stakeholder 
groups, whether they be developers 
of an assessment, assessment 

DeLuca & 
Klinger, 2010; 
Fulcher, 2012; 
Inbar-Lourie, 
2008, 2013; 

Malone, 2013; 
Stiggins, 1991b; 

Taylor, 2009, 
2013; Willis, 

Adie, & 
Klenowski, 

2013 
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candidates, users of the results of 
assessment, or the public” (p. 559). 

Coombs, 
DeLuca, 

LaPointe-
McEwan, & 
Chalas, 2018 

Empirical 

“Given the multitude of factors 
shaping teachers’ assessment 
practices and their varying abilities 
to negotiate assessment priorities in 
relation to diverse curricular, 
pedagogical, and cultural teaching 
contexts, Willis, Adie, and 
Klenowski (2013) presented a more 
contemporary definition of 
assessment literacy rooted in a 
sociocultural perspective:  
Assessment literacy is a dynamic 
context-dependent social practice 
that involves teachers articulating 
and negotiating classroom and 
cultural knowledges with one 
another and with learners, in the 
initiation, development and practice 
of assessment to achieve the 
learning goals of students. (p. 242)” 
(p. 136). 

Willis, Adie, & 
Klenowski, 

2013 

DeLuca, 
Valiquette, 
Coombs, 
LaPointe-

McEwan, & 
Luhanga, 2018 

Empirical 

“Given these emerging benefits and 
coupled with the foregoing policy 
developments, there has been 
increased attention on supporting 
teachers’ assessment literacy – 
teachers’ ability to negotiate and 
articulate classroom and cultural 
contexts in order to initiate, 
develop, practise, integrate, and use 
appropriate assessment approaches 
to promote student learning towards 
educational standards (Willis, Adie, 
& Klenowski, 2013) (p. 355-356). 

Willis, Adie, & 
Klenowski, 

2013 

Girdaldo & 
Murcia, 2018 Empirical 

“In general, language assessment 
literacy (henceforth LAL) refers to 
the knowledge, skills, and principles 
for contextualizing, planning, 
developing, executing, evaluating, 
and interpreting language 
assessments, whether these are 
devised in the classroom or out of it 
(Fulcher, 2012)” (p. 58) 

Fulcher, 2012 
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Giraldo, 2018 Literature-
Based 

“In general terms, [language 
assessment literacy] refers to 
knowledge, skills, and principles in 
language testing (Davies, 2008; 
Fulcher, 2012; Malone, 2008). 
These three components have in fact 
remained constant in theoretical and 
research discussions about 
[language assessment literacy] … 
What is clear is that knowledge of 
language, language use, and 
language pedagogy differentiate 
[language assessment literacy] from 
assessment literacy, the generic 
term in general education 
(Brookhart, 2001; Popham, 2009)” 
(p. 180). 

Brookhart, 
2001; Davies, 
2008; Fulcher, 
2012; Malone, 
2008; Popham, 

2009a 

Glogger-Frey, 
Deutscher, & 
Renkl, 2018 

Empirical 

“[Assessment competence is] a 
related construct is assessment 
literacy. This term is much more 
common outside of Central Europe 
and can be defined as teachers' 
“understandings of the fundamental 
assessment concepts and 
procedures” (Popham, 2011, p. 
265)” (p. 229) 

Popham, 2011 

Hildén & 
Fröjdendahl, 

2018 
Empirical 

“One of the most concise definitions 
frequently referred to is offered by 
Fulcher (2012), also chosen to guide 
the study at hand. According to 
Fulcher, [teacher assessment 
literacy] comprises the knowledge, 
skills and abilities required to 
design, develop, maintain or 
evaluate, large-scale standardized 
and/or classroom-based tests, 
familiarity with test processes, and 
awareness of principles and 
concepts that guide and underpin 
practice, including ethics and codes 
of practice” (p. 4). 

Fulcher, 2012 

Koh, Burke, 
Luke, Gong, & 

Tan, 2018 
Empirical 

“Over the past two decades, 
assessment literacy, assessment 
knowledge, or assessment 
competence have been used 
interchangeably in general 

Hay & Penny, 
2013 
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education to describe ‘teachers’ 
understanding of assessment 
processes as well as their capacities 
to design assessment tasks, develop 
adequate criteria for making valid 
judgments on the quality of 
students’ performances, and 
understand and act upon the 
information that is collected through 
assessment’ (Hay & Penney, 2013, 
pp. 69–70)” (p. 256). 

Levy-Vered & 
Alhuija, 2018 Empirical 

“The term ‘assessment literacy’ 
refers to the possession of 
knowledge about the basic 
principles of sound assessment 
practice, including its terminology 
and the development and use of 
assessment methodologies and 
techniques. According to Stiggins 
(1995), educators with assessment 
literacy know what they assess, why 
they assess, how to assess, what the 
possible problems with assessment 
are, and how to prevent them from 
occurring” (p. 84). 

Stiggins, 1995 

Mellati & 
Khademi, 2018 Empirical 

“Mertler (2003) defined assessment 
literacy as the possession of 
knowledge about the basic 
principles of assessment and 
evaluation practice which are the 
terminology of assessment concepts 
such as test, measurement, 
assessment and evaluation, the 
development and use of assessment 
methodologies and techniques in the 
classroom, familiarity with different 
tools and apparatus of language 
assessment, familiarity with 
standards of quality in classroom 
assessment, and familiarity with an 
alternative to traditional 
measurements of learning” (p. 1). 

Mertler, 2003 

Ölmezer-Öztürk 
& Aydin, 2018 Empirical 

“The discussion regarding the role 
of teachers in assessment and their 
competency in this domain has led 
to the emergence of a relatively 

Stiggins, 1991 
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popular concept, “assessment 
literacy.” The term was coined by 
Stiggins (1991), and rooted in 
mainstream educational and 
psychology research mostly. 
According to Stiggins, assessment 
literate teachers know “what they 
are assessing, why they are doing it, 
how best to assess the skill, 
knowledge of interest, how to 
generate good examples of student 
performance, what can potentially 
go wrong with the assessment, and 
how to prevent that from 
happening” (p. 240)” (p. 2). 

Rasooli, Zandi, 
& DeLuca, 2018 

Literature-
Based 

A significant dimension of 
assessment literacy is teachers’ 
fairness mindset 

DeLuca, 2012; 
DeLuca, 

LaPointe-
McEwan, & 

Luhanga, 
2016b; Xu & 
Brown, 2016 

Stabler-
Havener, 2018 

Literature-
Based 

“Definitions of LAL are rooted in 
general education AL literature. 
Stiggins (1991), who first coined the 
term “assessment literacy,” 
identified an assessment literate 
person as one who could discern 
between excellent and poor-quality 
assessments and apply that 
knowledge to make informed 
inferences about student 
achievement” (p. 2); “Though 
[Fulcher 2012 definitionis] still the 
most detailed, comprehensive 
definition of LAL to date, it does 
not include knowledge of language 
constructs or language assessment. 
However, language assessment is 
mentioned explicitly in Fulcher’s 
(2012) diagram of what he calls an 
“expanded definition” of LAL…” 
(p. 3). 

Stiggins, 1991b, 
Fulcher, 2012 

Starck, 
Richards, 

O’Neil, 2018 

Literature-
Based 

“Hay and Penney (2013) advocated 
for the development of assessment 
literacy in physical education as 

Hay & Penny, 
2013 
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“the development of knowledge and 
capacities to implement assessment 
and interpret the outcomes of 
assessment in a manner that is 
critically aware and that optimized 
the value of assessment for all 
students” (p. 74). Four related 
elements of assessment literacy 
include assessment comprehension, 
assessment application, assessment 
interpretation, and critical 
engagement with assessment” (p. 
520). 

Tajeddin, 
Alemi, & 

Yasaei, 2018 
Empirical 

“Classroom assessment literacy 
refers to the requisite knowledge 
and skill for collecting data about 
learners’ performance along with 
the ability to apply the assessment 
outcome to improve learners’ 
achievement (Campbell, Murphy, & 
Holt, 2002; Popham, 2005)” (p. 58). 

Campbell, 
Murphy, & 
Holt, 2002; 

Popham, 2005 

Tomasik, 
Berger, & 

Moser, 2018 

Literature-
Based 

“In the extant literature, this issue is 
referred to as ‘assessment literacy,’ 
and is defined as the 
‘understandings of the fundamental 
assessment concepts and procedures 
deemed likely to influence 
educational decisions’ (Popham, 
2011, p. 267)” (p. 11). 

Popham, 2011 

Yan, Zhang, & 
Fan, 2018 Empirical 

“Language assessment literacy 
(LAL) can be broadly defined as a 
basic understanding of sound 
assessment practice and the ability 
to apply that knowledge to measure 
language learning in different 
contexts (e.g., Crusan, Plakans, & 
Gebril, 2016; Malone, 2013; 
Stiggins, 1991)” (p. 158); 
“Following these lines of inquiry, 
Crusan et al. (2016) identified two 
broad categories of factors that 
influence teachers' LAL 
development: those associated with 
assessment context (hereafter, 
contextual factors) and those 
associated with assessment 

Crusan, Plakans, 
& Gebril, 2016; 
Malone, 2013; 
Stiggins, 1991b 
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experience (hereafter, experiential 
factors)… In this study, we 
followed this framework to identify 
influential factors in these two 
broad categories” (p. 159). 

Yastıbaş & 
Takkaç, 2018  

Literature-
Based 

“Language assessment literacy is 
considered as the ability that 
language instructors should have in 
order to understand, analyze and use 
assessment data to improve 
students’ learning and their 
instruction (Inbar-Lourie, 2008b). 
According to Lam (2015) and 
O’Loughlin, (2013), language 
assessment literacy ability requires 
having the knowledge, skills and 
principles of assessment-related 
issues (i.e., test construction, use, 
evaluation and impact). Shortly, 
Malone (2008) thought that the 
ability is what the language 
instructor needs to know about 
language assessment and evaluation. 
As the definitions of language 
assessment literacy ability indicate, 
the language instructor is supposed 
to have the knowledge, skills and 
principles of language assessment 
and evaluation. These knowledge, 
skills and principles are based on 
the seven standards of educational 
assessment proposed by the 
American Federation of Teachers 
(AFT), the National Council on 
Measurement in Education (NCME) 
and the National Education 
Association (NEA) in 1990.” (p. 
179). 

AFT, NCME, 
NEA, 1990; 

Inbar-Lourie, 
2008; Lam, 

2015; Malone, 
2008; 

O’Loughlin, 
2013 

Zhang & Yan, 
2018 Empirical 

Assessment literacy for language 
teachers consists of, at least in part, 
the ability to develop and evaluate 
the quality of language tests. 

 

Adie, Stobart, & 
Cumming, 2019 

Literature-
Based 

“Assessment literacy is broadly 
described as “the skills and 
knowledge teachers require to 
measure and support student 

DeLuca, 
LaPointe-
McEwan, 
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learning through assessment” 
(DeLuca, LaPointe-McEwan, & 
Luhanga, 2016a, p. 248). This 
definition connects assessment 
practices to teacher’s work and their 
capabilities, as well as to student 
learning. Willis, Adie, and 
Klenowski (2013) described this 
interaction as a social practice that 
involved multiple discourses. Xu 
and Brown (2016) offered a detailed 
conceptual framework of a teacher’s 
assessment literacy in practice… 
While Xu and Brown (2016) 
included assessment identity as the 
pinnacle of a teacher’s accumulated 
assessment experiences with 
assessment literacies as one aspect, 
Looney, Cumming, Van Der Kleij, 
and Harris (2018) view the 
emotional and dispositional 
dimensions of a teacher’s 
assessment practices as distinct 
from many of the scales developed 
to determine a teacher’s assessment 
literacy” (p. 4). 

& Luhanga, 
2016a; Looney, 
Cumming, Van 

Der Kleij, & 
Harris, 2018; 

Willis, Adie, & 
Klenowski, 
2013; Xu & 
Brown, 2016 

Ahmed, Ali, & 
Shah, 2019 Empirical 

“The term ‘assessment literacy’ is 
used to deal with teachers’ skills of 
doing assessment. More precisely, 
Davies (2008) uses the term Skill + 
Knowledge in the context of 
assessment literacy. Skills relate to 
teachers’ awareness of test analysis 
and construction and Knowledge to 
the relevant background 
information. Inbar-Lourie (2008) 
centralizes social context for 
assessment and assessment literacy 
reaching the point that an 
assessment culture is required where 
new suppositions regarding 
assessment to be proposed for 
formative assessment” (p. 113). 

Davies, 2008; 
Inbar-Louire, 

2008 

Ataie-Taber, 
Zareian, Empirical 

“More recently, AL has been 
conceptualized from the perspective 
of a socio-cultural view of learning 

Alonzo, 2016; 
Coombs, 2017; 

DeLuca, 
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Amirian, & 
Adel, 2019 

supported by interactive, dynamic, 
and collaborative view of 
assessment in which the social and 
cultural life of the classroom is 
considered as an essential part of the 
teaching process [Alonzo, 2016; 
Coombs, 2017; DeLuca, LaPointe-
McEwan, & Luhanga, 2016; 
Elwood & Murphy, 2015; Gipps, 
1999; Lund, 2008; Silseth & Giljie, 
2017; Willis, Adie, & Klenowski, 
2013; Xu & Brown, 2016]” (p. 
390). 

LaPointe-
McEwan, & 

Luhanga, 
2016b; Elwood 

& Murphy, 
2015; Gipps, 
1999; Lund, 

2008; Silseth & 
Giljie, 2017; 

Willis, Adie, & 
Klenowski, 
2013; Xu & 
Brown, 2016 

Berry, Sheehan, 
& Munro, 2019 Empirical 

“In general education, the term 
assessment literacy has been used to 
describe the knowledge teachers 
should have about assessment. The 
term has been adapted and adopted 
by experts in language assessment, 
with Malone proposing the 
following definition of language 
assessment literacy: Assessment 
literacy is an understanding of the 
measurement basics related directly 
to classroom learning; language 
assessment literacy extends this 
definition to issues specific to 
language classrooms. (Malone, 
2011: online)” (p. 113-114). 

Malone, 2011 

Bijsterbosch, 
Béneker, Kuiper 

& van der 
Schee, 2019 

Empirical 

“Teachers’ assessment literacy is 
mainly referred to as a mixture of 
knowledge and skills to construct, 
score and administer assessments in 
order to use students’ results to 
make decisions (Brookhart, 2011; 
DeLuca, LaPointe-McEwan, & 
Luhanga, 2016; Xu & Brown, 
2016)” (p. 420-421). 

Brookhart, 
2011; DeLuca, 

LaPointe-
McEwan, & 

Luhanga, 
2016b; Xu & 
Brown, 2016 

Davidson & 
Coombe, 2019 

Literature-
Based 

“Fulcher’s (2012) oft-cited 
definition of LAL is perhaps the 
most broad and comprehensive to 
date: LAL is: The knowledge, skills 
and abilities required to design, 
develop, maintain or evaluate large-
scale standardized and/or 
classroom-based tests, familiarity 

Fulcher, 2012 
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with test processes, and awareness 
of principles and concepts that 
guide and underpin practice, 
including ethics and codes of 
practice. The ability to place 
knowledge, skills, processes, 
principles and concepts within 
wider historical, social, political and 
philosophical frameworks in order 
to understand why practices have 
arisen as they have, and to evaluate 
the role and impact of testing on 
society, institutions, and individuals. 
(p. 125)  Fulcher’s definition is 
comprehensive as it includes the 
major skills and abilities that 
teachers need to be considered 
knowledgeable in assessment and 
thereby, assessment literate” (p. 2-3) 

DeLuca, 
Coombs, & 
LaPointe-

McEwan, 2019 

Empirical 

“teachers’ assessment literacy (i.e., 
their capacity to negotiate 
assessment knowledge and skills in 
the context of their classroom 
teaching)… Willis, Adie, & 
Klenowski, 2013)” (p. 159). 

Willis, Adie, & 
Klenowski, 

2013 

DeLuca, 
Chapman-Chin, 
& Klinger, 2019 

Empirical 

“Given the strong empirical 
foundation of AfL on learning, 
educational policies and 
professional standards have 
prioritized assessment-driven 
teaching as a core instructional 
strategy and have established 
teacher assessment literacy as a 
fundamental competency for the 
contemporary educator (e.g., Joint 
Committee for Standards on 
Educational Evaluation, 2015; 
National Council for the 
Accreditation of Teacher Education, 
2008)” (p. 269) 

Joint Committee 
for Standards on 

Educational 
Evaluation, 

2015; National 
Council for the 
Accreditation of 

Teacher 
Education, 2008 

Edwards, 2019 Empirical 

“Based on their empirical work, 
Abell and Siegel (2011) developed a 
model for science teacher 
assessment literacy and categorised 
assessment knowledge as 
knowledge of assessment purposes, 

Abell & Siegel, 
2011 
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knowledge of what to assess, 
knowledge of assessment strategies 
and knowledge of assessment 
interpretation and action-taking” (p. 
1). 

Firoozi, 
Razavipour, & 
Ahmadi, 2019 

Empirical 

“Viewed from a sociocultural view 
of learning, teachers’ assessment 
literacy is taken to be a dynamic 
process that brings together 
teachers’ assessment knowledge, 
assessment skills, and their 
conceptions of assessment in 
relation to their contexts of practice 
(DeLuca et al. 2016; Xu & Brown 
2016)” (p. 1). 

DeLuca, 
LaPointe-

McEwan, & 
Luhanga, 

2016b; Xu & 
Brown 2016 

Frederking, 
2019 Empirical 

“Generally, the term “assessment 
literacy” refers to the basic 
understanding of assessment 
practices and the ability to apply 
these skills to accurately collect 
evidence of student achievement 
(Stiggins, 1991)” (p. 296). 

Stiggins, 1991b 

Giraldo, 2019a Empirical 

“As can be observed, the LAL 
proposed for language teachers is a 
complex multi-layered enterprise 
(Inbar-Lourie, 2013). It places 
teachers at the forefront of sound 
theoretical, practical, and 
pedagogical practices for language 
assessment. To add to the layers of 
LAL, Giraldo (2018) proposed a list 
of sixty-six descriptors for nine 
categories subsumed under the three 
core components of LAL [including 
knowledge, skills, and principles] 
… While the core components from 
Davies (2008) are constantly cited 
in the literature, Scarino (2013) 
claimed that this core knowledge 
base is not sufficient to account for 
language teachers’ LAL. Thus, she 
contended that the field needs to 
understand teachers’ beliefs, 
practices, and experiences to 
articulate the meaning of LAL for 
this particular group. Consequently, 

Davies, 2008; 
Giraldo, 2018; 
Inbar-Lourie, 
2013; Scarino, 

2013 
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LAL for language teachers includes 
knowledge, skills, principles, and 
“the assessment life-worlds of 
teachers” (Scarino, 2013, p. 30). 
These life-worlds include their 
practices, beliefs, and their own 
knowledge” (p. 39). 

Giraldo, 2019b Empirical 

“The considerations in Table 1 
represent sound practice in 
assessment for language teaching 
and learning. They imply 
professionalization of the field and, 
when implemented properly, they 
reflect high levels of [language 
assessment literacy], as scholars 
have discussed (Fulcher, 2012; 
Taylor, 2013; Malone, 2017)” (p. 
127). 

Fulcher, 2012; 
Taylor, 2013; 
Malone, 2017 

Gotch & 
McLean, 2019 Empirical 

“Traditionally, scholars have 
conceived of assessment literacy as 
a set of competencies related to 
developing or selecting high-quality 
assessment tasks, enacting ethical 
and effective classroom assessment 
practices, and interpreting and 
communicating assessment 
results… In 1991, Stiggins (1991) 
coined the term assessment literacy. 
This was followed by the dedicated 
work of this area of study by 
Brookhart (2011); Popham (2006), 
and others. (p. 30). 

Brookhart, 
2011; Popham, 
2006; Stiggins, 

1991b 

Kaur, Noman, 
Awang-Hashim, 

2019 
Empirical 

“A systematic evaluation of 
contemporary assessment practices 
can successfully guide teachers’ 
professional development programs 
to prepare teachers to become 
assessment literate, to efficiently 
design and implement appropriate 
assessment tools, gather authentic 
information and make accurate 
inferences for instructional practices 
and students’ learning (Popham, 
2009) and would also highlight the 
factor that would facilitate 

Popham, 2009a 
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successful implementation of those 
assessment practices” (p. 162). 

Kavakli & 
Arslan, 2019 Empirical 

“Most generally, assessment literacy 
is divided into two main areas: (1) 
teachers‟ assessment knowledge; 
and (2) teachers‟ perspectives on 
assessment knowledge (Wang, 
Wang, & Huang, 2008)” (p. 1262). 

Wang, Wang, & 
Huang, 2008 

Khan, Hussain, 
& Imad, 2019 Empirical 

“Popham (2011) considered 
assessment literacy as the 
understanding of assessment data of 
students, making correct inferences 
on the basis of collected data and 
making sound educational decisions 
on it” (p. 2). 

Popham, 2011 

Lam, 2019 Empirical 

“Assessment literacy is defined as 
stakeholders' abilities to use 
assessment to fulfill both learning 
and grading purposes (Taylor, 
2009). More specifically, teacher 
assessment literacy (TAL) is about 
teachers' mastery of knowledge, 
skills, and principles in planning 
and developing well-constructed 
assessment tasks, from which useful 
assessment data are interpreted and 
utilised to inform pedagogy and 
learning within a larger 
sociocultural background (cf. 
Fulcher, 2012)” (p. 78). 

Fulcher, 2012; 
Taylor, 2009 

Lam & Wong, 
2019 Empirical 

“Educationalists worldwide (e.g., 
Hargreaves et al. 2002; Koh 2011; 
Popham 2009) have repeatedly 
drawn attention to the lack of 
assessment literacy among teachers 
and school leaders in implementing 
authentic performance assessments. 

Hargreaves, 
Earl, & 

Schmidt, 2002; 
Koh, 2011; 

Popham, 2009a 

Lan & Fan, 
2019 Empirical 

“Assessment literacy involves the 
understanding and appropriate use 
of assessment practices along with 
the knowledge of the theoretical and 
philosophical underpinnings in 
assessing students’ learning 
(DeLuca & Klinger, 2010)” (p. 
112). 

DeLuca & 
Klinger, 2010 
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Lee, Mak, & 
Yuan, 2019 Empirical 

“While teachers in many parts of the 
world are found to lack assessment 
literacy (Crusan, Plakans, & Gebril, 
2016; Stiggins, 2014) …” (p. 78). 

Crusan, Plakans, 
& Gebril, 2016; 
Stiggins, 2014 

Levi & Inbar-
Lourie, 2019 Empirical 

“Definitions of the language 
assessment literacy (LAL) construct 
assign differential emphasis to the 
role that language plays in this 
knowledge base, ranging from 
limited referencing (Fulcher, 2012) 
to more substantial ones (Harding & 
Kremmel, 2016)” (p. 1). 

Fulcher, 2012; 
Harding & 

Kremmel, 2016 

Muhammad & 
Bardakçi, 2019 Empirical 

“the present study investigated the 
assessment literacy levels of Iraqi 
English language teachers through 
Classroom Assessment Literacy 
Inventory (CALI) based on the 
seven standards of teachers’ 
assessment competence for 
educational assessment of students 
developed by the American 
Federation of Teachers, National 
Council on Measurement in 
Education and National Education 
Association (1990)” (p. 431). 

AFT, NCME, & 
NEA, 1990; 
Mertler & 

Campbell, 2005 

Pastore & 
Andrade, 2019 

Non-
Empirical 

“Assessment literacy is an 
interrelated set of knowledge, skills, 
and dispositions that a teacher can 
use to design and implement a 
coherent and appropriate approach 
to assessment within the classroom 
context and the school system. An 
assessment literate teacher 
understands and differentiates the 
aims of assessment, and articulates a 
sound, cyclical process of 
collection, interpretation, use of 
evidence, and communication of 
feedback. In this way, assessment 
information can be used to make 
inferences about student learning, 
inform decisions about curriculum, 
and adjust instruction. From a socio-
constructivist perspective, 
assessment literacy has three inter-
related dimensions (conceptual, 

Adie, 2013; 
Alkharusi, 2011; 
AFT, NCME, & 

NEA, 1990; 
Brookhart, 

2011; Cowie & 
Cooper, 2017; 
DeLuca, 2012; 

DeLuca & 
Bellara, 2013; 

DeLuca, 
Chavez, Bellara, 

& Cao, 2013; 
DeLuca, 

Chavez, & Cao, 
2013; DeLuca & 
Klinger, 2010; 

DeLuca, 
LaPointe-

McEwan, & 
Luhanga, 2016; 
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praxeological, and socio-emotional). 
However, these dimensions can be 
differently prioritized 
(hierarchically and horizontally) 
within the nested cultural contexts 
of a classroom, school, system, and 
nation” (p. 134-135). 

Deneen & 
Brown, 2016; 

Gotch & 
French, 2014; 

Herppich, 
Praetorius, 

Förster, 
Glogger-Frey, 
Karst, Leutner, 

Behrmann, 
Böhmer, Ufer, 

Klug, 
Hetmanek, 

Ohle, Böhmer, 
Karing, Kaiser, 

& Südkamp, 
2018; Hill, 

Cowie, Gilmore, 
& Smith, 2010; 

Hill, Smith, 
Cowie, Gilmore, 
& Gunn, 2013; 

Klinger 
McDivitt, 
Howard, 

Rogers, Munoz, 
& Wylie, 2015; 

Lam, 2015; 
Lomax, 1996; 

Looney, 
Cumming, van 
Der Kleij, & 
Harris, 2018; 
Mertler, 2003, 
2004, 2009; 

Ogan-Bekiroglu 
& Suzuk, 2014; 
Plake, Impara, 
& Fager, 1993; 
Popham, 1991, 

2009, 2011; 
Quilter & 

Gallini, 2000; 
Schneider & 
Bodensohn, 

2017; Siegel & 
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Wissehr, 2011; 
Stiggins, 1991a, 

1991b, 1995, 
1999a, 2010; 
Taylor, 2009; 

Volante & 
Fazio, 2007; 

Williams, 2015; 
Willis, Adie, & 

Klenowski, 
2013; Wyatt-

Smith, 
Alexander, 
Fishburn, & 
McMahon, 
2017; Xu & 

Brown, 2016* 

Sultana, 2019 Empirical 

“Assessment literacy largely has 
been defined as “teachers’ 
understanding of assessment 
processes as well as their capacities 
to design assessment tasks, develop 
adequate criteria for making valid 
judgments on the quality of 
students’ performances, and 
understand and act upon the 
information that is collected through 
assessment” (Hay & Penney, 2013, 
pp. 69–70)” (p. 2). 

Hay & Penny, 
2013 

Tolgfors, 2019 Empirical 

“First, the empirical illustrations 
show that the ‘whats’, ‘hows’, 
‘whoms’ and ‘whys’ in the 
assessment practice are often 
negotiable, which prevents a 
simplified understanding of the four 
aspects of assessment literacy: 
comprehension; application; 
interpretation; and critical 
engagement (DinanThompson and 
Penney, 2015; Hay and Penney, 
2013; Leirhaug et al., 2016)” (p. 
1222-1223). 

DinanThompson 
& Penney, 

2015; Hay and 
Penney, 2013; 

Leirhaug, 
MacPhail, & 
Annerstedt, 

2016 

Will, 
McConnell, 

Elmquist, Lease, 

Literature-
Based 

“Data-based decision making 
(DBDM) involves evaluating, 
administering, interpreting, and 
applying high-quality assessment 

Brookhart, 
2011; 

Mandinach & 
Jackson, 2012; 
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& Wackerle-
Hollman, 2019 

tools and the data they produce, 
while assessment literacy entails 
having the fundamental 
measurement knowledge and skills 
to engage in such tasks (Stiggins, 
1991; Stiggins and Duke, 2008; 
Brookhart, 2011; Popham, 2011; 
Mandinach and Jackson, 2012)” (p. 
2). 

Popham, 2011; 
Stiggins, 1991b; 

Stiggins & 
Duke, 2008 

Xie & Yan, 
2019 Empirical 

“Writing in 1991, Stiggins defined 
assessment literacy (AL) as the 
knowledge and skills needed for 
measuring student achievement, 
stressing the knowledge base that 
teachers need in order to conduct 
sound assessment” (p. 653). 

Stiggins, 1991b 

Xu & Harfitt, 
2019 Empirical 

“Among the three factors identified 
by the ARG, judgments about where 
learners are can be made through 
teachers’ gleaning information from 
class work or tests; moving students 
forward to where they need to go 
requires teachers to clarify learning 
criteria and to build on students’ 
current learning; and the best way to 
get to the desired goal can be 
achieved through effective feedback 
and/or feed forward. Clearly, all 
these require teachers’ knowledge 
and skills in assessment, namely 
assessment literacy (AL) (Smith, 
2011)” (p. 473). 

Smith, 2011 

Ayalon & 
Wilkie, 2020 Empirical 

“In response to the need for a 
unifying conceptualization of the 
process of developing assessment 
literacy, appropriate for preservice 
and in-service teacher professional 
learning, Xu and Brown (2016) 
drew on multiple conceptualizations 
across 100 studies from both 
educational assessment and teacher 
education fields of research to 
develop the triangular model 
presented in Fig. 1, titled the 
Teacher Assessment Literacy in 

Xu & Brown, 
2016 
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Practice (TALiP) Framework” (p. 
2). 

Coombs, 
DeLuca, & 
MacGregor, 

2020 

Empirical 

“For teachers to engage in high-
quality assessments that promote 
student learning towards 
educational standards, teachers need 
to negotiate classroom and cultural 
contexts and articulate and 
understand appropriate assessment 
practices (i.e., possess assessment 
literacy; Willis, Adie, & Klenowski, 
2013)” (p. 1). 

Willis, Adie, & 
Klenowski, 

2013 

Kim, Chapman, 
Kondo, & 

Wilmes, 2020 
Empirical 

“Adapting the works mentioned 
above, we define assessment 
literacy as the set of knowledge, 
skills, and abilities needed to work 
with various language assessments, 
such as administering assessments, 
scoring, interpreting scores, and 
making decisions based on the 
interpretations. In addition to the 
knowledge, skills, and abilities, we 
consider the social context of the 
assessment, and include in the 
definition familiarity with test 
processes and awareness of the 
principles and concepts that guide 
practice (Fulcher, 2012)” (p. 56). 

Davies, 2008; 
Fulcher, 2012; 
Inbar-Lourie, 
2008; Pill & 

Harding, 2013; 
Taylor, 2013 

Kremmel & 
Harding, 2020 Empirical 

Early contributions to the 
assessment literacy literature, both 
in general education (e.g., Popham, 
2006; Stiggins, 1991) and in 
language assessment (Brindley, 
2001; Davies, 2008) concentrated 
on identifying the components of 
assessment knowledge and skills 
primarily required of teachers. This 
emphasis is still prevalent in more 
recent research, both in terms of 
general assessment literacy (e.g. 
Mertler, 2009; Mertler & Campbell, 
2005; Plake, Impara, & Fager, 
1993)…” (p. 101). 

Plake, Impara, 
& Fager, 1993; 
Mertler, 2009; 

Mertler & 
Campbell, 2005; 
Popham, 2006; 
Stiggins, 1991b 

* Note: In presenting a model of teachers’ assessment competence, the authors draw on a 
vast collection of research. Only articles that were cited by other publications included in 
this review are included within this table.  
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Appendix VI 
Chapter 2: References for Assessment Capability Conceptualizations 

 

Authors & 
Date 

Type of 
Article Conception of Assessment Capability Antecedent 

Citation 

Hill, Cowie, 
Gilmore, & 
Smith, 2010 

Literature 
-Based 

“…the New Zealand Ministry of 
Education’s website describes assessment-
capable teacher as those: “…understand 
how student can use and value assessment 
as a powerful means of furthering their own 
learn. As the experts in the learning 
partnership, teachers need to take the lead in 
all assessment that students cannot 
management without support. But they need 
to do so in ways that encourage students to 
feel deeply accountable for their own 
progress and support them to become 
motivated, effective, self-regulating 
learnings” (Absolum. Flockton, Hattie, 
Hipkins, & Reid, 2009, p. 24)” (p.7). 

Absolum, 
Flockton, 

Hattie, 
Hipkins, & 
Reid, 2009 

Colbert, 
Wyatt-

Smith, & 
Klenowski, 

2012 

Empirical 

Assessment capabilities are comprised of 
“leadership in learning; alignment of 
curriculum, pedagogy and assessment; the 
design of quality assessment tasks and 
accompanying standards; and evidence-
based judgement and moderation” (p. 386). 

 

Smaill, 2013 Literature 
-Based 

AC teachers have the practical and 
theoretical understanding to support student 
learning and promote future learning: 
“Where moderation processes are utilised to 
build teacher assessment capability in each 
of these ways, these processes should 
improve the dependability of assessment 
information and better equip teachers to 
identify and respond to student learning 
needs” (p. 255). 

 

Edwards, 
2013b 

Literature 
-Based 

“Assessment capability can be defined as 
being “able and motivated to access, 
interpret and use information from quality 
assessment in ways that affirm or further 
learning” (Absolum et al., 2009, p. 19)” (p. 
214). 

Absolum, 
Flockton, 

Hattie, 
Hipkins, & 
Reid, 2009 

Booth, Hill, 
& Dixon, 

2014 

Literature 
-Based 

“In the case of assessment capability, the 
“internal structure” detailed in DANZ 
requires the teacher to: 

Absolum, 
Flockton, 

Hattie, 
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• take the lead in all assessment that 
students cannot manage 
without support … in ways that encourage 
students to feel deeply 
accountable for their own progress and 
support them to become 
motivated, effective, self-regulating learners 
• be knowledgeable about the curriculum 
and teaching 
• [have] well developed assessment 
capabilities and the motivation 
to use these to forge learning partnerships 
with their students 
• know how to gather the assessment 
information that other 
stakeholders require, and how to pass it on 
in ways that are 
consistent with, and supportive of, student 
learning 
• [have] awareness of the effects of 
assessment on learners 
• know exactly how an assessment should 
assist students to learn, 
and how to check whether it has done so 
• [establish] a classroom climate where 
mistakes are seen as opportunities, and 
where shared conversations about the nature 
of 
learning are commonplace (Absolum et al., 
2009, p. 24)” (p. 139-140). 

Hipkins, & 
Reid, 2009 

Norwich & 
Ylonen, 

2015 
Empirical 

“…assessment capabilities (e.g. renewed 
interest in in-depth assessment, better 
understanding of learning needs, more use 
of response to teaching approach to 
assessment)” (p. 264). 

 

Booth, 
Dixon, & 
Hill, 2016 

Literature 
-Based 

“The assessment-capable teacher 
communicates standards to students so they 
understand what constitutes quality work… 
provides substantive opportunities for 
students to evaluate the quality of the work 
they have produced, and helps them develop 
the metacognitive skills to engage in these 
practices… [and] provides opportunities for 
students to modify their own work during 
its production” (p. 34) 

Absolum, 
Flockton, 

Hattie, 
Hipkins, & 
Reid, 2009; 
Sadler, 1989 
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Hill, Ell, & 
Eyers, 2017 Empirical 

“…assessment capable teachers “have the 
curricular and pedagogical capability, and 
the motivation, to engender assessment 
capability in their students” (Absolum et al., 
2009)” (p. 2). 

Absolum, 
Flockton, 

Hattie, 
Hipkins, & 
Reid, 2009 

Wyatt-
Smith, 

Alexander, 
Fishburn, & 
McMahon, 

2017 

Empirical 

AC teachers have the capacity to interpret 
assessment data, evaluate student learning, 
and modify teaching practice: “Choosing to 
focus on the development of assessment-
capable teachers and in particular, how 
graduates are being prepared to demonstrate 
the capacity to interpret assessment data to 
evaluate student learning and modify 
teaching practice (Focus Area 5.4)[of the 
Australian Professional Standards for 
Teachers]…” (p. 255) 

Australian 
Institute for 

Teachers 
and School 
Leadership, 

2011 

Dargusch & 
Charteris, 

2018 

Literature 
-Based 

“…which sees assessment capable teachers 
as those who understand the ways students 
can use assessment to improve their own 
learning, and ‘support them to become 
motivated, effective, self-regulating 
learners’ (Absolum, Flockton, Hattie, 
Hipkins & Reid, 2009; Smith, Hill, Cowie, 
& Gilmore, 2014)” (p. 26-27) 

Absolum, 
Flockton, 

Hattie, 
Hipkins, & 
Reid, 2009; 
Smith, Hill, 
Cowie, & 
Gilmore, 

2014 

Charteris & 
Dargusch, 

2018 

Literature 
-Based 

“…emphasis is also given to assessment 
capability. Involving assessment practices 
that enable learners to self-regulate and 
exercise agency in their learning, this is a 
departure from formulaically adopted 
assessment for learning practices that do not 
prioritise the role of learners (Booth, Dixon, 
& Hill, 2016). Practitioners with assessment 
capability understand that assessment for 
learning takes place in the “everyday 
practice” of “students, teachers and peers” 
when they seek, reflect upon and respond to 
“information from dialogue, demonstration 
and observation in ways that enhance 
ongoing learning” (Klenowski, 2009, p. 
264)” (p. 357). 

Booth, 
Dixon, & 

Hill, 2016; 
Klenowski, 

2009 

Charteris & 
Smardon, 

2019a 
Empirical 

“…assessment capability involves teachers 
using ‘their curricula, pedagogical, and 
subject matter knowledge to notice, 
recognise, and respond to students’ learning 

Booth, 
Dixon, & 
Hill, 2016 
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needs as they arise’ (Booth et al., 2016, p. 
5)” (. 246). 

Charteris & 
Smardon, 

2019b 
Empirical 

“There is a growing corpus of literature on 
teacher assessment capability (DeLuca & 
Johnson, 2017), where teachers have the 
knowledge and skills to “interpret 
assessment data to evaluate student learning 
and modify teaching practice” (Wyatt-
Smith, Alexander, Fishburn & McMahon, 
2017)” (p. 2). 

DeLuca & 
Johnson, 

2017; 
Wyatt-
Smith, 

Alexander, 
Fishburn, & 
McMahon, 

2017 

DeLuca, 
Willis, 
Cowie, 

Harrison, 
Coombs, 

Gibson, & 
Trask, 2019 

Empirical 

“Assessment capability involves situated 
professional judgement, that is the ability to 
draw on learning and assessment theories 
and experiences to purposefully design, 
interpret, and use a range of assessment 
evidence in the service of student learning” 
(p. 2); “…”assessment capability” Absolum 
et al., 2009; Hill et al., 2010; Booth et al., 
2014; DeLuca & Johnson, 2017)” (p. 2) 

Absolum, 
Flockton, 

Hattie, 
Hipkins, & 
Reid, 2009; 
Hill, Cowie, 
Gilmore, & 

Smith, 2010; 
Booth, Hill, 
& Dixon, 

2014; 
DeLuca & 
Johnson, 

2017 
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Appendix V 
Chapter 2: References for Assessment Identity Conceptualizations 

 
Authors & 

Date 
Type of 
Article Conception of Assessment Identity Antecedent 

Citation 

Wyatt-
Smith, 

Klenowski, 
& Gunn, 

2010 

Empirical 

In this research we have adopted a social 
theory of learning (Wenger 1998, 5) with 
four main components that are integral to 
learning and knowing processes: community 
(learning as belonging); identity (learning as 
becoming); meaning (learning as 
experience) and practice (learning as doing) 
… This involves the teachers developing an 
‘assessment identity’ as a member of this 
community through moderation ‘practice’ 
where, through participation, a level of 
competence that is recognisable is 
established” (p. 64)  

Wenger, 
1998 

Adie, 2013 Empirical 

AI is integral to teachers’ judgments and 
perception of self as an assessor is shaped 
by experiences, interactions, and 
discussions: “Analysis of the data through a 
sociocultural lens of becoming suggests that 
participation in online moderation, while 
challenging for teachers, can also provide 
opportunities to construct and to negotiate 
an identity as an assessor of student work” 
(p. 91); “The connectivity of the meeting 
and the mediation of the online context as 
participants negotiated between the intended 
policy and their enacted practice were found 
to be important factors in the 
developmentmof an assessor identity in the 
practice of standards-based assessment” (p. 
91) 

Wyatt-
Smith, 

Klenowski, 
& Gunn, 

2010 

Cowie, 
Cooper, & 

Ussher, 
2014 

Empirical 

Assessment identity is an aspect of a 
teachers’ professional identity and helps to 
shape teachers’ assessment practices: “The 
paper contributes a nuanced insight into the 
development of student teachers’ 
understanding of assessment as an aspect of 
their professional identity as they negotiate 
the differing, and often conflicting, priorities 
between their personal, initial teacher 
education and school experiences” (p. 2); 
“External influences such as curriculum 
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related documents and policies, professional 
development programmes, large-scale 
assessments and other stakeholders, 
including colleagues, school senior 
leadership and parents, in interaction with 
their previous knowledge, personal beliefs, 
values, expectations, emotions and identity 
impact teacher assessment understandings 
and practices” (p. 2) 

Looney, 
Cumming, 

van Der 
Kleij, & 
Harris, 
2018 

Empirical 

AI is comprised of five overlapping 
dimensions: (a) I know (knowledge of 
curriculum and assessment); (b) I feel 
(emotions towards assessment); (c) I believe 
(beliefs regarding assessment); (d) I am 
confident (self-efficacy in assessment); and 
(f) my role (agency and role as assessor 
within a context): “We include the various 
dimensions of assessment literacy as 
described by Stiggins (1991, 1995) and 
Popham (2009) under the heading ‘I know’. 
How a teacher feels about assessment, the 
emotional dimensions of assessment identity 
as discussed by Beijaard et al. (2004), is 
included under the ‘I feel’ category, but the 
categories are intentionally linked to 
highlight the interconnectedness of the 
disparate dimensions. The very particular 
and complex ‘role’ dimensions of teacher 
assessment identity, reflected in the work of 
Pryor and Croussouard (2010) and 
Ecclestone and Pryor (2003), are identified 
as a further dimension…” (p. 14-15). 

Bandura, 
1977, 1986; 

Beijaar, 
Meijer, & 
Verloop, 

2004; 
Broadfoot, 
1996; Day, 
Kington, 

Stobart, & 
Sammons, 

2006; 
Ecclestone 
& Pryor, 

2003; 
Mockler, 

2011; 
Popham, 

2009; Pryor 
& 

Croussouard, 
2010; 

Schussler, 
2006; 

Shulman, 
1986; 

Stiggins, 
1991b 

Wyatt-
Smith & 

Adie 2019 

Literature-
Based 

“These conditions connect teacher and 
student assessment identity encompassing 
their knowledge, skills, beliefs and feelings 
(Looney et al., 2018) to their ways of 
working in curriculum assessment practices 
(Xu & Brown, 2016), and thus the 
opportunities for students to develop 
evaluative experience as core to their 
learning within the curriculum. The 

Looney, 
Cumming, 
Van Der 
Kleij, & 

Harris, 2018; 
Xu & 

Brown, 2016 



 

 
 

272 

conditions include how particular artefacts 
(such as exemplars and commentaries) and 
practices (such as social moderation) have 
been found to support and promulgate an 
understanding of criteria among teachers 
and students as they use evidence to inquire 
into learning. The four conditions are (1) 
teachers’ assessment identities; (2) students’ 
assessment identities; (3) the role of 
artefacts; and (4) social moderation as 
building judgement experience and 
expertise” (p. 7-8). 
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Appendix VI 

Chapter 3: General Research Ethics Board Approval 
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Appendix VII 

Chapter 3: Interview Protocol 
 

Interview Questions for Teacher Educators 

1. What is the most informative/innovative assessment practice in your pre-service 

classroom? 

2. What forms of feedback do you provide students in your class?  

3. How do you model your beliefs and approaches to assessment? 

4. What provincial policies guide your teaching on assessment? Are these explicitly 

brought into your teaching? 

5. What are the primary purposes of assessment in your opinion? 

6. At the end of your course, what do you hope students will have learned about 

assessment? 

7. What specific assignments do you use where you can assess your students’ 

knowledge and skills in the area of educational assessment? 

8. In thinking about your pre-service program, when do teacher candidates learn 

about assessment?  

9. In your view, how consistent are messages about assessment to pre-service 

teacher candidates?  

10. Are there key individuals or opportunities for learning that shape assessment 

education in your program? 
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Appendix VIII 
Chapter 4 & 5: General Research Ethics Board Approval 
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Appendix IX 
Chapter 4: Approaches to Classroom Assessment Inventory  

 

 

 

 
PART A: QUESTIONS ABOUT YOU AND YOUR TEACHING BACKGROUND 

 
My gender is: 

 Female 
 Male 
 Other 
 Prefer not to respond 

  
My age is: 
(Scroll down menu; range between 18-100) 
 
I currently live in: 
(Scroll down menu) 
Australia, New Zealand, Canada, United Kingdom, United States listed first 
All other nations listed alphabetically 
 
If participants select Canada, a list of provinces should appear 
If participants select United Kingdom, England, Scotland, Northern Ireland, and Wales should appear 
If participants select United States, a list of states should appear 
 
I am currently completing a teacher education program 
Yes (triggers Branch 1 of demographic questions) 
No (triggers Branch 2 of demographic questions) 
 

BRANCH 1 ITEMS 
 

At this point, approximately how much of your teacher education program (education courses 
and practicum) have you completed? 
(scroll down menu; range between 0-100% in 20% increments) 
 
I will be certified/licensed as a (select all that apply): 

 Primary teacher 
 Early elementary teacher 
 Upper elementary teacher 
 Middle grades/intermediate/junior high teacher 
 Senior grades/high school teacher 
 K-12 teacher 

  
I will be certified/licensed to teach (select all that apply): 

 Arts (visual and performing arts, etc) 
 Career and Technical Education (business, technology, etc) 
 English/Language Arts 
 English Language Learners/Linguistically Diverse 
 Gifted Education 
 History/Social Studies (geography, economics, government, etc) 
 Mathematics 
 Physical & Health 
 Sciences (biology, chemistry, physics, etc) 
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 Special Education 
 World/Foreign Languages 
 Aboriginal Education 
 Other: Please specify ______________________ 

  
I intend to work in: 

 A public school 
 A religiously affiliated school 
 An independent/private school 
 A charter school 
 A non-education sector 
 Other: please specify ______________________ 

 
During my pre-service teacher education program, I have or will complete the following 
preparation in assessment: 

 Two or more full-semester courses in assessment 
 A one-semester equivalent course in assessment 
 A short or mini course in assessment of less than one semester equivalency 
 A module in assessment (e.g., one face-to-face workshop, one online session) 
 One or more teaching methods courses with assessment topics integrated 
 No formal preparation in assessment 

 
  

I have completed the following (select all that apply): 
 Additional or advanced certification in education topics (e.g., additional qualification courses) 
 Master's Degree (MEd, MSc, MA, etc.) 
 Doctoral Degree (PhD or EdD) 

  
What is your motivation for pursuing teacher education (select all that apply): 

 I have a general interest in education 
 I have an interest in a specific content area 
 I believe a career in education can provide a balance between work and leisure  
 I believe a career in education can provides financial security 
 I believe that I am a great teacher 
 I believe that teacher education has a lower level of difficulty than other professional 

programs 
 My friends and family advised me to pursue teacher education 
 Other: Please specify________________________ 

 
If you would be willing to participate in future research on classroom assessment please provide 
your contact information (i.e., name, email) below. Please note this question is optional. 
Name 

  
Email 

  
  

We welcome your feedback. If you have any comments about this survey, please provide them 
here: 
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BRANCH 2 ITEMS 

 
I currently work as a: 

 Full-time teacher  
 Part-time teacher  
 Substitute teacher  
 School administrator  
 District administrator  
 Instructional coach or similar position  
 Teacher's aide or paraprofessional  
 Other: please specify ______________________  

 
I currently work in a(n): 

 Preschool 
 Elementary school 
 Middle school 
 Junior high school 
 High school 
 Not applicable/not working 
 Other: please specify ______________________ 

 
I have been a professional educator for _____ years: 
(scroll down menu; range between 0-70) 
 
I am certified/licensed as a (select all that apply): 

 Primary teacher 
 Early elementary teacher 
 Upper elementary teacher 
 Middle grades/intermediate/junior high teacher 
 Senior grades/high school teacher 
 K-12 teacher 
 I am not a certified/licensed teacher 

  
I am certified/licensed to teach (select all that apply): 

 Arts (visual and performing arts, etc) 
 Career and Technical Education (business, technology, etc) 
 English/Language Arts 
 English Language Learners/Linguistically Diverse 
 Gifted Education 
 History/Social Studies (geography, economics, government, etc) 
 Mathematics 
 Physical & Health 
 Sciences (biology, chemistry, physics, etc) 
 Special Education 
 World/Foreign Languages 
 Aboriginal Education 
 Other: Please specify ______________________ 
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I currently work in: 

 A public school 
 A religiously affiliated school 
 An independent/private school 
 A charter school 
 Other: please specify ______________________ 

  
The area in which my school is located can best be described as: 

 Urban 
 Suburban 
 Rural 
 N/A: Currently not teaching in a school 

  
On the standardized tests used in my school, the majority of students are performing at: 

 Above proficiency 
 At proficiency 
 Below proficiency 
 I don't know 
 N/A: Currently not teaching in a school 

 
During my pre-service teacher education program, I completed the following preparation in 
assessment: 

 Two or more full-semester courses in assessment 
 A one-semester equivalent course in assessment 
 A short or mini course in assessment of less than one semester equivalency 
 A module in assessment (e.g., one face-to-face workshop, one online session) 
 One or more teaching methods courses with assessment topics integrated 
 No formal preparation in assessment 
 I don't remember 

  
I have completed or am currently completing the following (select all that apply): 

 Additional or advanced certification (e.g., additional qualification courses) 
 Master's Degree (MEd, MSc, MA, etc.) 
 Doctoral Degree (PhD or EdD) 
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Score each statement from 1 to 6 in each column in response to the question and scale provide. 
 

 How competent 
am I regarding 
this? 

How relevant do I 
consider this to be 
in the classroom? 

How well did my 
university training 
prepare me for this? 

 (1) not at all 
competent 
(6) very competent 

(1) very relevant 
(6) not relevant at all 

(1) not at all 
(6) very well 

I recognise individual learning 
prerequisites and learning 
progresses. 

   

In designing my lessons, I 
make use of the insights 
gained by my diagnostic 
competence. 

   

I make use of different 
methods in evaluating 
achievement. 

   

I support pupils according to 
their individual prerequisites 
and needs. 

   

In evaluating achievement, I 
adequately combine a social 
and an individual perspective. 

   

I am aware that teachers’ 
evaluations may be subjective. 

   

I take into account that 
evaluations and expectations 
influence the learning process. 

   

I stipulate and then respect 
transparent evaluation criteria. 

   

My evaluations refer to 
learning outcomes defined 
beforehand. 

   

I use evidence from 
educational research in my 
own work. 

   

I use evidence from research 
on teaching and learning in 
planning and conducting 
projects. 

   

In teaching and in school, I 
make use of evaluation 
techniques and instruments. 

   

I use evaluation results to 
optimise my teaching and 
behaviour in school. 
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PART B: SCENARIO-BASED QUESTIONS 
 
You will be presented with five scenarios in this section. Each scenario has 4 questions. Please 
respond to the scenario based on your own teaching context (i.e., grade, school, community). For 
each question, please identify how likely you are to do each of the following actions. 
 
Scenario 1: You give your class a paper-pencil summative unit test with accommodations and 
modifications for identified learners. Sixteen of the 24 students fail.  
 
Question 1: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1. Record the test grade as each student’s summative assessment 
for the unit but reduce the weight of the test in the final grade. 

      

Action 2. Based on your analysis of the test, reteach parts of the unit 
focusing on items students struggled with, give students opportunities to 
apply their learning, and then re-test the material. 

      

Action 3. Ask students to reflect on their test preparation, analyze their 
test responses, and make a personal plan for re-learning the material. 
Then re-test the material. 

      

 
Question 2: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1. Recognize that your test design may be flawed and design a revised 
unit test to give students. 

      

Action 2. Remove test questions that most students failed and re-calculate 
student scores without those questions. 

      

Action 3. Schedule student conferences (individual or group) to discuss 
grades, areas of confusion, and next steps. 
 

      

Question 3: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Allow all students to retake a similar test and average the two 
grades. 

      

Action 2: For students with exceptionalities, who failed the test, discuss a 
new assessment that would appropriately demonstrate his/her learning. 

      

Action 3: Discuss with each student who failed the test a new assessment 
that would appropriately demonstrate his/her learning. 

      

 
Question 4: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Analyze test questions that the majority of students consistently 
answered incorrectly. Then provide students with new questions to test 
those concepts. 
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Action 2: Consider student test scores in light of previous, formative 
assessment information available for each student. Consider this 
information and adjust grades accordingly. 

      

Action 3: Reflect on student performance, considering item wording and 
student circumstances contributing to failure in relation to previous 
assessment information. Then adjust grades accordingly. 

      

 
Scenario 2: You discover that one of your students has plagiarized some of his assignment (e.g., 
an essay, lab report).  
 
Question 5: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Administer consequences in alignment with school policies on 
plagiarism. 

      

Action 2: Have him highlight the plagiarized text and then rewrite the 
section in his own words. As a teacher, reflect on how this incident might 
inform your future teaching practice. 

      

Action 3: Ask him to document how he obtained and used reference 
materials for the assignment and what he would do differently next time. 
Have him write a work plan for re-doing the assignment. 
 

      

Question 6: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Reflect on how you as a teacher designed and presented the 
assignment. In future, ensure that you deliberately design opportunities 
for students to learn about plagiarism. 

      

Action 2: Grade aspects of student work that are original and deduct 
points for the plagiarized sections. 

      

Action 3: Talk with him about the severity of plagiarism and negotiate 
potential next steps for his learning. 

      

 
Question 7: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Explain to him the policy on plagiarism and how you 
consistently apply the policy so that it is fair for all students. 

      

Action 2: Consider his specific learning needs and exceptionalities 
before determining whether or not to apply the general plagiarism 
policy. 

      

Action 3: Conference with him to review the implications of plagiarizing 
and agree upon an appropriate alternate assignment. 

      

 
Question 8: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Consult school policy on plagiarism and implement 
consequences consistent with the policy. 

      



 

 
 

283 

Action 2: Consider the original aspects of the assignment and the 
plagiarized text to determine what he knows and does not appear to know 
about the content expectations. 

      

Action 3: Examine extenuating circumstances that led to the plagiarism 
and then develop an alternative assignment to assess the expectations 
relevant to the plagiarized sections of the assignment. 

      

 
Scenario 3: Out of 28 students in your class, 4 students are classified/identified with an 
exceptionality and have an Individual Education Plan (IEP) (i.e., each student requires 
accommodations but not a modified curriculum) as well as several other unidentified students 
with differentiated learning needs. You must decide how to accurately measure learning in your 
class. 
 
Question 9: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Provide the 4 identified students with accommodations on all 
summative assessments. 

      

Action 2: Implement scaffolded formative assessments with all of your 
students based on their individual learning needs, leading up to the final 
accommodated unit test. 

      

Action 3: Allow each student to develop a personal learning plan based 
on his/her strengths, learning needs, and the learning goals. 

      

 
Question 10: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Design a variety of assessment tasks and allow students to 
choose how they will demonstrate their achievement of learning 
expectations. 

      

Action 2: Accommodate your rubrics and scoring guides to reflect 
identified students’ IEPs. 

      

Action 3: Explain to students and parents the purpose of 
accommodations and how they will be implemented and communicated 
on students’ report cards. 

      

 
Question 11: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Grade students based on the same assessments including 
homework, quizzes, and a unit test. 

      

Action 2: Ensure students with identified learning exceptionalities are 
provided with accommodations on all assessment tasks. 

      

Action 3: Provide a variety of assessment options for all students based 
on their individual learning needs. 

      

 
Question 12: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
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Action 1: Use the same scoring rubric for all students.       
Action 2: Develop different scoring rubrics for identified students.       
Action 3: Use the same scoring rubric for all students but use 
professional judgment to apply criteria differently based on individual 
student ability. 

      

 
Scenario 4: You are planning a unit for your class. 
 
Question 13: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Start by designing a summative evaluation and use backward 
planning to create your lesson plans. 

      

Action 2: Design formative assessments to be used during instruction. Use 
information from these assessments to guide the design of subsequent 
lessons, learning activities, and summative assessment tasks. 

      

Action 3: Start by reviewing the curriculum learning expectations with 
students and require each student to develop a personal learning and 
assessment plan for the unit. 

      

 
Question 14: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Design a summative evaluation that covers all relevant 
curriculum expectations for the unit. 

      

Action 2: Consider how grades are determined in your class and the 
weighting of assignment. Then design assessments for the unit based on 
weighting decisions. 

      

Action 3: Co-construct learning goals and discuss assignments and 
grading criteria for the unit with your students. 

      

 
Question 15: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Plan class lessons and assessments that are the same for all 
students and encompass the curriculum expectations. 

      

Action 2: Give all students a diagnostic assessment at the beginning of 
the unit to group students for differentiated learning and assessment 
activities. 

      

Action 3: Give all students a diagnostic assessment at the beginning of 
the unit and have students use their results to select appropriate learning 
and assessment activities. 

      

 
Question 16: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Use externally generated quizzes and unit tests (i.e., 
professionally developed, online resources, peer teacher) to measure 
student learning.  
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Action 2: Develop assessments based on the content and activities of your 
enacted lessons. 

      

Action 3: Develop assessments based on questions/activities that have 
worked well with other students like yours but adjust them to take into 
consideration the content and activities of your enacted lessons. 

      

 
 

      

Scenario 5: A parent of one of your classified/identified students is concerned about an upcoming 
standardized test.  
 
Question 17: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Tell the parent that a standardized test will provide important 
information on how the school system is working for all students and the 
results will allow school districts to invest resources where improvement 
is needed. 

      

Action 2: Tell the parent that the standardized test will provide feedback 
on her child’s learning towards educational standards and help guide 
teaching and learning. 

      

Action 3: Tell the parent that the standardized test will provide students an 
opportunity to develop learning strategies, test-preparation skills, and 
goals for their learning. 

      

 
Question 18: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Tell the parent that prior to the standardized test, all students 
will complete practice tests to prepare and become familiar with the 
standardized test format. 

      

Action 2: Tell the parent how the standardized test will (or will not) be 
incorporated into her child’s report card grade and how it will facilitate 
instructional decisions. 

      

Action 3: Tell the parent that the purpose of standardized testing will be 
explained in detail to all students prior to taking the test and their test 
results will be explained to students and parents. 

      

 
Question 19: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Tell the parent that all eligible students in the class must 
complete the standardized test. 

      

Action 2: Tell the parent that her child’s IEP will be consulted prior to 
testing and appropriate accommodations will be provided. 

      

Action 3: Tell the parent that standardized tests are required but 
classroom assessments can be fully accommodated for the student's 
individual learning needs. 
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Question 20: As a teacher in this situation, how likely are you to do each of the following actions? 
 Not at all 

likely 
Highly 

likely 
Action 1: Tell the parent that standardized tests are designed to provide a 
measure of students’ achievement across the school district. 

      

Action 2: Tell the parent that report card grades allow parents to draw 
more valid conclusions than standardized tests about her child’s growth 
and achievement in relation to curriculum expectations. 

      

Action 3: Tell the parent that standardized tests, in conjunction with report 
card grades, allow parents to draw more informed conclusions about their 
child’s growth and achievement than either source alone can provide. 

      

 
 
PART C: QUESTIONS ABOUT YOUR INTERESTS IN LEARNING ABOUT ASSESSMENT 

 
1. What are your preferred methods for learning about assessment? (drag and drop the numbers 
to indicate your 3 top preferences) 
 #1 #2 #3 
Self-directed learning (e.g., action research, professional reading - text or online)     
Individual learning (e.g., one-on-one coaching, peer teacher mentor, co-teaching)    
Small-group learning (e.g., professional learning community, collaborative inquiry, 
book study group)  

   

School-based learning (e.g., whole school on-site professional development sessions)    
Out-of-school learning (e.g., conferences, external workshops, university and 
continuing education courses) 
 

   

Please describe any other preferred method for learning (optional): 

  
 
2. Over the last 3 years, what are the most common methods you have experienced when learning 
about assessment? (rank up to 3 responses by dragging and dropping the numbers to the text) 
 #1 #2 #3 
Self-directed learning (e.g., action research, professional reading - text or online)     
Individual learning (e.g., one-on-one coaching, peer teacher mentor, co-teaching)    
Small-group learning (e.g., professional learning community, collaborative inquiry, 
book study group)  

   

School-based learning (e.g., whole school on-site professional development sessions)    
Out-of-school learning (e.g., conferences, external workshops, university and 
continuing education courses) 

   

I have not engaged in any formal learning about assessment    
 
    

3. Have you completed an online course in assessment? 
 Yes 
 No 

  
4. How effective would an online course in assessment be for your professional development? 
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PART	A:	SCENARIO-BASED	QUESTIONS
	

You	will	be	presented	with	five	scenarios	in	this	section.	Each	scenario	has	3-4	questions.	Please	respond	to	the	scenario	based	on	your	own
teaching	context	(i.e.,	grade,	school,	community).	For	each	question,	please	identify	your	ideal	response.

Scenario	1

You	give	your	class	a	paper-pencil	summative	unit	test	with	accommodations	and	modifications	for	identified	learners.	Sixteen	of	the	24
students	fail.	As	a	teacher	in	this	situation,	your	ideal	priority	would	be	to:

Question	1

Question	2

Question	3

Question	4

Record	the	test	grade	as	each	student’s	summative	assessment	for	the	unit	but	reduce	its	weight	in	the	final	grade.

Based	on	your	analysis	of	the	test,	reteach	parts	of	the	unit	focusing	on	items	students	struggled	with,	give	students	opportunities

to	apply	their	learning,	and	then	re-test	the	material.

Ask	students	to	reflect	on	their	test	preparation,	analyze	their	test	responses,	and	make	a	personal	plan	for	re-learning	the	material.

Then	re-test	the	material.

Recognize	that	your	test	design	may	be	flawed	and	design	a	revised	unit	test	to	give	students.

Remove	test	questions	that	most	students	failed	and	re-calculate	student	scores	without	those	questions.

Schedule	student	conferences	(individual	or	group)	to	discuss	grades,	areas	of	confusion,	and	next	steps.

Allow	all	students	to	retake	a	similar	test	and	average	the	two	grades.

Ensure	students	with	identified	learning	exceptionalities	retake	a	similar	test	and	take	the	better	of	the	two	grades	for	those

students.

Have	each	student	who	failed	the	test	negotiate	with	you	a	new	task/activity	that	would	appropriately	demonstrate	their	learning.

Analyze	test	questions	that	the	majority	of	students	consistently	answered	incorrectly.	Then	provide	students	with	new	questions	to

test	those	concepts.

Consider	student	test	scores	in	light	of	previous,	formative	assessment	information	available	for	each	student.	Consider	this

information	and	adjust	grades	accordingly.

Reflect	on	which	students	failed,	considering	wording	of	test	items	and	extenuating	circumstances	that	may	have	contributed	to

the	failure	in	relation	to	previous	assessment	information.	Then	adjust	grades	accordingly.
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Scenario	2

You	discover	that	one	of	your	students	has	plagiarized	some	of	his	assignment	(i.e.,	an	essay).	As	a	teacher	in	this	situation,	your	ideal
priority	would	be	to:

Question	5

Question	6

Question	7

Question	8

Administer	consequences	in	alignment	with	school	policies	on	plagiarism.

Have	him	highlight	the	plagiarized	text	and	then	rewrite	the	section	in	his	own	words.	As	a	teacher,	reflect	on	how	this	incident

might	inform	your	future	teaching	practice.

Ask	him	to	document	how	he	obtained	and	used	reference	materials	for	the	assignment	and	what	he	would	do	differently	next

time.	Have	him	write	a	work	plan	for	re-doing	the	assignment.

Reflect	on	how	you	as	a	teacher	designed	and	presented	the	assignment.	In	the	future	ensure	that	you	deliberately	design

opportunities	for	students	to	learn	about	plagiarism.

Grade	the	aspect	of	student	work	that	are	original	and	deduct	grades	for	the	plagiarized	sections.

Talk	with	him	about	the	severity	of	plagiarism	and	negotiate	potential	next	steps	for	his	learning.

Explain	to	him	the	policy	on	plagiarism	and	how	you	consistently	apply	the	policy	so	that	it	is	fair	for	all	students.

Consider	his	specific	learning	needs	and	exceptionalities	before	determining	whether	or	not	to	apply	the	general	plagiarism	policy.

Conference	with	him	to	review	the	implications	of	plagiarizing	and	agree	upon	an	appropriate	alternate	assignment.

Consistently	apply	a	grade	of	zero	to	the	plagiarized	work.

Consider	the	original	aspects	of	the	assignment	and	the	plagiarized	text	to	determine	what	he	knows	and	does	not	appear	to	know

about	the	content	expectations.

Examine	extenuating	circumstances	that	led	to	the	plagiarism	and	then	develop	an	alternative	assignment	to	assess	the

expectations	relevant	to	the	plagiarized	section	of	the	assignment.
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Scenario	3

Out	of	28	students	in	your	class,	you	have	4	identified	students	on	Individual	Education	Plans	(IEP)	(who	require	accommodations	but	not
modified	curriculum)	as	well	as	several	other	unidentified	students	with	differentiated	learning	needs.	You	must	decide	how	to	accurately
measure	learning	in	your	class.

As	a	teacher	in	this	situation,	your	ideal	priority	would	be	to:

Question	9

Question	10

Question	11

Question	12

Provide	the	4	identified	students	with	accommodations	on	all	summative	assessments.

Implement	scaffolded	formative	assessments	with	all	of	your	students	based	on	their	individual	learning	needs,	leading	up	to	the

final	accommodated	unit	test.

Allow	each	student	to	develop	a	personal	learning	plan	based	on	his/her	strengths,	learning	needs,	and	the	learning	goals.

Design	a	variety	of	assessment	tasks	and	allow	students	to	choose	how	they	will	demonstrate	their	achievement	of	learning

expectations.

Adjust	your	rubrics	and	scoring	guides	to	reflect	accommodated	and	modified	programs.

Explain	to	students	and	parents	the	purpose	of	accommodations	and	how	they	will	be	implement	and	communicated	on	students’

report	cards.

Grade	students	based	on	the	same	assessments	including	homework,	quizzes,	and	a	unit	test.

Ensure	students	with	identified	learning	exceptionalities	are	provided	with	accommodations	on	all	assessment	tasks.

Negotiate	differentiated	assessments	for	all	students	based	on	their	individual	learning	needs.

Use	the	same	scoring	rubric	for	all	students.

Develop	different	scoring	rubrics	for	identified	students.

Use	the	same	scoring	rubric	for	all	students	but	use	professional	judgment	to	apply	criteria	differently	based	on	individual	student

ability.
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Scenario	4

You	are	planning	a	unit	for	your	class.	As	a	teacher	in	this	situation,	your	ideal	priority	would	be	to:

Question	13

Question	14

Question	15

Question	16

Start	by	designing	a	summative	evaluation	and	use	backward	planning	to	create	your	lesson	plans.

Design	formative	assessments	to	be	used	during	instruction.	Use	information	from	these	assessments	to	guide	the	design	of

subsequent	lessons,	learning	activities,	and	summative	assessment	tasks.

Start	by	reviewing	the	curriculum	learning	expectations	with	students	and	require	each	student	to	develop	and	negotiate	a

personal	learning	and	assessment	plan	for	the	unit	of	study.

Design	a	summative	evaluation	that	covers	all	relevant	curriculum	expectations	for	the	unit.

Consult	school	policy	to	decide	how	homework,	quizzes,	and	the	summative	evaluation	will	be	weighted	in	the	overall	grade	for

the	unit.

Co-construct	learning	goals	and	discuss	assignments	and	grading	criteria	for	the	unit	with	your	students.

Plan	class	lessons	and	assessments	that	are	the	same	for	all	students	and	encompass	the	curriculum	expectations.

Give	all	students	a	diagnostic	assessment	at	the	beginning	of	the	unit	to	group	students	for	differentiated	learning	and	assessment

activities.

Give	all	students	a	diagnostic	assessment	at	the	beginning	of	the	unit	and	have	students	use	their	results	to	select	appropriate

learning	and	assessment	activities.

Use	the	professionally	developed	quizzes	and	unit	test	provided	in	the	teacher’s	guide.

Develop	assessments	based	on	the	content	and	activities	of	your	enacted	lessons.

Develop	assessments	based	on	questions/activities	that	have	worked	well	with	other	students	like	yours	but	adjust	them	to	take

into	consideration	the	content	and	activities	of	your	enacted	lessons.



 

 
 

291 

8	of	21

Page	6

Scenario	5

A	parent	of	one	of	your	identified	students	is	concerned	about	upcoming	standardized	test.	As	a	teacher	in	this	scenario,	your	ideal	priority
would	be	to	explain	that:

Question	17

Question	18

Question	19

Question	20

Standardized	testing	provides	an	important	measure	of	how	the	school	system	is	working	for	all	students	and	the	results	allow

school	districts	to	invest	resources	into	schools	where	improvement	is	needed.

Standardized	tests	can	provide	feedback	on	students’	learning	towards	educational	standards	and	help	guide	teaching	and

learning.

The	standardized	test	will	provide	students	an	opportunity	to	develop	learning	strategies,	test-preparation	skills,	and	goals	for	their

learning.

Prior	to	testing,	all	students	will	complete	practice	tests	to	prepare	and	become	familiar	with	the	standardized	test	format.

Standardized	test	results	will	not	be	incorporated	into	her	child’s	report	card	grades	but	will	facilitate	instructional	decisions

regarding	subsequent	courses	or	programs.

The	purpose	of	standardized	testing	will	be	explained	in	detail	to	all	students	prior	to	testing	and	results	explained	to	students	and

parents.

All	eligible	students	in	the	class	must	write	the	standardized	assessment.

Her	child’s	IEP	will	be	consulted	prior	to	testing	and	appropriate	accommodations	will	be	provided.

Discuss	with	the	parent	why	standardized	tests	are	required	and	how	classroom	assessments	enable	greater	differentiation.

Standardized	assessments	are	designed	to	provide	a	measure	of	students’	achievement	across	the	school	district.

Report	card	grades	allow	parents	to	draw	more	valid	conclusions	about	their	child’s	growth	and	achievement	of	expectations	that

are	grounded	in	the	curriculum	and	prioritized	by	the	teacher	in	response	to	student	needs.

Standardized	assessments,	in	conjunction	with	report	card	grades,	allow	parents	to	draw	more	informed	conclusions	about	their

child’s	growth	and	achievement	than	either	source	alone	can	provide.
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PART	B:	QUESTIONS	ABOUT	YOUR	ASSESSMENT	PRACTICES

Please	self-assess	your	skill	level	in	relation	to	the	following	assessment	practices	using	the	scale
provided.

1.	My	practices	have	a	clear	purpose	(e.g.,	diagnostic,	formative,	summative)	that	supports	teaching	and	learning	towards	achievement	of
curriculum	expectations.

2.	My	assessment	practices	align	with	the	established	curriculum	expectations

3.	My	methods	and	types	of	assessment	allow	students	to	demonstrate	their	learning	in	diverse
ways.

4.	I	continuously	engage	students	in	the	assessment	process.

5.	I	use	assessment	evidence	to	enhance	students’	learning.

6.	I	provide	adequate	student	preparation	for	assessments	in	terms	of	resources,	time,	and	learning
opportunities.

7.	I	use	a	deliberate	and	continuous	strategy	to	communicate	purposes	and	uses	of	assessment	to
students.

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know
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8.	I	communicate	purposes	and	uses	of	assessment	to	parents/guardians	when	appropriate.

9.	My	assessments	are	responsive	and	respectful	of	the	cultural	and	linguistic	diversity	of	students

10.	I	differentiate	my	assessment	practices	to	meet	the	specific	educational	needs	of	all	students.

11.	My	assessment	decisions	are	only	influenced	by	factors	related	to	the	intended	purposes	of	the
assessment	or	the	curriculum	expectation	being	measured.

12.	I	provide	adequate	and	appropriate	information	so	that	students	and	parents	understand	the
meaning	of	the	feedback	and	grades	I	give.

13.	For	each	student	I	use	multiple,	well-designed	assessments	to	measure	learning	so	that	I	am
confident	in	the	grades	I	assign.

14.	I	monitor	and	revise	my	assessment	practice	to	improve	the	quality	of	my	instructional	practice.

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know
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15.	I	monitor	and	revise	my	assessment	practice	to	improve	my	students’	learning.

16.	I	am	able	to	use	a	variety	of	strategies	to	analyze	test	and	assessment	results	at	both	student
and	class	levels.

17.	I	ensure	that	my	assessments	are	fair,	reliable,	and	provide	valid	information	on	student
learning.

18.	I	provide	timely	feedback	to	students	to	improve	their	learning.

19.	I	provide	useful	feedback	to	students	to	improve	their	learning.

20.	I	use	student	performance	data	to	inform	instructional	planning	and	next	steps	for	individual
students	and	the	class	as	a	whole.

21.	My	grades	&	comments	are	grounded	in	the	evidence	I	have	collected	about	student
achievement	of	learning	expectations.

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know
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22.	My	reports	are	based	on	a	sufficient	body	of	evidence	and	provide	a	summary	of	student
learning	toward	meeting	curriculum	expectations.

23.	Throughout	units	of	instruction,	I	regularly	integrate	various	forms	of	formative	and	diagnostic
assessment.

24.	I	engage	students	in	monitoring	their	own	learning	and	using	assessment	information	to	develop
their	learning	skills	and	personalized	learning	plans.

25.	I	have	thought	deeply	about	my	approach	to	assessment.

26.	I	am	able	to	articulate	my	personal	philosophy	of	assessment	recognizing	its	alignment	and
misalignment	with	assessment	policies	and	theory.

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know

Novice Beginner Proficient Competent Expert Don’t	Know
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PART	C:	QUESTIONS	ABOUT	YOUR	PROFESSIONAL	LEARNING	INTERESTS	IN	ASSESSMENT

Please	prioritize	your	interest	in	learning	about	the	following	aspects	of	classroom	assessment	using
the	scale	provided.

Very	Low Low Moderate High Very	High

1.	Choosing	the	appropriate	purpose	of	assessment	(e.g.,	diagnostic,	formative,

summative)	based	on	instructional	goals	and	assessment	policies.

2.	Constructing	assessments	in	alignment	with	current	assessment	theory,

principles,	and	practices.

3.	Administering	assessments	in	alignment	with	current	assessment	theory,

principles,	and	practices.

4.	Scoring	assessments	in	alignment	with	current	assessment	theory,	principles,	and

practices.

5.	Interpreting	and	using	assessment	information	in	alignment	with	current

assessment	theory,	principles,	and	practices.

6.	Understanding	current	reporting	and	grading	policies	and	theories.

7.	Communicating	assessment	purposes,	processes,	and	results	to	students,

parents/guardians,	and	other	stakeholders.

8.	Cultivating	fair	assessment	conditions	for	all	learners,	with	sensitivity	to	student

diversity	and	exceptional	learners.

9.	Disclosing	accurate	information	about	assessments.	Protecting	the	rights	and

privacy	of	students	that	are	assessed.

10.	Understanding	psychometric	(i.e.,	technical)	properties	of	assessments	(e.g.,

reliability	and	validity).

11.	Integrating	formative	assessment	(including	assessment	for	and	as	learning)

during	instruction	to	guide	next	steps	in	teaching	and	learning.

12.	Analyzing	and	using	assessment	information	to	guide	instructional	decisions

and	support	student	learning.
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Please	indicate	your	preferred	mode(s)	of	educational	support	for	learning	about
assessment.

Not

preferred

Somewhat

preferred

Moderately

preferred

Preferred Highly

preferred

1.	Face-to-face	full-length	assessment	course	with	a	cohort	of	other	practising

teachers

2.	Face-to-face	short	assessment	module	with	a	cohort	of	other	practising	teachers

3.	Online	full-length	assessment	course	working	independently

4.	Online	full-length	assessment	course	working	with	cohort	of	other	practising

teachers

5.	A	series	of	short	online	assessment	modules	offered	as	independent	studies

6.	A	series	of	short	online	assessment	modules	working	with	cohort	of	practising

teachers

7.	Classroom-embedded	collaborative	learning/inquiry	working	with	colleagues

8.	Classroom-embedded	collaborative	learning/inquiry	working	an	expert

9.	Blended	learning	courses	(online	with	face-to-face)

10.	Webinars

11.	One-on-one	mentoring	with	peer	teacher

12.	One-on-one	mentoring	with	a	support	teacher

13.	Self-study	using	selected	resources	(e.g.,	literature,	video)

14.	Professional	development	workshops

15.	Other	(Please	describe	below):

Other	(Please	describe):

Type	here
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PART	D:	QUESTIONS	ABOUT	YOU	AND	YOUR	TEACHING	BACKGROUND

My	gender	is:

My	age	is:

How	many	years	have	you	been	teaching	(Full	Time	Equivalent)?

Type	here

What	year	did	you	complete	your	teacher	education	program?

Type	here

Where	did	you	complete	your	teacher	education	program?

Type	here

I	currently	work	in:

I	currently	work	in	the	following	region

Female Male Other

20-25 26-35 36-45 46-55 Over	55

The	public	school	system

The	separate	(i.e.,	Catholic)	school	system

An	independent	school

Alberta

British	Columbia

Manitoba

Ontario

New	Brunswick

Newfoundland

Northwest	Territories
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I	am	certified	as	a	(select	all	that	apply):

My	school	is	best	described	as	located	in	a:

During	my	pre-service	teacher	education	program,	I	took	the	following	courses	in	assessment:

Nova	Scotia

Nunavut

Prince	Edward	Island

Quebec

Saskatchewan

Yukon

United	States

Primary	teacher	(Grades	K-3)

Junior	teacher	(Grades	4-6)

Intermediate	teacher	(Grade	7-10)

Senior	teacher	(Grades	10-12)

Large	City	(e.g.,	London,	Ottawa,	Toronto)

Small	City	(e.g.,	Kingston,	Windsor,	Thunder	Bay)

Suburban	City	(e.g.,	Kanata,	Mississauga)

Town	(e.g.,	Napanee,	Prescott,	Cochrane)

Rural	Community

A	Northern	Community

A	full-year	course	in	assessment

A	one	semester	course	in	assessment

A	module	in	assessment	(under	10	hours)
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I	have	completed	the	following:	(select	all	that	apply)

Please	provide	your	email	address	to	be	entered	into	a	draw	to	win	one	of	10	$100	gift
certificate	(optional).	Note:	you	must	click	'submit'	on	the	next	page	to	enter	the	draw.

Type	here

Please	indicate	if	you	would	be	willing	to	participate	in	future	research	on	classroom	assessment	by
providing	your	contact	information	(i.e.,	name,	email,	phone)	below.	Please	note,	this	question	is
optional.

Type	here

We	welcome	your	feedback.	If	you	have	any	comments	about	this	survey,	please	provide	them	here:

Type	here

Click	NEXT	to	view	your	assessment	profile!
You	must	also	click	"SUBMIT"	on	the	next	page	to	complete	the	survey.

No	formal	and	discrete	assessment	course

Additional	Qualification	Courses	(AQs)

Additional	Qualification	Specialist

Additional	Qualification	Course	in	Assessment

Masters	Degree	(MEd,	MSc,	MA,	etc.)

Doctorate	Degree	(PhD	or	EdD)


