
Chapter 12
The Power of Assessment in Teacher Education

Judith Gulikers, Dominique Sluijsmans, Liesbeth Baartman and Paul Bartolo

Introduction

This chapter addresses three main assessment challenges faced in innovative assess-
ment practices and aims to encourage teacher educators to take up these challenges
in their assessment practices.

The first challenge is to establish a shift from de-contextualised tests to more
authentic assessments. This requires the development of assessments that observe
student teachers’ performance in situations that resemble the current and future
teaching practice as much as possible.

A second challenge is to increase student teachers’ involvement in assessment
by handing over the responsibilities of assessor from teacher educator to student
teacher. After all, one of the main responsibilities of teachers is to assess their pupils
in schools. For teacher educators, this means that they need to equip student teach-
ers with assessor skills, like developing appropriate assessment criteria and giving
adequate feedback on student performance.

Because assessment is a delicate issue and many important educational decisions
are based on assessment outcomes, it is important to assure the quality of assess-
ment. A third challenge is, therefore, that teacher educators critically evaluate the
quality of their own assessments and equip student teachers with the skills to do so
in their own future practice as well. This chapter addresses these three challenges
and offers practical guidelines for dealing with them in daily assessment practices.

Power of Assessment in Teacher Education

It is widely recognised that the main goal of professional higher education is to help
students to become ‘reflective practitioners’ who are able to reflect critically upon
their own professional roles (Schön, 1987). Teacher educators have the responsibil-
ity to educate student teachers to be competent teachers, who reflect on their own
practices and improve, develop and change constantly. To measure to what extent a
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student teacher is a competent teacher and to help student teachers to reflect on their
own practice and support their development, high-quality assessment is crucial. This
chapter addresses new models of assessment that give rise to innovative assessment
practices.

In the last few decades, educational testing practices changed from what is referred
to as ‘the testing culture’ to the ‘assessment culture’. The testing culture is charac-
terised by standardised tests, mostly of a multiple-choice format, that mainly address
factual knowledge or routine-based skills. Tests had a summative function, meaning
that they were conducted at the end of an instructional period to test and judge if
the students had learned what was presented in lectures or books, for the purpose of
certifying or grading students. A main quality criterion for tests was that they needed
to give a reliable score of the ‘true’ knowledge level of the student. Birenbaum (1996)
characterised educational practices during the testing culture by (1) knowledge trans-
mission as the main instructional method, (2) rote learning and (3) summative and
standardised testing.

These educational practices, however, did not stimulate students to develop com-
petences required for the changing labour market demands. Students were not
equipped with the necessary competences to be flexible in the changing world
and to continuously adapt and develop their own (teaching) practices. It was ex-
pected that assessment could play a crucial role in preparing student teachers to
become flexible and reflective teachers, as a growing body of empirical evidence
showed that assessment is one of the main driving forces behind student learn-
ing and competence development (e.g. Gibbs, 1992). This implies changing ideas
about the function of assessment in teacher education. Next to summative assess-
ment of learning, assessment should also be used during the learning process as
assessment for learning. This means that assessment is used to diagnose the current
level of competence and to give feedback on this current performance in order to
stimulate further development towards becoming a professional teacher (Elwood &
Klenowski, 2002). When assessment is used for this purpose, it is called formative
assessment.

Educational practices in the assessment culture are characterised by (1) instruc-
tion that aims at stimulating student learning; (2) learning based on active knowl-
edge construction and (3) both formative and summative assessment in the form
of contextualised, performance-based assessments that address professional compe-
tence development (Birenbaum, 1996, 2003). This shows that ‘assessment’ means
much more than only measuring and judging; it should play a crucial role in the
whole learning process. More emphasis is placed on congruence between instruction
and assessment, which should both focus on stimulating the development of com-
petences needed to flexibly perform various professional roles and on stimulating
reflection and lifelong learning skills by involving students as active participants in
the learning process.

In response to the assessment culture, portfolio assessment was introduced in
teacher education as a powerful tool to promote and support continuous monitoring
of students’ competence development (Klenowski, 2002). In fact, the use of elec-
tronic portfolios has become a new trend in teacher education. In a portfolio, student
teachers collect evidence of their learning process and/or competence levels, during
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several time intervals and through different kinds of assessment tasks. The evidence
is often organised around specific competences and may be supplemented with re-
flections on educational achievement and on personal and professional development.
Portfolios were primarily introduced to collect and assess performances in authen-
tic contexts and to encourage learners to reflect on their performances (Järvinen &
Kohonen, 1995). This chapter does not elaborate on portfolio assessment, however,
the assessments described here can all be part of a portfolio assessment. The first
challenge, for example, deals with developing assessments to assess authentic per-
formance often incorporated in portfolios.

Challenge I: Towards Authentic Assessments

The need to change assessments in interesting, authentic and contextualised tasks is
described as one of the main challenges in education (Birenbaum, 1996). Authentic
assessments are based in professional practice as much as possible and confront
students with situations that require them to demonstrate the competences profes-
sionals would use in the same situation in their daily practice (Gulikers, Bastiaens, &
Kirschner, 2004).

In teacher education, the importance of authentic assessment has been recognised
for quite some time (e.g. Darling-Hammond & Snyder, 2000). This resulted, for exam-
ple, in an increase of assessments conducted at the workplace, the schools. However,
these assessments require thoughtful planning. Teacher educators tend to develop
authentic assessments based on their own ideas of what professional practice entails,
instead of on thorough knowledge of authentic assessment. Cooper (1994) describes
an example in which mathematics teachers thought they developed a very realistic
mathematics assessment, while students perceived the assessments as artificial and
fake and they experienced the assessment as confusing. As a result, the assessment
hampered their learning. In other words, an authentic assessment must not only be
more realistic in the eyes of the teacher educator, but the student teachers must expe-
rience the assessments to be relevant and representative of their future professional
work (Gulikers, Bastiaens & Kirschner, 2004; McDowell, 1995). What makes this
even more complicated is that the perception of student teachers about what is, or is
not, an authentic assessment depends on the extent and nature of their practical work
experience. This implies that some kinds of authentic assessments might be more
useful in particular stages of the teacher education programme than others.

The following section describes a framework for the development or evaluation
of assessments with different degrees of authenticity and offers guidelines for the
way in which this framework can be applied in teacher education.

Five-Dimensional Framework for Assessment Authenticity, 5DF

Gulikers et al. (2004) and Gulikers, Bastiaens and Kirschner (2006) developed a
five-dimensional framework (5DF) that describes five main assessment qualities that
influence assessment authenticity, namely:
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1. Task. The assessment assignment that defines the content of the assessment, e.g.
using active teaching methods in your teaching that stimulates pupils to actively
participate in class.

2. Physical context. The environment in which student teachers have to perform the
assessment task, e.g. an assessment conducted in the teacher education institute,
in a simulated setting, or during their internship in a classroom with 30 pupils.

3. Social context. The interaction (im)possibilities during the assessment, e.g.
(im)possibilities to ask for assistance when a pupil gets really aggressive.

4. Form. The assessment method, independent of the content, e.g. assessing the task
‘using active teaching methods in your teaching’ with a written multiple-choice
or open-answer test compared to a performance assessment in which students
have to demonstrate their use of an active teaching method.

5. Criteria. The characteristics of the performance product/process that are valued,
e.g. are the pupils paying attention? Did the pupils show signs of learning? Did
the student teacher use more than one active teaching method successfully?

Changing from traditional tests to assessments that resemble teaching practice in
all possible ways is a major challenge. The rationale behind this framework is that
there is a range of possibilities between ‘completely authentic’ and ‘completely in-
authentic’ assessment and that there are several ways to increase the authenticity
of an assessment. The five dimensions of the framework reflect a realistic teaching
situation to a more or lesser degree. From an inauthentic perspective, the task ‘using
active teaching methods in your teaching’ can be assessed through an open-ended
answer test (form) conducted individually (social context) in the teacher education
institute (physical context) asking students to describe three concrete examples of
their use of active teaching methods that are evaluated against criteria developed by
the lecturer (criteria). From a more authentic perspective, this same task can be as-
sessed through a performance assessment (form) conducted during their internship
(the teaching practice of student teachers) in the classroom (physical context) in
which student teachers have to actively involve the pupils (social context) by their
teaching method and are assessed by criteria developed by their mentor at school
(criteria).

Thinking about authentic assessment as a means of assessment that has several
dimensions gives teacher educators tools to develop various kinds of authentic as-
sessments, both for assessing student teachers’ learning in teaching practice and at
the teacher education institute, for example through realistic case-based assignments
or project work based on professional problem situations. The 5DF legitimises au-
thentic assessments for both internal and external quality assurance, without arguing
that all assessments should strive for maximum authenticity.

Besides giving tools to develop and evaluate authentic assessments, this frame-
work also supports the development of various authentic learning situations. As
argued at the beginning of this chapter, the assessment culture places more em-
phasis on integrating teaching and assessment. A framework like 5DF supports the
development of authentic assessments and helps to increase the congruence between
assessment and instruction.
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Practical Implications: How to Use Authentic Assessments?

Based on research that examined student perceptions of the five dimensions of the
5DF, several guidelines were developed for using the 5DF to construct authentic
assessments during different phases of a learning trajectory.

General guidelines

� Confront students with authentic assessment early in their educational trajectory.
� Explicitly communicate the authenticity of a certain assessment and create mu-

tual understanding between involved stakeholders, like teacher educators, stu-
dent teachers and mentors.

� Use the 5DF in teams of teacher educators to explicate and discuss ideas con-
cerning authentic assessments, as well as to develop and evaluate authentic as-
sessments.

Rules of thumb concerning several authenticity dimensions

� Integrate instruction and assessment by offering opportunities to perform au-
thentic, integrated tasks (i.e. learning tasks/formative assessments) in and out of
school to prepare student teachers for summative authentic assessment.

� Stimulate teacher educators to keep up-to-date with developments and require-
ments in professional practice.

� Allow student teachers to tailor the assessment task and criteria to their own
situations, like work context, interest and learning goals.

Rules of thumb concerning specific authenticity dimensions

� Do not make the assessment task completely authentic for student teachers, but
help them to make the task authentic for themselves.

� Increase the authenticity of the physical context as student teachers gain more
experience with working or assessing in practice.

� Developing an authentic social context is less important than the other four di-
mensions.

� When considering an authentic social context, first deal with traditional beliefs
about individualistic or collaborative assessment.

� An authentic assessment form should involve multiple assessment methods and
moments for different aspects of job performance.

� Consider incorporating knowledge testing directed at knowing why as part of the
authentic assessment form.

� Involve teaching practice in the development and interpretation of authentic as-
sessment criteria.

� Authentic assessment criteria should deal with what is done in teaching practice,
as well as with how this is done. Criteria should change from being specific
and step-by-step to being more open and allowing more student interpretation as
students gain more experience with performing in practice.
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Challenge II: Towards Student Teachers as Assessors

Besides a shift from more knowledge-based and de-contextualised tests towards
more authentic assessments, a shift also occurred from teacher-directed assessment
to a perspective in which students are given more responsibility in their assessment
process. This shift fits with the need for student teachers to become self-directed pro-
fessionals, who are able to continuously self-assess their performance (Boud, 1995).
This self-directed assessment can be stimulated through the use of portfolio assess-
ment in which student teachers often have the primary responsibility in the selection
of the appropriate evidence and in reflecting on its relevance for their professional
development (Klenowski, 2002).

Another tool for the development of self-directed assessment skills is peer as-
sessment, which is the process whereby individuals evaluate the performances of
their peer(s) and provide feedback on these performances (Freeman, 1995). Peer
assessment can be introduced as a valuable tool to stimulate student teachers to
critically evaluate their own performances as well as those of colleagues and their
future pupils. Peer assessment is mainly used as a formative assessment tool, aimed
at stimulating professional development and giving constructive feedback in order
to stimulate further improvement.

There are various reasons why peer assessment is important for teacher edu-
cation. First, the importance of communication between teachers in schools has
been endorsed by many researchers. Teachers have to collaborate, learn from each
other and become a member of a learning organisation (Verloop & Wubbels, 2000).
Second, it is advisable to support student teachers to learn how to critically assess
the performance of peers, as they will have to play the role of assessor in their
future classrooms as well. A third reason is that after graduation, student teachers
are likely to rely on the judgement of their colleagues in the school to evaluate the
effectiveness of their teaching performance.

Thus, being able to interpret the work of colleagues and giving constructive feed-
back on these performances are necessary prerequisites for teachers’ professional
development and for improving their own functioning (Verloop & Wubbels, 2000).
However, assessing the work of peers is a skill that needs to be developed
(Birenbaum, 1996; Sluijsmans, Moerkerke, Dochy & Merriënboer, 2001). To under-
stand the use of peer assessment and ways to teach this type of skills, the peer assess-
ment skill was unravelled in several constituent skills (Sluijsmans, Brand-Gruwel,
Merriënboer & Martens, 2004).

As shown in Fig. 12.1, the three main skills for peer assessment are (1) defin-
ing assessment criteria, (2) judging the performance of a peer and (3) providing
feedback for future learning, for example giving constructive feedback about the
product of a peer. A training programme for peer assessment should be based
on these skills. The design of such a training programme results in a number of
peer assessment exercises, which should be embedded in an existing course. The
peer assessment exercises have a formative function in that they are aiming at
helping student teachers develop the skill of assessing each other’s performances
to give feedback about how the development of these skills can be supported.
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Fig. 12.1 The skills for peer assessment
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Figure 12.2 gives an example of authentic assessment about ‘using active teaching
methods in your teaching to stimulate participation of pupils’.

Research shows that activities as presented in Fig. 12.2 positively affect the de-
velopment of professional competences as well as the development of the skills to
assess peers. For example, discussing assessment criteria about ‘using active teach-
ing methods in the classroom’ with peers has a positive impact on the skill to use
these criteria to assess the performance of peers, but it also improves the student
teachers’ own performance in the use of active teaching methods in the classroom.
Thus, training in peer assessment skills improves at least two skills: the skill to
assess work of peers and a domain-specific skill.

Different Modes of Peer Assessment

Depending on the goals of the curriculum, different forms of peer assessments can
be introduced. Four considerations are central in deciding what kind of peer assess-
ment should be used.

The first consideration concerns the decision for assessing products or processes
of peers. When students assess their peers, the object of assessment is a certain
product or a process. A process-oriented peer assessment is useful when the free-
rider effect – students who do not participate well in groups – occurs. In process
assessment, students can evaluate the contribution of their peers to the collaborative
process. However, teacher educators should not use peer assessment as a tool for
sanctioning, but as a tool for learning. Discussing assessment criteria with student
teachers, focuses them on group roles and group functioning and require students to
use the same criteria several times during the collaboration process instead of only
at the end, might make the peer assessment more of a learning experience. Also for
product-oriented peer assessment, negotiating clear criteria and using multiple peer
assessment during one course will improve the positive effects of peer assessment.

A second consideration is whether the peer assessment should be qualitative
or quantitative. Quantitative nominations, rankings and ratings, which mostly only
contain a mark without additional feedback, have been found to create quite strong
adverse reactions (Hanrahan & Isaacs, 2001). For learning, it is more beneficial
to choose a qualitative approach. In line with the peer assessment model, students
write an assessment report or orally give their feedback to the peer instead of just
giving marks that contain little information. Subsequently, the teacher educator
could assess the quality of the peer feedback of each student. Thus, qualitative peer
assessment seems more valuable for student learning and development of the peer
assessment skills than quantitative peer assessment.

Thirdly, peer assessment can be communicated orally or in writing. Research
shows that student teachers initially find it difficult to express their feedback in
writing (Sluijsmans et al., 2004). However, reporting feedback face to face in a
group also entails insecure feelings. The advantage of an oral assessment is the
interaction with the peers so that the evaluation of the performance is a joint product
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First level Description

Define assessment criteria The students actively participate in a group discussion to reach
a common understanding about the assessment criteria for a
lesson in which the appropriate active teaching methods are
applied.

Judge the performance of a
peer

The students individually assess a video of a peer by first
analysing the lesson (= performance) and then formulating the
discrepancies between the observation and the predefined cri-
teria. The formulated discrepancies are written down in a peer
assessment report or orally expressed to the peer.

Provide (anonymous) feedback
for future learning

The students write a feedback report that provides feedback for
future learning. This feedback:

� Confirms that the peer’s understanding of what was required
in the observed performance was correct.

� Helps students to add information to their own knowledge
when they experience an information gap.

� Encourages the peer to replace the erroneous information
with more accurate information.

Second level Description

Develop ‘personal’ objectives
on the basis of given objectives
and group discussion

The students present their personal interpretations of what ac-
tive teaching methods are and in which class situation these are
appropriate and share this with the peers in a group session.

Describe a personal report on
the objectives

The students individually write a report that reflects their inter-
pretation of the objectives related to active teaching methods.

Relate objectives to assessment
tasks

In collaboration with their peers, the students relate the defined
objectives to the lessons they have to carry out to reach the ob-
jectives and formulate which part of the lesson contributes to
certain course objective.

Develop measurable criteria
for each assessment task

In collaboration with their peers, the students list the crite-
ria for the performance assessment in which the students have
to demonstrate their understanding and use of active teaching
methods in the classroom.

Analyse the performance of a
peer

The students individually apply the assessment criteria to the
product of a peer and they mark pieces of evidence, within this
product, that match an assessment criterion.

Formulate discrepancies in a
peer assessment report

The students write an assessment report about the quality of the
performance in the classroom which reflects evidence for reach-
ing the desired criteria at a certain level.

Formulate points for
improvement

The students write individually a number of points for improve-
ment based on the assessment criteria and the group discussions
in which the assessment criteria were decided.

Reflect on points of
improvement for the peer

Based on the assessed performance, the students individually
present ideas for improvement to the peer.
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Third level Description

Analyse given objectives The students interpret given course objectives based on prior
knowledge and personal values by asking questions as ‘What
do I know about active teaching methods?’ and ‘What are my
experiences with these methods?’

Summarise results of the group
discussion

The students take an active role in the group discussion and
write a report which represents the outcomes of the discussion.

Analyse the assessment task The students discuss the upcoming performance assessment
with the peers and formulate common criteria that they have to
meet to carry out the performance assessment in a proper way.

Fig. 12.2 Description of the constituent peer assessment skills in the context of ‘active teaching
methods’

of the student and the peers. This is particularly stimulated in peer assessment tasks
in which students discuss criteria and feedback rules.

A final consideration is whether the peer assessment should be anonymous or not.
In teacher education, it is important to shift from an anonymous to a non-anonymous
peer assessment, because teachers who work together have to learn from each other
(Verloop & Wubbels, 2000). Student teachers have to get used to an open discussion
about criteria and to giving constructive feedback face-to-face. On the other hand,
non-anonymous peer assessment might affect the objectivity of the assessment and
hinder students from being completely honest, give good argumentations and de-
velop their feedback skills. In teacher education, a non-anonymous peer assessment
seems desirable, but novices in peer assessment benefit more from an anonymous
setting, until they are used to giving and receiving feedback.

Guidelines for Peer Assessment

For those teacher educators who want to implement peer assessment, we present
some practical guidelines for implementing peer assessment:

� Develop student teachers, skills in peer assessment.
� Determine performance criteria before the course.
� Think backwards starting with analysing the desired performance to define as-

sessment criteria, instead of starting with instructional aims and treating the as-
sessment as an afterthought.

� Stimulate collaborative learning and discussion among peers.
� Create interdependency in which peers feel shared responsibility for the group

product, process or assessment.
� Start training students’ peer assessment skills in their first year of teacher

education.
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� Prevent illegitimate use of peer assessment, for example, as a sanction tool or to
decrease teacher load.

� Provide training for teacher educators in topics like performance assessment,
peer assessment and instructional design to increase the successful use of new
assessments.

� Create favourable conditions for implementation, both top-down and bottom-up.
� Aim at using peer assessment also as a tool for summative (certifying) assess-

ment.
� Support students to include peer assessments in their portfolio.

Challenge III: Towards Quality in Assessment

During the transition from a testing culture to an assessment culture, ideas of what
constitutes ‘good’ assessment have changed. The use of new modes of assessment
requires teacher educators to re-think how the quality of such assessments should
be determined and it is argued that a new system for evaluating assessment quality
is needed.

Assessment Programmes

We want to start this section with a word of warning. During the transition from a
test culture to an assessment culture, a large number of new and different assessment
methods have emerged, a few of which were discussed in this chapter. However, it is
unwise to assume that new modes of assessment are the panacea for all assessment
problems (Maclellan, 2004). New modes of assessment have their problems, too, and
some authors note that the claim that new modes of assessment are more valid and
suitable still needs empirical confirmation (e.g. Glaser & Silver, 1994). Moreover,
it would be unwise to ignore all knowledge of and experience with traditional tests.
Instead, we have to combine the virtues of both traditional tests and new modes of
assessment. Competences are such complex entities of knowledge, skills and attitudes
that it is often argued that one single assessment method cannot adequately cover all
aspects of a competence and a mix of methods should be used instead (e.g. Van der
Vleuten & Schuwirth, 2005). Therefore, the use of programmes of assessment, instead
of single methods, may be a valuable approach in the assessment culture. Within such
a programme, new modes of assessment (both formative and summative assessments)
can be combined with more traditional knowledge tests. As such, new modes of as-
sessment and traditional tests are not viewed as alternatives to each other, but they
rather play complementary roles (Baartman, Bastiaens, Kirschner, & Vleuten, 2006).

New Assessments, New Quality Criteria?

The quality of traditional tests is generally determined by quality criteria such as va-
lidity and reliability, but the question arises as to whether these criteria are sufficient
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for new modes of assessment. Because new and other modes of assessment are
added to the already existing ones, it is critical to also expand the quality criteria we
use to judge the adequacy of these different assessments.

Previous studies have described some problems with regard to the use of reliability
and validity to evaluate new modes of assessment (Baartman et al., 2007a). Reliability
is the degree to which the same results are obtained at a different time, in a different
context or by a different assessor. From a traditional point of view, reliability is defined
as test–retest accuracy or inter-rater reliability and is often achieved by standardisa-
tion. New assessments are not standardised and do not have one correct answer, which
makes ‘objective’ assessment impossible. Moreover, assessment is used to demon-
strate development instead of measuring a stable trait. In new modes of assessment,
reliability has to be defined in a different way. Reliable assessments require multiple
occasions, multiple contexts, multiple methods and multiple assessors.

When it comes to validity, the main problem is that many different definitions
of validity exist, like internal validity, construct validity, face validity. The breadth
and complexity of the concept make it difficult to work with it in practice (Crooks
& Kane, 1996). A new system for assessment quality should clarify and further
operationalise the concept of validity for practical use.

Twelve Quality Criteria for New Modes of Assessment

Based on literature research, an expert consultation and a consultation of teach-
ers (Baartman et al., 2006; 2007a; 2007b), 12 quality criteria for competence as-
sessment programmes were formulated. These quality criteria are put together in a
wheel, called the wheel of competence assessment (see Fig. 12.3).

In the wheel of competence assessment, the quality criteria are displayed in circles.
Fitness for purpose forms the basic quality criterion for all assessments and is related
to the previously mentioned importance of congruence between learning, teaching
and assessment (Biggs, 1996). The quality criteria in the inner layer are the more
basic quality criteria for all modes of assessment. Comparability and reproducibility
are derived from the traditional notion of reliability, but they are defined in a different
way. The outer layer of the wheel represents the new quality criteria originating in the
new assessment culture. The wheel itself is placed in a broader educational context
including the criteria of costs and efficiency and educational consequences, which
represent the connection of assessment with other aspects of education as a whole.

1. Fitness for purpose relates to the congruence of learning, teaching and assess-
ment as discussed previously in this chapter. It is crucial that the assessment
goals and the assessment methods are consistent with the instructional goals
and competences strived for.

2. Comparability addresses the fact that assessments should be conducted in a
consistent and responsible way for all students. Even though new modes of
assessment are less standardised and may differ between students, key features
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Fig. 12.3 The wheel of competence assessment

have to be consistent for all students. In addition, assessment conditions, pro-
cedures and criteria have to be similar for all students.

3. Reproducibility of decisions means that decisions made about students’ compe-
tence should not depend on coincidence but be based on multiple assessments,
multiple assessors and multiple occasions. In new modes of assessment, multiple
assessors judge the performance of learners and reach their final decision in an
open discussion. It is useful to use assessors with different backgrounds, as these
assessors perceive a student’s competences from a different point of view and
together they can give a balanced decision about the competences of the student.

4. Acceptability means that teacher educators, student teachers and school princi-
pals, as future employers, should approve the assessment criteria and the way
the assessments are carried out. They have to have confidence in the quality of
the assessment methods used. A possible way to increase the acceptability of
an assessment is to involve students in the development process of, for exam-
ple, the assessment criteria, by asking them what they think constitutes a good
performance.

5. Transparency relates to the fact that assessments must be clear and understand-
able to all participants. Assessors and students need to know and understand the
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assessment procedures and criteria to be able to prepare for the role of assessor
or to adjust their learning process.

6. Fairness means that all students get a fair and equal chance to demonstrate
their competences. All students need to be given the opportunity to demonstrate
their abilities and to maximise their potential. Therefore, a variety of methods
should be used to address the various learning styles or cultural backgrounds of
students.

7. Fitness for self-assessment means that assessment should stimulate the devel-
opment of self-regulated learning skills. Assessment can contribute to these
skills by using forms of self-assessment and peer assessment and by allowing
students to formulate new learning goals based on their own assessment results.

8. Meaningfulness implies that assessment should have a significant value for ed-
ucators, student teachers and school principals as future employers and provide
a challenging educational experience. Possibilities to increase meaningfulness
for students is to involve them in the assessment process (e.g. as described in
the section on peer assessment), to let them adjust the assessment to their own
personal interests (McDowell, 1995) or to give them an opportunity to decide
when they are ready to take the assessment.

9. Authenticity as a quality criterion for assessment has already been addressed
earlier in this chapter. It is generally described as the degree in which the as-
sessment reflects the competences needed in the future workplace.

10. Cognitive complexity resembles authenticity in that it also relates to the fu-
ture professional life, but it focuses on the fact that assessments should elicit
the cognitions of practitioners, in this case teachers, to solve problems related
to working in education. The use of performance assessments, however, is no
guarantee that higher cognitive skills are being measured. To gain insight into
the thinking processes of students, Maclellan (2004) suggests to encourage stu-
dents to clarify the rationale for their answer or action chosen.

11. Educational consequences pertain to the effects the assessments have on learn-
ing and instruction (Dierick & Dochy, 2001). A collection of evidence is needed
about the intended and unintended effects of the assessment on how teachers
and learners adjust their teaching and learning based on their expectations of the
assessment. For summative purposes, unintended factors and adverse impact
are especially important.

12. Costs and efficiency as a quality criterion is especially important when innovat-
ing towards new, more complex assessments. Assessment choices are not only
influenced by educational, didactical factors, but also by financial, managerial
and institutional factors. This criterion relates to the time and resources needed
to carry out the assessment, compared to its benefits.

What Do These Quality Criteria Mean for Teacher Education?

An important new insight in quality evaluation of new assessment is that quality is to
a great extent determined by how teacher educators use the assessment instruments.
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This implies that teacher educators should be able to critically review (their own)
assessment practices and teach about new assessment practices. This can be done
by, for example, using a self-evaluation procedure in which all those involved in
assessing student teaches, like teacher educators and mentors and school principals,
evaluate their own assessments. Self-evaluation seems to improve a critical attitude
towards one’s own practice, which is crucial for ongoing change and improvement
of high-quality assessment in teacher education (see Baartman et al., 2007b).

Conclusion

This chapter discussed three main challenges teacher educators face when develop-
ing high-quality assessments in the assessment culture. The goal of this chapter was
to encourage teacher educators to reflect on their current or intended assessment
practices. We tried to offer practical guidelines to develop more authentic assess-
ments for assessing learning in teaching practice as well as in the teacher education
institute, to get student teachers involved in the assessment process through using
different kinds of peer assessments and to critically evaluate and improve the qual-
ity of assessment programmes. However, assuring authenticity, student involvement
and quality is easier said than done. It will require professional development oppor-
tunities for teacher educators to enhance their assessment competences. Only then,
will they be able to teach as they preach.
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