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Section 1
Using Rubrics in Context

An overview of how rubrics are used- the different types employed for different assessment settings. This
covers a range of disciplines, HE and schools, and different countries. This section contains much of the
introductory descriptive stuff about rubrics and is best placed first.

Chapter 1
Using Rubrics for Language ASSESSIMENT ......ccc.eereiriiiiieriieieerieenieenieenie ettt et esteeteesbeebeebeebeeeeeeeenee 1
Laura E. Mendoza, University of Texas at El Paso, USA

Theuse of rubrics for classroom assessment has been evolving rapidly during the last decades. Unfortunately,
because rubrics across language classrooms are only sometimes standardized, some may provide a non-
friendly language for students, which is useless for their linguistic development. In addition to defining
rubrics from an array of perspectives, the present chapter presents possible benefits linked to the appropriate
use of rubrics among emergent bilinguals. Shabani and Panahi highlight essential benefits for students
when presented with language assessment tools, such as rubrics, and the authors use their observation
for this chapter. It aims to highlight the importance of rubrics in the language classroom in an effort for
educators, evaluators, and policymakers to be more conscious when creating and using rubrics.

Chapter 2
The Use of Rubrics for Drawing Graphs in Physics Education.............cccoevevvevciienciiencieecieeieeeieeeenn 16
Isul Aykutlu, Hacettepe University, Turkey

In physics classes, graphs are utilized for various topics to make sure students better understand the
relationship between variables. Graphs are especially useful for showing the relationship between
dependent and independent variables in experiments carried out in lab classes. There are various sub-
steps to drawing a graph. In order to draw a graph, students should have a good grasp of physics subjects;
moreover, they should know the characteristics of graphs and be able to form the graph according to
the steps. Using rubrics to assess students’ drawings at the end of this process, which involves multiple
skills, would ensure that the assessment is both more detailed and more reliable and valid. Moreover,
using rubrics in teaching how to draw a graph would contribute to students’ understanding of the graphs’
characteristics; it would also help students clearly see the steps as well as contribute to the improvement



of students’ drawings through self and peer assessment.

Chapter 3
Fostering Entrepreneurship Education by Improving Assessment Rubrics for Entrepreneurship
COMMPELEIICE. ... eneteeitee et ettt ettt ettt ettt e et e st e ettt ettt ebteesabeesabeeeabeeeabeeeabaeeabteesabeesabeeeabaesabaeebteesabeesabeens 34
Minna Hdamdldinen, LUT University, Finland
Anu Raappana, LUT University, Finland

This chapter describes a tool for assessing the development of learners’ entrepreneurship competence and
its construction process. Competence in entrepreneurship is promoted at all school levels, but there are very
few tools for teachers to assess the level or development of students’ entrepreneurship competence. It can
also be very unclear to teachers what should be assessed and when to assess a student’s entrepreneurship
competence. The rubric-based tool allows teachers to assess the development of alearner’s entrepreneurship
competence in an easy and simple way. The rubric also makes it possible to develop a teacher’s own
skills, as it gives an idea of what is being assessed when it comes to entrepreneurship competence. The
tool was developed in a participatory process with teachers, students, and researchers. Another special
feature of the presented tool is its internationality and the common contribution of different cultures to
the development of the assessment tool.

Chapter 4
Learning How to Become a Teacher Researcher: Using Rubrics to Support Evidence-Informed,
Research-Based PraCtiCe ........coo.uiiiiiiiiiiiieiieee ettt sttt sttt st 54
Emma O. Brien, Department of Language and Literacy Education, Faculty of Education,
Mary Immaculate College, Limerick, Ireland
Josephine Brady, Department of Language and Literacy Education, Faculty of Education,
Mary Immaculate College, Limerick, Ireland
T.J. O Ceallaigh, School of Education, University College Cork, Cork, Ireland
Katharine Babbitt, Department of Language and Literacy Education, Faculty of Education,
Mary Immaculate College, Limerick, Ireland
Andrea Brosnan, Department of Language and Literacy Education, Faculty of Education,
Mary Immaculate College, Limerick, Ireland
Emma Byrne, Department of Language and Literacy Education, Faculty of Education, Mary
Immaculate College, Limerick, Ireland
Erin Byrne, Department of Language and Literacy Education, Faculty of Education, Mary
Immaculate College, Limerick, Ireland
Rebecca Curtin, Department of Language and Literacy Education, Faculty of Education,
Mary Immaculate College, Limerick, Ireland
Lisa Gaffney, Department of Language and Literacy Education, Faculty of Education, Mary
Immaculate College, Limerick, Ireland
Karen O’Callaghan, Department of Language and Literacy Education, Faculty of
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Developing the teacher as a reflective practitioner has become a core facet of Irish teacher education, but
large gap exists between theory and practice. Research illustrates the positive value of rubrics in terms
of student self-reflection and self-regulation. However, few studies explore the use of assessment rubrics
within the broad context of the supervisory relationship. Drawing on Drytons extended supervisory
working alliance the authors explored how rubrics can foster student-supervisor relationships during the



research process. This study adopted a collaborative autoethnographic (CAE) methodology which enabled
the researchers to authentically capture the student and faculty perspectives. It was found that rubrics
provided transparency, identified expectations and a language for students to express and interrogate
their work. They provided a metadialogue to enable students to take ownership of the feedback process
questioning and initiating discussion with the supervisor. This supported the bonding process, shaping
conversations and providing the student with context for the feedback.

Chapter 5
The Use of a Rating Scale as a Formative and Shared Assessment Tool in Physical Education.......... 75
Daniel Bores-Garcia, Rey Juan Carlos University, Spain
Raul A. Barba-Martin, University of Leon, Spain
Gustavo Gonzdlez-Calvo, University of Valladolid, Spain
David Hortigiiela-Alcald, University of Burgos, Spain

This chapter presents the analysis of a formative and shared assessment experience in the subject of
physical education in secondary education in a high school in Spain. In the assessment process, an
assessment scale has been used as an assessment instrument, by means of which students have self-
assessed themselves, have been co-assessed by their peers and have received a hetero- assessment from
the teacher based on the criteria previously established in the instrument. After the implementation of this
experience, a study was carried out on the students’ perception of the formative and shared assessment
process and the use of the evaluation scale. A discussion group was held, and the teachers’ and students’
diaries were analyzed. The results show a feeling of motivation and commitment in the students to the
task and the group thanks to the feeling of being part of the process through the assessment.

Chapter 6

Effective Use of Rubrics in Student Evaluation: Best Practice E-Portfolios........ccccovvvvviiiiiviinneeneennn. 92
Elena Ramona Richiteanu-Nastase, Bucharest University of Economic Studies, Romania
Alexandru Robert Mihaila, Bucharest University of Economics Studies, Romania

This chapter clarifies first a number of concepts such as evaluation, traditional evaluation methods,
alternative evaluation methods, process-centered evaluation, and evaluation of student progress and
portfolios as an alternative evaluation method. The authors will approach the concept of rubrics as a
very useful evaluation tool, highlighting design and exemplification ways for some more commonly used
evaluation methods. Their advantages and disadvantages will be analyzed. After taking into consideration
the most important issues and controversies, the authors will analyze an example of good practice, namely
the use of rubrics in the evaluation of students with the help of e-portfolios, as an alternative method
of evaluation. The last part of the chapter is dedicated to discussions and recommendations for using
rubrics in evaluation. Aspects regarding the usefulness, but also the limits of the instrument, as well as
ways of further development, will be discussed.



Section 2
Developing Rubrics

The process of development with colleagues and with students. How this can be done and guides for
collaborative process and evaluation in different contexts?

Chapter 7
The Importance of Student Partnership in Rubric Construction, Discussion, and Evaluation........... 109
Allan Stephen Laville, University of Reading, UK
Lindsey Thompson, University of Reading, UK
Yue Yue, University of Reading, UK
Alexandra J. Hayward, University of Reading, UK
Victoria Grace-Bland, University of Reading, UK

The chapter explores the importance of utilising student-staff partnerships in the development and
evaluation of rubrics. The approach followed is underpinned by the University of Reading principles
for student-staff partnerships that centres student voice in the development of Teaching and Learning
initiatives. The chapter explores the challenges of engaging students with assessment rubrics and through
engaging in listening exercises, the actions taken to remove these barriers to engagement. The chapter
provides three case studies that detail practical recommendations to improving student assessment literacy
including in-class support for rubrics, additional support outside of the classroom e.g., assessment
rubric screencasts and discussion boards, and the importance of co-creation in creating new rubrics. The
chapter concludes by detailing the importance of student-staff partnerships in rubric development and
evaluation, but also detailing the additional support mechanisms that need to be in place to effectively
develop student and staff assessment literacy.

Chapter 8
Co-Production of Assessment Rubrics in an Online Education Context..........ccccceeervervierniernicnnnennne. 131
Anja Harrison, King’s College London, UK
Maren Breier, King’s College London, UK
Harriet Power, King’s College London, UK
Brenda P. Williams, King’s College London, UK

Marking rubrics is hailed as a transparent and effective way of supporting student success; enhancing
their ability to understand and use their learning environment to achieve their goals. Rubrics also enable
staff to mark fairly and consistently. Yet, to be successful, rubrics must be understandable to all and
there needs to be active engagement from students and staff alike. Understandability requires that the
wording be inclusive and considerate of student diversity, and this is especially true when considering
online courses where the student body is often more culturally diverse. Co-creation with students can
promote inclusivity and the development of meaningful and successful rubrics. This chapter provides a
step-by-step guide for co-creating and implementing rubrics in an online education context, developed
through collaboration with the co-creation student panel from the online programmes at the Institute of
Psychiatry, Psychology and Neuroscience, KCL.



Chapter 9

Facilitating Programme-Level Assessment Working Teams to Develop Shared Rubrics Across a

UG and PG Programme Portfolio in Business EQUCAtION ..........ccccevvieriieriiiniie e 149
Roisin Donnelly, Technological University Dublin, Ireland
Colin Hughes, Technological University Dublin, Ireland

This chapteris areflective study reporting on a College-wide common rubrics initiative in a Technological
University (TU) in Ireland. Assessment and feedback are enduring issues for the higher education sector
bothinIreland (as well as internationally). By addressing these priorities, we are focusing on the connected
areas of marking practices and feedback processes in a College of Business. The chapter highlights the
collaborative nature of an initiative on programmatic assessment design, its breadth of scope, and the high
levels of support provided to staff and students through the design process. In particular, rubrics are the
main focus of the chapter with an overview of Programme Learning Outcome (PLO) mapping provided
as part of the context. Four interdisciplinary rubric working teams were formed across the College of
Business to develop common rubrics in the areas of reflective practice, critical thinking, individual/
group presentation skills and industry consultancy projects. This programme-based study differs from
other previous work as it involves working on a consistent basis with the challenges of bringing cultures,
practices and understandings of disciplinary teams together in a technological university context. Findings
from our collaborative common rubric working teams showed the importance of avoiding designing
overly complex rubrics and of focusing on the student’s work providing evidence of meeting, exceeding,
or falling short of the quality being looked for. It also highlighted the importance of rubric literacy as we
were using qualitative language in all the target statements and advised staff to avoid subjective language
in favour of explicit guidance. We proposed the need for a common language on ‘Teamwork’ and on
proceeding with this as a College-wide approachd a similar structure or focus, using the same marking
rubric was recommended. We advised staff to work as a team to master the rubrics, and to ensure that
their students had m. Future work can explore the use of Al tools which can automate the feedback
process and provide lecturers with customised rubrics based on their specifications.

Chapter 10
Developing a Rubric to Evaluate the Dissertations Conducted in the Fields of Educational and
SOCIAL SCIBICES. ....eeuteiiieiieeiteeite ettt sttt bbbt e st sbe e s bt e s bt e s bt e s bt e s beesbee s bt e bt e beenbeenneen 174
Omer Acikgiz, Social Sciences University of Ankara, Turkey
Aydin Aslan, Selcuk University, Turkey
Korkut Kogak, Republic of Tiirkiye Ministry of National Education, Turkey
Asli Giinay, Social Sciences University of Ankara, Turkey
Nevzat Yavuz, The Scientific and Technological Research Council of Tiirkiye, Turkey

This study aims to develop a rubric to evaluate the dissertations implemented in the fields of educational
and social sciences. In the development of this rubric, the acquisition requirements concerning knowledge,
skills, and competence at the doctorate level in the European and Turkish qualifications frameworks, the
legal framework of Turkish higher education, and the perceptions of 12 experts in the fields of educational
and social sciences concerning the common competences of the dissertations were considered. The
rubric can contribute to the evaluation of dissertations completed in the field of educational and social
sciences concerning these dimensions and provide PhD students, researchers, and academics with a
guide to evaluate their academic studies based on an empirical instrument.



Section 3
New Perspectives on Rubrics

Moving the field forward through new perspectives, emerging contexts. Comments on limitations and
potential of rubrics and points to ways forward.

Chapter 11
Knowledge of Language in Rubric Design: A Systemic Functional Linguistics Perspective ............ 190
Chahna Gonsalves, King’s College London, UK

Rubrics have become popular tools for assessment and instruction in higher education. However,
language choice and rubric efficacy is a topic that has been largely overlooked in the literature and
teacher professional development. Composing an effective rubric—particularly for instructional and
formative contexts—is a complex task that requires teachers to think about the implications of their
linguistic choices for students’ awareness of what and how they learn. In this chapter, the author offers
a review of current research and guidance on effective rubric language. Second, this chapter uses the
theory of systemic functional linguistics (SFL) to explain how SFL-informed training in rubric design
can foreground language considerations to enhance teachers’ capacities in effective rubric design. Overall,
this chapter demonstrates that developing teachers’ knowledge about language and in turn their academic
and assessment literacy, is key to developing both types of literacy in students.

Chapter 12
Self-Assessment: Preservice Teachers’ Concepts, Instruments, and Practices...........ccocceeeveeeneeennen. 212
Elsa Maria Ferro Ribeiro-Silva, Faculty of Sports Science and Physical Education,
University of Coimbra, Portugal
Catarina Amorim, Faculty of Sports Science and Physical Education, University of Coimbra,
Portugal

This chapter focuses on self-assessment as a decisive assessment for students’ learning and offers the
results of a study done with 72 university students. The authors investigated preservice teachers’ views
on self-assessment, the instruments used, and the implications for their students’ learning. The results
showed that while preservice teachers appear to understand what self-assessment is theoretically, in
practice it is a non-systematic assessment with a planned day and criteria that is invariably quantitative.
It appears that it is done because it is legally required and not because teachers believe students need to
critically reflect on their learning.

Chapter 13

Using Rubrics as Feedforward Tools for Subject Contextualized Dialogue..........cc.ccocevveerieruennnenne. 229
Kendall Richards, Edinburgh Napier University, UK
Nick Pilcher, Edinburgh Napier University, UK

This chapter outlines an approach to using rubrics in a feedforward process using dialogue between
teachers and students that takes place before students hand in their assignments. As such, it aims to
complement existing research demonstrating the value of rubrics for feedback and for understanding
subject content and assignments. After reviewing some key work on the use of rubrics, the chapter outlines
theory around three areas; the importance of context to rubric terminology; the nature of dialogue; the
specificity of language to individual assignments to a degree that resists any universal or future transfer



to other assignments. The chapter then provides three examples of potential questions to focus dialogue
using rubrics to help students understand what is expected of them in their assignments. The approach
is then discussed, specifically in terms of the conditions that can facilitate it, and suggestions made for
how others could use it.

Chapter 14

Can Online Rubrics Develop Learners’ Metacognition? A Qualitative Case Study Analysis ........... 248
Milena Marinkova, University of Leeds, UK
Joy Robbins, University of Leeds, UK

The growing use of rubrics as tools that can enhance students’ learning has prompted an accompanying
growth of rubric research in higher education, with a wealth of positive findings. As of yet however,
these investigations have predominantly focused on paper-based rubrics or their digital static equivalent
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Preface

Welcome to Improving Learning Through Assessment Rubrics: Student Awareness of What and How
They Learn, a comprehensive reference book dedicated to exploring the use and potential of rubrics
in the assessment of university learning. This book, edited by Chahna Gonsalves and Jayne Pearson,
brings together a diverse range of perspectives, concepts, and practical experiences to shed light on the
dynamic and evolving field of learning-oriented assessment.

Educational assessment has long been a focal point in teaching and learning research, with the aim
of systematically gathering qualitative and quantitative evidence to evaluate students’ progress and
achievements. The criteria of dependence, usefulness, reliability, validity, and accuracy guide this process,
allowing educators to make informed decisions and provide valuable insights into students’ learning
journeys. It is within this context that rubrics, as valuable instruments, have emerged to facilitate suc-
cessful student learning from a competency-based approach.

This book sets out to achieve several key objectives. Firstly, it seeks to identify the strengths and
weaknesses of using rubrics for assessing university learning, aiming to improve the overall assessment
process. In an ever-changing landscape of higher education, the focus on learning-oriented assessment
has become paramount, emphasizing the importance of student progress and academic achievement
through formative tasks and continuous assessment.

Throughout the chapters of this book, the editors and contributors delve into various critical aspects
related to the use of rubrics in assessment. They explore the psycho-pedagogical implications of rubrics,
address reliability and validity concerns in rubric design, discuss the role of students in the assessment
process, examine the use of technology for assessment through rubrics, and consider the significance of
feedback, particularly “formative feedback,” in enhancing students’ awareness of their learning process.

Impacting Learning Through Assessment Rubrics is structured to provide theoretical insights, meth-
odological strategies, and practical resources that cater to a wide range of audiences, including educators,
researchers, postgraduate students, and education professionals involved in curricular and assessment
design responsibilities. The book’s scope extends from elementary education to higher education, en-
compassing vocational education as well.

Moreover, this book strives to contribute to the scientific debate surrounding the use of rubrics in
promoting meaningful student learning. By collating various perspectives and evidence-informed prac-
tices, it aims to provide an updated and comprehensive overview of the topic, fostering dialogue and
encouraging further research in this area.

Assessment is no longer merely a means of assigning grades; it has evolved into a powerful tool that
can positively impact learning outcomes. As the field of assessment continues to evolve, this book seeks
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to illuminate its participatory and shared nature, emphasizing that assessment is a collective effort aimed
at facilitating student learning.

The editors, along with the contributors, recognize that there are ongoing debates, unresolved issues,
and potential developments in the use of rubrics for assessing learning. This work, while modest, aims
to contribute honest efforts to further scientific knowledge and evidence-based practices concerning
rubrics in education.

In conclusion, Improving Learning Through Assessment Rubrics: Student Awareness of What and
How They Learn serves as a valuable resource for anyone interested in understanding, implementing,
and refining the use of rubrics for educational assessment. We hope that this book inspires educators,
researchers, and practitioners to engage in continuous improvement and foster a deeper appreciation for
the role of rubrics in enhancing the learning experience of students.

CHAPTER OVERVIEW
Section 1: Using Rubrics in Context

This section provides a comprehensive overview of the application of rubrics in various assessment
settings, delving into the diverse types of rubrics that are employed across a broad range of disciplines,
within higher education institutions, schools, and spanning across different countries. The ensuing
chapters equip readers with practical examples and case studies, which shed light on the implementa-
tion of rubrics within an assortment of courses and programs. The pivotal role of assessment rubrics
in global education becomes apparent as the text explores their significance in assurance of learning
and accreditation in higher education. These rubrics offer a lucid, consistent methodology for quantify-
ing and showcasing student achievement and learning outcomes. Assurance of learning pertains to the
process that confirms the acquisition of the anticipated knowledge, skills, and competencies by students
in a given course or program. On the other hand, accreditation involves the scrutiny of an institution
or a program’s quality and standards by an external body. Both these processes necessitate evidence
of student learning and improvement, which can be systematically and convincingly provided through
well-structured and effectively implemented rubrics.

Chapter 1: Using Rubrics for Language Assessment

In this opening chapter, Laura E. Mendoza from the University of Texas, United States, delves into the
rapid evolution of rubric usage in classroom assessment, particularly within the context of language
classrooms. The chapter highlights the challenge of non-standardized rubrics, which may present lan-
guage barriers for students and hinder their linguistic development. By offering diverse perspectives on
rubrics, the author explores the potential benefits of utilizing rubrics effectively, especially for emergent
bilinguals.

Drawing from the insights of Shabani and Panahi (2020), the chapter emphasizes the crucial advantages
that arise when language assessment tools, such as rubrics, are introduced to students. These benefits
include a better understanding of teacher and rater expectations, improved self-assessment capabili-
ties, enhanced revision skills, and an overall improvement in the quality of students’ writing tasks. By
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showcasing these advantages, the chapter aims to underscore the significance of incorporating rubrics
into language classrooms.

Ultimately, this chapter serves as a call to action for educators, evaluators, and policy-makers to be
more mindful when creating and using rubrics in language assessment. By recognizing the potential
impact of rubrics on student learning and development, the chapter seeks to empower stakeholders in
education to make informed decisions that foster a more inclusive and effective learning environment
for all language learners.

Chapter 2: The Use of Rubrics for Drawing Graphs in Physics Education

Authored by Isil Aykutlu from Hacettepe University, Turkey, Chapter 2 focuses on the application of
rubrics in the context of physics education, specifically concerning the drawing of graphs. In physics
classes, graphs play a crucial role in enhancing students’ understanding of the relationships between
variables. They serve as valuable tools, particularly in demonstrating the connections between dependent
and independent variables in laboratory experiments.

Drawing an accurate and meaningful graph requires students to possess a solid understanding of
physics concepts, as well as the ability to interpret and depict the characteristics of graphs. To achieve
this, they must follow various sub-steps in the graph-drawing process. This chapter emphasizes the
importance of assessing students’ graph drawings using rubrics, as it offers a more detailed and reliable
evaluation of their performance, making the assessment process more valid.

Furthermore, the chapter highlights the benefits of incorporating rubrics into the teaching process
itself. By using rubrics to instruct students on how to draw graphs, educators can contribute to their
comprehension of graph characteristics and aid in clearly outlining the necessary steps. Moreover, rubric-
based instruction encourages self-assessment and peer assessment, providing students with opportunities
for reflection and improvement in their graph-drawing abilities.

Through the utilization of rubrics, this chapter suggests that educators can foster a more effective
and comprehensive learning experience in physics education. The application of rubrics in assessing
and instructing graph drawing not only enhances the reliability of evaluations but also contributes to
students’ deeper understanding of the subject matter, ultimately empowering them to become proficient
graph-drawers and critical thinkers in the realm of physics.

Chapter 3: Fostering Entrepreneurship Education by Improving
Assessment Rubrics for Entrepreneurship Competence

Authored by Minna Hamildinen and Anu Raappana from Lappeenranta-Lahti University of Technology,
Finland, Chapter 3 centers on a comprehensive tool designed to assess learners’ entrepreneurship com-
petence and its creation process. Entrepreneurship competence is a crucial skill promoted at all levels of
education, but the lack of adequate assessment tools poses a challenge for teachers. This chapter addresses
this issue by introducing a rubric-based tool that facilitates the evaluation of students’ entrepreneurship
competence in a straightforward and accessible manner.

The rubric-based assessment tool not only empowers teachers to gauge the development of learners’
entrepreneurship competence but also provides clarity on what aspects should be assessed and when to
conduct assessments. By utilizing the rubric, teachers can gain insights into the specific dimensions of
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entrepreneurship competence that are being evaluated, thus further enhancing their own professional
skills in this domain.

One notable aspect of the tool presented in this chapter is its inclusivity and international scope. The
development process involved a participatory approach, with collaboration among teachers, students,
and researchers. This inclusive method ensures that the rubric is adaptable and applicable in diverse
cultural contexts, promoting a holistic understanding of entrepreneurship competence and its assessment
across different settings.

As educators strive to foster entrepreneurship education and cultivate essential skills in their students,
the rubric-based assessment tool outlined in this chapter serves as a valuable resource. By providing a
structured and effective means of assessing entrepreneurship competence, it not only empowers teachers
but also facilitates students’ growth and development in this critical area. Additionally, the international
perspective of the tool encourages cross-cultural contributions, enriching the overall learning experience
and fostering a deeper appreciation for entrepreneurship education on a global scale.

Chapter 4: Learning how to Become a Teacher Researcher: Using
Rubrics to Support Evidence-Informed, Research-Based Practice

Authored by Emma O. Brien, Josephine Brady, T. J. 0 Ceallaigh, Katherine Babbitt, Andrea Brosnan,
Emma Byrne, Erin Byrne, Rebecca Curtin, Lisa Gaffney, and Karen O. Callaghan, all affiliated with
Mary Immaculate College, Ireland, Chapter 4 delves into the vital aspect of developing teachers as
reflective practitioners within Irish teacher education. While the importance of reflective practice is
acknowledged, a significant gap often exists between theoretical principles and practical implementation.

This chapter sheds light on the positive impact of rubrics on student self-reflection and self-regulation,
offering valuable insights into their application within the framework of supervisory relationships. Draw-
ing upon Drytons’ extended Supervisory Working Alliance, the authors explore how rubrics can foster
productive student-supervisor relationships during the research process.

Employing a Collaborative AutoEthnographic (CAE) methodology, the researchers authentically capture
both student and faculty perspectives, providing a comprehensive and well-rounded understanding of the
subject matter. The findings demonstrate that rubrics play a pivotal role in promoting transparency and
identifying clear expectations for students. They provide a common language for students to articulate
and evaluate their work, enabling them to take ownership of the feedback process and actively engage
in discussions with their supervisors.

Moreover, rubrics serve as a metadialogue, facilitating bonding between students and supervisors
while shaping meaningful conversations about the research work. By offering a contextual framework
for feedback, rubrics empower students to comprehend and apply constructive feedback effectively,
ultimately fostering evidence-informed and research-based practice.

This chapter offers valuable insights for educators and teacher training institutions seeking to bridge
the gap between theoretical concepts and practical implementation of reflective practice. The application
of rubrics as a supportive tool in teacher research can significantly enhance the supervisory relationship,
promote reflective learning, and contribute to the overall growth and development of teacher researchers.
As we explore this innovative approach, we hope to inspire further research and exploration of rubrics
as a facilitator of evidence-informed, research-based practice in teacher education.
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Chapter 5: The Use of a Rating Scale as a Formative and
Shared Assessment Tool in Physical Education

Authored by Daniel Bores-Garcia, Raiil A. Barba-Martin, Gustavo Gonzalez-Calvo, and David Hor-
tigiiela-Alcald, affiliated with various Spanish universities, Chapter 5 explores a formative and shared
assessment experience in the context of Physical Education at the Secondary Education level in a high
school in Spain.

The chapter focuses on the utilization of an assessment scale as an assessment instrument in the
evaluation process. Through this rating scale, students actively participate in the assessment process by
engaging in self-assessment and co-assessment with their peers. Additionally, the teacher provides an
external evaluation based on criteria established in the instrument.

After implementing this formative and shared assessment approach, a study was conducted to explore
students’ perceptions of the process and their experience with the evaluation scale. The researchers em-
ployed various methods, including discussion groups and the analysis of teachers’ and students’ diaries,
to gain deeper insights into the impact of this assessment method.

The results of the study reveal that students exhibited heightened motivation and commitment to both
the task at hand and the overall group dynamic. This positive experience was attributed to the sense of
ownership and involvement that students felt by being integral participants in the assessment process.
The collaborative nature of the formative and shared assessment method fostered a sense of belonging
and investment in the learning journey.

By showcasing the benefits of this assessment approach, the chapter advocates for the wider adoption
of formative and shared assessment practices in Physical Education and other educational settings. The
incorporation of rating scales as assessment tools empowers students to take charge of their learning,
develop self-awareness, and engage in constructive evaluations, leading to a more enriched and mean-
ingful learning experience.

Overall, this chapter sheds light on the transformative impact of formative and shared assessment
in Physical Education and offers valuable insights for educators seeking to create more inclusive, col-
laborative, and student-centered learning environments. Through this exploration, we hope to inspire
educators to embrace innovative assessment practices that empower students as active participants in
their educational journey, ultimately fostering a positive and rewarding learning experience.

Chapter 6: Effective Use of Rubrics in Student Evaluation: Best Practice e-Portfolios

Authored by Elena Ramona Richiteanu-Nastase and Alexandru Robert Mihaila from Bucharest University
of Economic Studies, Romania, Chapter 6 offers a comprehensive exploration of the effective utiliza-
tion of rubrics in student evaluation, specifically focusing on best practice e-portfolios as an alternative
evaluation method.

The chapter commences by elucidating essential concepts related to evaluation, including traditional
and alternative evaluation methods, process-centered evaluation, and the evaluation of student progress.
Portfolios are introduced as a noteworthy alternative evaluation method. The authors then delve into the
concept of rubrics as a valuable and versatile evaluation tool, providing insights into their design and
exemplification for commonly used evaluation methods. The advantages and disadvantages of rubrics
are thoroughly analyzed, considering the most important issues and controversies surrounding their
implementation.
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In the subsequent sections, the chapter delves into a practical example of good practice—the use of
rubrics in student evaluation through e-portfolios. E-portfolios are explored as an innovative and com-
prehensive method of assessment that complements rubric-based evaluation. The authors shed light on
how this combination can enhance the evaluation process, offering a more holistic view of students’
progress and achievements.

The final part of the chapter is dedicated to discussions and recommendations for using rubrics in
evaluation. The authors critically examine the utility of rubrics and their limitations as an assessment
instrument. They also explore avenues for further development and improvement of rubric-based evalu-
ation practices.

Overall, this chapter serves as a valuable guide for educators and institutions seeking effective ways
to assess students’ progress and performance. By emphasizing the advantages and potential drawbacks
of rubrics and e-portfolios, the authors provide a comprehensive understanding of their combined impact
in student evaluation. Through thoughtful analysis and practical examples, this chapter inspires educators
to adopt best practices in using rubrics and e-portfolios for student assessment, ultimately contributing
to a more robust and student-centered evaluation process.

Section 2: Developing Rubrics

This section navigates through the dynamic process of developing rubrics for learning and assessment
with colleagues and students. Collaborative development provides a rich, engaging environment that
draws on the collective wisdom and experiences of a diverse team. To do this, the section presents a
comprehensive guide for engaging in productive collaboration, articulating steps to establish a clear
purpose, foster open dialogue, and encourage the active participation of all involved parties. It further
elucidates diverse modes of collaborative processes and their respective evaluations, catered to differ-
ent contexts, reflecting the diversity and variability of educational environments. This is important as it
democratizes the learning process, promotes ownership, and enriches the content with multiple perspec-
tives. Moreover, it fosters a sense of collective responsibility, enhancing commitment towards achieving
educational goals. The value of this process also lies in its potential to generate deeper understanding
and empathy among educators and learners, thereby creating a more inclusive and responsive learning
environment. Thus, this section is not just a practical guide for collaboration, but also a call to action
for educators to embrace the transformative potential of joint development in enhancing the quality and
relevance of education.

Chapter 7: The Importance of Student Partnership in
Rubric Construction: Discussion and Evaluation

Authored by Allan Stephen Laville, Lindsey Thompson, Yue Yue, Alexandra J. Hayward, and Victoria
Grace-Bland from the University of Reading, United Kingdom, Chapter 7 delves into the significance
of student-staff partnerships in the development and evaluation of rubrics. Anchored in the University
of Reading’s principles for student-staff partnerships, this chapter places student voice at the core of the
process to enhance teaching and learning initiatives.

The chapter delves into the challenges of engaging students with assessment rubrics and highlights
the efforts taken to overcome these barriers through active listening exercises. By incorporating stu-
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dent perspectives, the authors aim to foster greater student engagement and participation in the rubric
development process.

To illustrate the practical implications of student-staff partnerships in rubric construction, the chapter
presents three case studies. These case studies offer valuable insights and recommendations for improving
student assessment literacy. They advocate for in-class support for rubrics, including interactive discus-
sions to clarify rubric criteria and expectations. Additionally, the chapter emphasizes the importance of
supplementary support mechanisms outside the classroom, such as assessment rubric screencasts and
discussion boards, to provide further guidance and enhance students’ understanding of rubrics.

One essential aspect highlighted in the chapter is the concept of co-creation in developing new ru-
brics. By involving students in the construction of rubrics, educators can better align assessment criteria
with students’ needs and expectations, leading to more effective and meaningful evaluation processes.

In conclusion, the chapter emphasizes the critical role of student-staff partnerships in the development
and evaluation of rubrics. By actively involving students in the process, educators can enhance student
engagement, understanding, and ownership of the assessment process. The chapter also underscores the
importance of establishing additional support mechanisms to nurture both student and staff assessment
literacy effectively.

Overall, this chapter serves as a valuable resource for institutions and educators seeking to create
more inclusive and student-centered assessment practices. By adopting student-staff partnerships and
co-creation in rubric development, educators can foster a positive learning environment that empowers
students and promotes their active participation in the assessment process.

Chapter 8: Co-Production of Assessment Rubrics in an Online Education Context

Authored by Anja Harrison, Maren Beier, Harriet Power, and Brenda P. Williams from King’s Col-
lege London, United Kingdom, Chapter 8 delves into the significance of co-production in developing
assessment rubrics in the context of online education. Marking rubrics are highly regarded for their
transparency and efficacy in supporting student success, facilitating their understanding of the learning
environment and helping them achieve their academic goals. Rubrics also aid staff in fair and consistent
grading. However, for rubrics to be successful, they must be accessible to all stakeholders, necessitating
active engagement from both students and staff.

The chapter emphasizes the importance of creating rubrics that are comprehensible and inclusive to a
diverse student body, particularly in the context of online courses where cultural diversity is often more
pronounced. Understandability is key, and inclusive wording is crucial in accommodating the varying
backgrounds and experiences of students. Co-creation of rubrics with students becomes an effective
approach to fostering inclusivity and developing meaningful and successful rubrics.

To provide practical guidance on co-creating and implementing rubrics in an online education con-
text, the chapter presents a step-by-step guide. This guide has been developed through collaboration
with the co-creation student panel from the online programs at the Institute of Psychiatry, Psychology,
and Neuroscience, KCL.

By involving students in the rubric development process, educators can better align the assessment
criteria with students’ needs and perspectives, leading to more equitable and effective evaluation prac-
tices. The chapter showcases how co-production of rubrics not only enhances the understandability and
relevance of assessment criteria but also fosters a sense of ownership and empowerment among students.
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In conclusion, the chapter advocates for the integration of co-production practices in the creation of
assessment rubrics in online education settings. By leveraging the expertise and insights of both students
and staff, institutions can develop rubrics that promote inclusivity, understanding, and meaningful evalu-
ation for a diverse student population.

Overall, this chapter serves as a valuable resource for educators and institutions seeking to enhance
assessment practices in online education. By embracing co-creation principles and incorporating student
input, educators can create more accessible and student-centered rubrics that empower learners to excel
in their academic journey.

Chapter 9: Facilitating Program Level Assessment Working Teams to Develop
Shared Rubrics Across an UG and PG Program in Business Education

Authored by Roisin Donnelly and Colin Hughes from Technological University of Dublin, Ireland,
Chapter 9 presents a reflective study on a college-wide initiative undertaken in the Faculty of Business
at a Technological University in Ireland. Focusing on the critical area of assessment and feedback, the
chapter highlights the collaborative nature of the initiative, its broad scope, and the extensive support
provided to both staff and students throughout the programmatic assessment design process.

The chapter centers on the development of rubrics as the primary focus, with an overview of Program
Learning Outcome (PLO) mapping provided as context. To facilitate this process, four rubric working
groups were formed across the College, each assigned to develop common rubrics for specific areas:
reflective practice, critical thinking, presentation skills, and industry consultancy projects. The work of
these rubric groups was an integral part of the college-wide PLO mapping project.

This program-based study delves into the challenges of bridging cultures, practices, and understand-
ings within disciplinary teams in a technological university context. It emphasizes the complexities of
bringing together different perspectives and experiences to create shared rubrics that align with the
program’s learning outcomes and goals.

The chapter showcases the significance of collaboration and mutual understanding among faculty
members, staff, and students in the assessment design process. It underscores the importance of sup-
port mechanisms in fostering a conducive environment for the successful development of shared rubrics
across undergraduate and postgraduate programs in business education.

Ultimately, this chapter provides valuable insights into the practical implementation of programmatic
assessment and rubric development within a technological university setting. It highlights the collective
effort and commitment required to establish cohesive and effective assessment practices that align with
the institution’s overarching goals and promote student success.

In conclusion, the chapter encourages educators and institutions to embrace a collaborative and sup-
portive approach to assessment and feedback design. By fostering interdisciplinary partnerships and
engaging in ongoing dialogue, institutions can create shared rubrics that enhance the learning experience
for students and contribute to the continuous improvement of business education programs.
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Chapter 10: Developing a Rubric to Evaluate Dissertations
in Educational and Social Sciences

Authored by Omer A¢ikgoz, Aydin Aslan, Korkut Kogak, Ash Giinay, and Nevzat Yavuz from various
universities and institutions in Turkey, Chapter 10 presents a study focused on developing a rubric for
the evaluation of dissertations conducted in the fields of educational and social sciences.

The chapter outlines the key objectives of the study, aiming to create a comprehensive rubric that
considers the knowledge, skills, and competencies required at the doctoral level within the European
and Turkish Qualifications Frameworks. Additionally, the rubric development process takes into account
the legal framework of Turkish Higher Education and incorporates the perspectives of 12 experts in the
fields of educational and social sciences. By integrating these diverse elements, the authors aim to create
arobust and reliable rubric that can effectively evaluate dissertations within these academic disciplines.

The rubric’s significance lies in its potential to contribute to the evaluation of completed dissertations
in the educational and social sciences fields, providing a structured approach to assess academic studies
based on empirical evidence. As such, the rubric serves as a valuable guide for PhD students, researchers,
and academics, facilitating a more systematic and standardized evaluation process.

By utilizing this rubric, institutions and academic communities can establish consistent and objec-
tive evaluation criteria, fostering quality assurance and promoting the advancement of research within
educational and social sciences disciplines.

In conclusion, Chapter 10 highlights the importance of developing a well-structured and inclusive
rubric for assessing dissertations in educational and social sciences. The collaborative approach, involving
experts and considering various frameworks and legal aspects, ensures the rubric’s comprehensive nature
and its potential to elevate the quality of research and academic output in these fields. This contribution
to the field of educational and social sciences holds promise for advancing doctoral studies and further-
ing research excellence in Turkey and beyond.

Section 3: New Perspectives on Rubrics

This portion of the book pushes the boundaries of understanding rubrics by introducing fresh perspec-
tives and new contexts, fostering a discussion about their limitations, potential, and future directions.
The third section delves into the profound impact of rubrics on student learning, motivation, and faculty
professional development, with particular emphasis on their role in evaluating reflective practice.

In the field of teacher development, the section examines the significance of rubrics in fostering both
teacher and student assessment literacy. Assessment rubrics, when effectively designed and applied, offer
potent solutions to enhance assessment and feedback practices, an area often highlighted for improve-
ment in student experience surveys like the UK’s National Student Survey (NSS) and the Postgraduate
Taught Experience Survey (PTES). The 2022 NSS results confirmed the urgent need for reform in this
area, with only 69% of students expressing satisfaction.

The value of rubrics extends beyond immediate assessment practices, with the potential to boost student
metacognition. This gives students more control over their own learning process, leading to improved
outcomes. The pedagogical potential of rubrics is significant, despite some didactic limitations, and
their use as feedforward tools provides opportunities for meaningful, subject contextualized dialogue.

While acknowledging the profound implications for teacher development and training, the section
also anticipates the future of rubrics, encouraging further exploration and experimentation to unlock
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their full potential in a rapidly evolving educational landscape. This exploration will pave the way for
more strategic and impactful use of rubrics, ultimately enhancing both student learning and satisfaction.

Chapter 11: Knowledge of Language in Rubric Design: A
Systematic Functional Linguistics Perspective

Authored by Chahna Gonsalves from King’s College London, United Kingdom, Chapter 11 delves into
the critical but often overlooked aspect of language choice in rubric design. While rubrics have gained
popularity as valuable tools for assessment and instruction in higher education, their efficacy, particu-
larly in instructional and formative contexts, can significantly depend on the language used within them.

The chapter commences by providing a comprehensive review of current research and guidance
on effective rubric language. It highlights the importance of considering the implications of linguistic
choices on students’ awareness of their learning process and outcomes. Developing an effective rubric
that guides students’ understanding of what and how they learn requires thoughtful consideration of
language constructs.

To enhance teachers’ capacities in effective rubric design, the author introduces the theory of systemic
functional linguistics (SFL). This linguistic framework offers valuable insights into how language func-
tions in different contexts and can be employed to foreground language considerations in rubric design.
By integrating SFL-informed training, teachers can improve their rubric development skills, resulting
in more effective and student-friendly rubrics.

The chapter emphasizes the vital role of language knowledge in both teacher and student literacy
development. By enhancing teachers’ understanding of language constructs and their implications,
educators can better foster academic and assessment literacy in students. This, in turn, enables students
to comprehend assessment criteria, engage with feedback, and take ownership of their learning journey.

Ultimately, the chapter underscores the significance of developing teachers’ knowledge about lan-
guage and its impact on rubric design. Empowering educators with language-centered training can lead
to the creation of more meaningful and effective rubrics, enhancing the assessment and instructional
experience for both teachers and students.

In conclusion, Chapter 11 sheds light on the interplay between language and rubric design, provid-
ing valuable insights for educators seeking to improve their assessment practices. By embracing the
systematic functional linguistics perspective and incorporating language considerations in rubric design,
educators can promote student learning and literacy development, contributing to a more enriching and
impactful educational experience.

Chapter 12: Self-Assessment: Preservice Teachers’
Concepts, Instruments, and Practices

Authored by Elsa Maria Ferro Ribeiro-Silva and Catarina Amorim from the University of Coimbra,
Portugal, Chapter 12 delves into the critical aspect of self-assessment in students’ learning. The chapter
presents the findings of a study conducted with 72 university students, focusing on preservice teachers’
perspectives on self-assessment, the instruments they use, and the implications for their students’ learning.

The chapter highlights the significance of self-assessment as a pivotal form of assessment for promoting
student learning. While preservice teachers demonstrate a theoretical understanding of self-assessment,
the study reveals that in practice, it is often conducted in a non-systematic manner with quantitative
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criteria, typically planned on a designated day. This suggests a disconnect between the theoretical un-
derstanding and actual implementation of self-assessment.

The results indicate that preservice teachers may view self-assessment as a legal requirement rather
than an essential tool for students to critically reflect on their learning. The chapter sheds light on the
challenges and implications of this misalignment between understanding and practice, potentially hinder-
ing the full potential of self-assessment in supporting students’ growth and development.

By examining preservice teachers’ perspectives and practices related to self-assessment, the chapter
offers valuable insights into the need for further training and support in this area. Emphasizing the im-
portance of fostering a deeper understanding of self-assessment, educators can better equip preservice
teachers with the necessary tools and strategies to effectively implement self-assessment as a valuable
and meaningful assessment practice.

In conclusion, Chapter 12 calls attention to the gap between theoretical knowledge and practical
application of self-assessment in preservice teachers’ practices. The findings underscore the need for
a more thoughtful and intentional approach to self-assessment, one that goes beyond mere compliance
with legal requirements. By promoting critical reflection and student-centered assessment practices,
educators can harness the full potential of self-assessment as a powerful tool for enhancing students’
learning experiences and fostering their growth and development.

Chapter 13: Using Rubrics as Feedforward Tools for Subject Contextualized Dialogue

Authored by Kendall Richards and Nick Pilcher from Edinburgh Napier University, United Kingdom,
Chapter 13 presents an innovative approach to using rubrics as feedforward tools in a subject contex-
tualized dialogue between teachers and students. This process occurs before students submit their as-
signments, aiming to complement existing research on the value of rubrics for feedback and enhancing
students’ understanding of subject content and assignments.

The chapter begins by reviewing key research on the use of rubrics, establishing their importance in
the assessment and feedback process. It then delves into three crucial areas of theory: the significance
of context in rubric terminology, the nature of dialogue between teachers and students, and the specific-
ity of language tailored to individual assignments, making it challenging to universally transfer rubric
usage to future assignments.

Subsequently, the chapter provides three examples of potential questions that can guide the dialogue
using rubrics to help students grasp what is expected of them in their assignments. This approach high-
lights the role of rubrics as tools for feedforward, facilitating meaningful discussions between teachers
and students to enhance the students’ understanding of assignment requirements and expectations.

The chapter further examines the conditions that facilitate this feedforward process and discusses
how educators can apply this approach effectively. By engaging in contextualized dialogue using ru-
brics, teachers can provide tailored guidance and support to students, leading to improved assignment
outcomes and learning experiences.

In conclusion, Chapter 13 emphasizes the value of using rubrics as feedforward tools for subject
contextualized dialogue. By engaging in proactive discussions with students before the assignment
submission, educators can enhance students’ comprehension of assignment expectations and encourage
deeper engagement with subject content. The chapter’s practical examples and suggestions offer educa-
tors valuable insights into implementing this approach in their teaching practices, ultimately benefiting
both teachers and students in the assessment and learning process.
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Chapter 14: Can Online Rubrics Develop Learners’
Metacognition: A Qualitative Case Analysis Study

Authored by Milena Marinkova and Joy Robbins from the University of Leeds, United Kingdom, Chap-
ter 14 explores the potential of online rubrics to enhance students’ metacognitive development. As the
use of rubrics as learning tools continues to grow in higher education, research has mostly focused on
paper-based or static digital rubrics. However, online rubrics present a paradigm shift in how rubrics
are displayed, accessed, and understood, utilizing digital affordances like hyperlinking to interlink with
student text and feedback.

The chapter highlights the importance of investigating the impact of online rubrics on students’ meta-
cognitive development, which refers to their ability to reflect on and regulate their learning processes.
While previous studies have mainly focused on pragmatic aspects like efficiency and user satisfaction,
this study delves deeper to explore the potential of online rubrics to enhance metacognitive skills.

To investigate this, the authors conducted longitudinal case studies, aiming to understand how online
rubrics influenced students’ metacognition. The results revealed promising potential for online rubrics
to enhance metacognitive development. However, the study also uncovered challenges in the current
platforms used, where online rubrics were found to be more of a hindrance than a help.

The chapter sheds light on the need for further exploration and improvement in the design and
implementation of online rubrics to fully harness their potential as metacognitive development tools.
By leveraging the digital affordances and interactivity of online rubrics, educators can facilitate stu-
dents’ reflective thinking, self-assessment, and self-regulation, ultimately fostering more effective and
independent learners.

In conclusion, Chapter 14 calls attention to the untapped potential of online rubrics in developing
students’ metacognitive skills. The findings underscore the significance of intentional design and re-
search to ensure online rubrics truly support and enhance metacognitive development. By addressing
the current challenges and focusing on the transformative impact of digital affordances, educators can
pave the way for more effective use of online rubrics to foster students’ metacognitive growth, ultimately
empowering them as self-directed learners.

Chapter 15: Exploring and Developing Reflective Writing Rubrics in Higher Education

Authored by Martin Sands from Kings College London, United Kingdom, Chapter 15 delves into the
complexities of assessing reflection in higher education. The chapter focuses on key academic debates
and contentions surrounding the evaluation of reflective writing in the context of higher education.

To build a comprehensive understanding, the author assimilates experiential, conceptual, and empiri-
cal evidence to define essential terms related to reflection. “Reflection” is explored as a conceptual and
neuroscientific phenomenon within higher education, highlighting its significance in the learning process.
“Reflective practices” are identified as the activities, models, and frameworks that facilitate the process
of reflection, providing students with opportunities to engage in critical self-analysis and learning from
their experiences. “Reflective assessments” are then explained as the content or process-driven products
of those reflective practices, emphasizing their role in evaluating students’ reflective abilities and growth.

The chapter proceeds with a thorough literature review, uncovering three distinct perspectives or
voices that contribute to the understanding of reflection in higher education. These perspectives offer
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valuable insights into different approaches to assessing reflection and highlight the diverse academic
viewpoints on the topic.

By addressing key academic contentions and synthesizing evidence from various sources, the chapter
lays the groundwork for a deeper understanding of reflective writing rubric development. Through this
exploration, educators and researchers gain a more comprehensive understanding of how to effectively
assess and foster students’ reflective abilities in higher education.

In conclusion, Chapter 15 provides a valuable contribution to the field of higher education assessment
by shedding light on the complexities of assessing reflection. The synthesis of experiential, conceptual,
and empirical evidence, along with areview of multiple perspectives, offers a well-rounded understanding
of reflective writing rubric development. This understanding can inform educators’ practices in fostering
students’ critical thinking, self-awareness, and metacognitive skills, ultimately enriching their learning
experiences in higher education.

Chapter 16: Pedagogical Potential and Didactic Limitations of
Assessment Rubrics: An Example from Medical Education

Authored by Murat Tekin from Canakkale Onsekiz Mart University, Turkey, Chapter 16 explores the
pedagogical potential and didactic limitations of assessment rubrics, focusing on their application in the
context of medical education. High-level cognitive skills are often demonstrated through performance-
based assessments, making performance assessment a critical component of educational evaluation.

The chapter highlights a major challenge in open-ended questions, oral exams, and performance
evaluations: the need for a scoring method that ensures consistency between raters. In this context, ru-
brics emerge as functional scoring tools that offer several advantages, including defining the elements
and qualities of performance expected in educational assessment, ensuring consistency between raters,
and supporting teaching and learning processes.

Despite their benefits, the use of rubrics also presents certain barriers. One notable challenge is the
difficulty in preparing rubrics, which can be time-consuming and require expertise to define the neces-
sary qualifications and distribute them in a balanced manner. However, the chapter emphasizes that these
are not the only obstacles to rubric usage.

The educator typology, including teaching style and trainer profiles, as well as educational beliefs and
educator roles, can also play significant roles in hindering the effective use of rubrics. Understanding
and addressing these factors are crucial in overcoming barriers and maximizing the potential of rubrics
in medical education.

In conclusion, Chapter 16 sheds light on the importance of assessing the pedagogical potential and
didactic limitations of rubrics in the context of medical education. By acknowledging the challenges
and understanding the unique dynamics within the educational environment, educators can implement
rubrics more effectively to support performance-based assessment and enhance the learning experience for
medical students. This chapter serves as a valuable resource for educators seeking to optimize the use of
rubrics and foster a more consistent and impactful educational assessment process in medical education.
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Chapter 17: What is Next for Rubrics: A Reflection on
Where We Are and Where to Go from Here

Authored by Heidi L. Andrade from the University at Albany, United States, Chapter 17 offers a reflec-
tive examination of the current state of rubrics and explores future directions for their use in education.
Rubrics have become widely adopted in compulsory education and are common tools in higher educa-
tion. However, as with any educational innovation, it is essential to assess the effectiveness and impact
of rubrics to ensure they align with evolving pedagogical needs.

The chapter begins by identifying common conceptions of rubrics that may be problematic and hinder
their full potential as assessment tools. By redefining the concept of rubrics in terms of learning goals,
the author proposes a more meaningful alignment with classroom assessment uses. This reframing en-
courages educators to view rubrics as dynamic tools that support and guide students’ progress toward
specific learning objectives.

Furthermore, the chapter delves into ensuring the quality of rubrics and preventing unintended negative
consequences for students. As rubrics are widely used in educational settings, it is crucial to establish
best practices for creating and implementing them effectively. Attention is given to addressing potential
issues related to fairness, clarity, and consistency in rubric design and application.

In conclusion, Chapter 17 provides educators with an insightful reflection on the current state of
rubrics and the direction they should take in the future. By redefining rubrics to align with learning
goals and establishing quality assurance measures, educators can leverage these tools to foster more
meaningful and effective assessment practices. The chapter encourages educators to embrace continuous
improvement in rubric development and usage, ultimately enhancing their potential to support student
learning and growth in educational settings.

IN SUMMARY

As we conclude this edited reference book, “Improving Learning Through Assessment Rubrics: Student
Awareness of What and How They Learn,” we reflect on the journey that brought us together to explore
the vast landscape of assessment in education. Throughout this book, we have delved into the profound
impact of rubrics as powerful tools for guiding student learning and enhancing the assessment process.

Our aim in compiling this volume was to provide a platform for a critical dialogue surrounding the
use of rubrics in evaluating university learning. We sought to uncover the theoretical underpinnings,
methodological strategies, and practical experiences that contribute to the meaningful implementation
of rubrics in educational settings. As editors, we are humbled by the wealth of knowledge shared by our
esteemed contributors, each offering unique insights into this evolving field.

The book has taken us on a journey through the diverse perspectives and contexts in which rubrics
are utilized, ranging from elementary to higher education and vocational settings. We have explored the
relevance of rubrics in the current educational landscape, emphasizing that assessment should no longer
be confined to mere grading but rather be an integral part of the learning process itself.

In a world of rapid changes and advancements in education, the concept of learning-oriented assess-
ment has emerged as a pivotal approach to promote student progress and success. Rubrics, as guiding
instruments, offer a roadmap for both educators and students, enhancing clarity on learning expectations
and desired outcomes. By providing constructive feedback and facilitating feedforward, rubrics have
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proven to raise students’ awareness of their learning journey and foster a deeper understanding of how
to apply their knowledge to future situations.

Through this book, we have endeavored to contribute to the ongoing scientific debate on the quality
and effectiveness of rubrics in educational assessment. By shedding light on both the potential and limi-
tations of rubrics, we hope to inspire further research and evidence-informed practices in this domain.

Our gratitude goes out to all the contributors who generously shared their expertise, experiences, and
passion for improving the assessment process. We also extend our appreciation to the teachers, research-
ers, postgraduate students, and education professionals who will read and engage with this book. It is
through your dedication and commitment to quality education that meaningful changes can be brought
about in the assessment landscape.

As we bid farewell to this compilation, we remain optimistic that “Improving Learning Through
Assessment Rubrics” will serve as a valuable resource for years to come. May the knowledge dissemi-
nated in these pages foster innovative approaches to assessment and contribute to the holistic growth
and development of students worldwide.

Let this book be a beacon, guiding educators and learners alike towards a brighter future, where as-
sessment is not only a measure of achievement but a catalyst for continuous improvement and lifelong
learning.

Chahna Gonsalves
King’s Business School, King’s College London, UK

Jayne Pearson
King’s Academy, King’s College London, UK
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Section 1

Using Rubrics in Context

An overview of how rubrics are used- the different types employed for different assessment settings. This
covers a range of disciplines, HE and schools, and different countries. This section contains much of the
introductory descriptive stuff about rubrics and is best placed first.
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ABSTRACT

The use of rubrics for classroom assessment has been evolving rapidly during the last decades.
Unfortunately, because rubrics across language classrooms are only sometimes standardized, some may
provide a non-friendly language for students, which is useless for their linguistic development. In addition
to defining rubrics from an array of perspectives, the present chapter presents possible benefits linked
to the appropriate use of rubrics among emergent bilinguals. Shabani and Panahi highlight essential
benefits for students when presented with language assessment tools, such as rubrics, and the authors
use their observation for this chapter. It aims to highlight the importance of rubrics in the language
classroom in an effort for educators, evaluators, and policymakers to be more conscious when creating
and using rubrics.

INTRODUCTION

Assessing and, more importantly, addressing students’ learning can be challenging in any classroom.
Particularly in the language classroom, assessing students’ needs can represent additional challenges
given the many capabilities that, interposingly, are continuously present. It is relevant to remind the
reader that although the word ‘rubric’ is continuously used throughout the chapter, the concept is to be
mainly used in the language classroom context. Nevertheless, readers should be warned that the term
‘rubric’ is used today in arrayed contexts and practices. However, the focus of the chapter will remain as
an evaluative tool to assess students’ linguistic practices and knowledges. The aim of the present chapter
is to highlight the importance of rubrics in the language classroom in an effort for educators, evaluators,
and policy-makers to be more conscious when creating and using rubrics.
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BACKGROUND: DEFINING RUBRICS AND TYPES OF RUBRICS

The use of rubrics for classroom assessment has been evolving rapidly during the last decades. In educa-
tion, for instance, teachers always use rubrics even without noticing it. Jeong (2015) reminds us how the
use of rubrics, particularly in the language classroom, is of high value. For the purpose of the present
chapter, a rubric should be understood as presented by Dawson (2017, p. 349):

A rubric is a tool used to assess student work that usually includes Popham’s (1997) three essential
features: evaluative criteria, quality definitions for those criteria at particular levels, and a scoring
strategy. A design element is a particular variable, choice, or dimension that makes one rubric different
from another. For example, the specificity element is concerned with the differences between task-specific
and generic rubrics.

According to the author, “one rubric may use generic quality words (e.g., ‘good’ or ‘below standard’),
whereas another may explain in detail what quality looks like” (p. 348). This said the level of specificity
that a rubric may possess will serve as a guide for students, educators, and evaluators to gain a better
understanding of the course expectations.

Some educators unknowingly use mental rubrics (Quinlan, 2012), whereas others purposefully use
physical/digital rubrics. The author states: “Whether they know it or not, people create rubrics - guidelines
for decisions for evaluation and assessment- in their minds every day” (p.2). Quinlan (2012) continues,
“These mental rubrics help us to make decisions based on both our prior knowledge and current objec-
tives.” In our classrooms, we generally use rubrics with the presumption that these will ease the path for
students when trying to understand the expectations, components, objectives, and ways to be assessed
in a given course or assignment; we are continuously bringing opportunities for students, and ourselves,
to compare what it is good or not that good.

It has been evident that, particularly for students, rubrics in the language classroom can help them
successfully prove what they are expected to do linguistically if provided with details. Dawson (2017)
argues that there is a relevant variation amongst the level of detail provided in the quality section of
the rubrics; therefore, this opens room to having rubrics that can be helpful for students and evaluators,
whereas others need to be more specific. These distinctions will be thoroughly discussed later on as
part of the present chapter. Therefore, the use of rubrics in the language classroom can be beneficial to
demonstrate student success and for educators and evaluators to provide more detailed-oriented feedback,
promoting meaningful learning.

Unfortunately, because rubrics across language classrooms are not always standardized, some of
them may provide a non-friendly language for students, which is useless for their linguistic develop-
ment; likewise, many others provide a language that might be too vague to comply with institutions’
missions and objectives. Dawson (2017) highlights how the proliferation of the word ‘rubric’ has dealt
with varied changes and adaptations. However, simultaneously, it has yet to develop a shared complete
understanding of the term necessarily. For this reason, although many institutions require using rubrics
for varied assessments, these fluctuate, navigating the use of the term and using it in the way that best
benefits them.
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Commonly Used Types of Rubrics

Rubrics can vary depending on many factors. In the educational world, this can vary, for example, con-
cerning the educational grade level, type of assignment, type of specificity, and type of subject, to name
a few. Nevertheless, although rubrics can be presented in varied forms and sizes, two distinguishable
elements are always present: They present performance levels, such as producing quality work, and those
of quality, usually ranking from below expectations to outstanding (Glass, 2004). Generally speaking,
rubrics tend to include three-to-six performance criteria, as these are genuinely manageable for the scorer
to remember (Wolf & Stevens, 2007).

Rubrics are, for instance, divided according to their performance or the quality they are presupposed
to assess, as previously mentioned. The performance factors can be general or written for a specific as-
signment. Quality levels can be numerical, in word form, or a combination of both (Glass, 2004, p. 17).
Some other rubrics can range according to their levels of precision when assessing. Commonly, many
other rubrics are based on the “original six-trait scoring guide developed by teachers for teachers through
the efforts of the Six-Trait Analytical Scoring Committee of the Beaverton, Oregon, School District. [...]
The categories of the six traits are as follows: Ideas, organization, voice, word choice, sentence fluency,
conventions” (Glass, 2004, p. 19).

These categories allow educators to quantify and therefore highlight the impact of the traits students
are commonly demonstrating when completing a task; with the use of these rubrics, educators are able to
quickly illustrate if students’ ideas were developed appropriately and if their tone of voice was adjusted to
the audience. In the language classroom, these categories can inform educators and students if language
was precisely used in terms of word choice. For example, equally important, these rubrics can facilitate
the dissemination of standard grammar conventions in a particular language or context. Research has
demonstrated that when using the six-traits rubric as an instruction and assessment tool, students show
higher performance, primarily in writing (Glass, 2004). In a similar fashion, other authors (Lee et al.,
2010) have noted that, generally, these traits’ scores tend to correlate among themselves.

Rubrics can also be distinguished as holistic or analytic. This chapter follows these distinctions
between a holistic and an analytic rubric, as presented by Stanley (2021). The author explains: “Just as
its name suggests, a holistic rubric looks at the whole picture. If a student is completing a performance
assessment, such as an essay, the evaluator would look at all aspects of the written piece and narrow all
of the criteria into a single grade” (Stanley, 2021, p. 37). As expected, these rubrics allow us as educa-
tors to look at the whole picture and score students in a faster manner. On the other hand, an analytical
rubric “allows the evaluator to show the exact areas in which students display strengths and areas in
which students display need for improvement” (Stanley, 2021, p. 39). Analytical rubrics, then, interact
with scorers in ways in which holistic rubrics would not be able to; analytical rubrics are, therefore,
all about the specifics that will help the student to recognize their faults and work thoroughly towards
improvements and successes. In short, holistic rubrics should be perceived as a summative assessment
as they provide information about what students can do well at a given point.

Alternatively, an analytic rubric should be perceived as a formative assessment, as these can dem-
onstrate the areas in which students need to work looking for improvement; something particular about
the analytic rubrics is that these conjointly provide feedback to educators, as they can easily observe
the areas that still need to be mastered as part of a given lesson. Stanley (2021) illustrates the previous
explanation as follows: “If a student writes a rough draft of the essay and the teacher uses a rubric to
evaluate it, the student might learn that, although he scored an A on grammar and spelling and a B on
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content, his organization was very poor, resulting in a D: (p. 39). The alternation of rubrics in the language
classroom should be highly emphasized as emergent bilinguals can potentially benefit from feedback
and the constant revisiting of materials, presented, of course, in varied ways, in their classrooms; by
providing emergent bilinguals with a variation of rubrics, we can acknowledge equally their strengths
and weaknesses creating a safe space for them for learning and embracing a new language and culture.
In this way, emergent bilinguals will pose a pattern of having explicit explanations about how to perform
a task appropriately by receiving a rubric in a timely manner; but at the same time, we will also give
them the opportunity of learning from their different experiences with a variety of rubrics.

Additionally, Stevens and Levi (2013) take notice of the advantages of scoring rubrics by acknowl-
edging the following: “They allow for much greater individualization and flexibility in grading” (p. 79).
For this reason, when we, as educators, want to provide as much freedom as possible to our students,
scoring rubrics represents a good choice. Becker (2016) highlights that “scoring rubrics appeal to teach-
ers and students because they increase the transparency of teacher’s expectations regarding the criteria
for a quality performance, enhance students’ awareness of learning goals, and enable the provision of
feedback that can help students to identify strengths and weaknesses in their work™ (p. 5). It is primarily
essential for the language educator to constantly keep in mind students’ learning goals since considering
the amplification of their linguistic repertoires -commonly scored in many language classrooms- should
not be the only learning goal to be considered; developing confidence while performing other tasks like
listening or speaking should also be considered an impactful objective. In the same way, learning to
self-correct and developing more complex grammatical structures should also be considered relevant
learning goals when scoring them.

MAIN FOCUS: WHY DO WE NEED RUBRICS IN
THE LANGUAGE CLASSROOM?

Although providing a clear route for students’ understanding and success (Shabani & Panahi, 2020) is
not particular to language assessment, it is unquestionably a feature that must be taken into consideration
when creating and distributing them amongst students and evaluators. For this reason, using rubrics
appropriately for language testing is something that educators, evaluators, and policy-makers must con-
stantly consider when thinking about the language classroom and its assessments. Shabani and Panahi
(2020) highlight essential benefits for students when presented with language assessment tools, such as
rubrics; the authors mention that a rubric: “Helps learners understand raters’ and teachers’ expectations
better, judge and revise their own work more successfully, promote self-assessment of their learning,
and improve the quality of their writing task™ (p.5). These benefits demonstrate in an observable way
how students’ linguistic practices and knowledges can improve during a specific period of time. For
this reason, the present chapter emphasizes the use of rubrics compared to other assessment tools since
rubrics generally may provide more objective and effective feedback for students.

Some authors have explicitly emphasized some benefits of using rubrics, or as they call it, having a
marking schema. For example, authors have mentioned that rubrics:

Give confidence and guidance to novice markers and help them become part of an assessment community
more quickly. They provide guidance for the experienced marker, who may have developed inaccurate
marking practices. They have some standardizing effects. They provide a public language and termi-
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nology for assessment requirements. They make outcomes more transparent for students, and students
value them (Bloxham & Boyd, 2007).

Because emergent bilinguals heavily rely on the expectations language classroom rubrics may have
(Athon, 2019), it is advisable to provide them with the best assessment tools available. The author sug-
gests that whereas emergent bilinguals are constantly trying to replicate the categories of the rubrics
that are provided to them, emergent bilinguals have the tendency to implement similar structures and
patterns from the ones already pre-established in their language courses in the rest of the courses they
take in the future. It is remarkable to highlight that when creating standards, and therefore when creating
rubrics that are supposedly supporting such standards, language must be accessible not only to students
but also to their teachers. Glass (2004) constantly reminds us that when standards or rubrics possess not
an approachable language, both tend to be useless.

In spite of the fact that deciding whether or not to use an individualized rubric tends to be of choice
for educators, this should come with a warning that each specific assignment, primarily in the language
classroom, is addressing a specific area or skill; for this reason, the specificity a rubric may incorporate
tends to be more satisfying than only providing a generic one. Novice educators, for example, could
be tempted to exclusively use a generic rubric to assess all different assignments, which could quickly
raise validity and reliability concerns for more advanced educators. This, consequently, should be a call
for curriculum creators to provide more room for pre-service teachers to learn about the many different
types of rubrics available for different fields and, equally important, to learn about their advantages
when using them appropriately. Providing feedback with the use of a rubric in a language classroom can
increase students’ performance, as emergent bilinguals are constantly attending to feedback and looking
for corrections and revisions (Ene & Upton, 2014; Ene & Kosobucki, 2016). Standard written and oral
language conventions to be included in a rubric are sentence structure, grammar, punctuation and capi-
talization, spelling, organization, and content; nevertheless, we must adequately train pre-service teachers
and novice educators to think outside the box concerning the abovementioned conventions. Currently,
feedback must also include newer cultural conventions, cultural awareness, and more flexible linguistic
repertoires, which might not necessarily be represented in a standard pre-made rubric.

Glass (2004) highlights that whenever we are using a pre-made rubric, it is essential to carefully
review the language used to verify if it actually fits the needs of the targeted students in your own
classroom. Equally important, she highlights that when creating rubrics for a program, all should have
an even understanding of the language being used to assess students. Holding several discussions with
interdisciplinary colleagues, the question regarding assessment in language courses always remains the
same: If it is not objective, how do you assess your students? As it has been severely discussed by many
(Ayhan & Tiirkyilmaz, 2015; Glass, 2004; Khanmohammad & Osanloo, 2009), assessing language can
sometimes be objective and subjective some other times. Glass (2004) notes, for instance: “One teacher’s
impression of a capable job at a powerful climax might be another’s advanced version: (p. 15). For this
reason, the implementation of rubrics, particularly in the language classroom, should be heavily addressed.
In this sense, it is advised that every language educator recurrently occurs in calibration sessions where
they, along with other language educators and supervisors, can conjointly facilitate assessment practices
utilizing the rubrics to be implemented in their classrooms. The author further warns the reader about
the importance of balancing just the right amount of text when developing a rubric. Otherwise, rubrics
can deviate students’ and evaluators’ impressions.
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Conversely, when vaguely or up to no information is provided, students and evaluators can easily
follow objectively what has been required or intended. Therefore, creating rubrics that can actually be
successful for emergent bilinguals and, more importantly, which include the most appropriate conven-
tions for them should be a task that requires time, patience, and a significant amount of collaboration; the
collaborations, as mentioned earlier, should not include collaborations amongst colleagues exclusively,
but no less important, should be the collaboration between educators and students.

As suggested by different authors (Glass, 2004; Stanley, 2021), educators can take a more collabora-
tive approach when allowing their students to generate new rubrics with them. Accordingly, because the
language classroom usually represents an area where minoritized students are beginning their education
endeavors, it is advisable to challenge them to create essential standards collectively. In this scenario, a
way to share the voices of the emergent bilinguals in these classrooms is to emphasize the importance of
language mechanics and simultaneously the relevance of students’ identities. Pappas, Zecker, and Zecker
(2001) note: “Collaborative classroom interactions occur when teachers move away from teaching-as-
transmission approaches to ones in which they share power and authority with their students” (p. 7).
This should be highly considered in the language classroom, where many students may sometimes feel
powerless given their social, cultural, and linguistic experiences. Additionally, guiding our emergent
bilinguals to learn how to collaborate to achieve success can help them remediate the above mentioned
circumstances.

One possibility when taking this approach of rubric-creation with our own students in the language
classroom would be to clearly model sentence patterns to be used in order to create the expected rubric.
Glass (2004) recommends: “When you take this approach, though, have a keen sense of what you expect
in the writing assignment, and prod the students while they brainstorm criteria to make sure all essential
elements are included” (p. 23). Following a student-centered learning approach, like guiding emergent
bilinguals during their brainstorming sessions, can enhance students’ willingness to practice the target
language voluntarily and simultaneously can also provide insights for us as language educators better
to support struggling emergent bilinguals (Unin, 2016). Stanley (2021) highlights how incorporating
non-traditional activities in the language classroom, such as the co-creation of materials and rubrics,
can serve as a motivational tool. The author states: “Rubrics can be used to teach students to track their
own growth, making them self-reflective learners. They could have the rubric ahead of time and then
be able to take their work and progress and assess their level of understanding and mastery” (p. 32).
For this reason, it is highly suggested that educators take different routes when trying to empower their
students. For emergent bilinguals, helping them to become reflective learners can have a tremendous
positive impact as they may feel ashamed of continuously having to ask the same questions, or very
similar questions, in an effort to follow what a lesson might require from them entirely.

Authors (Anthon, 2019; Stanley, 2021) have highlighted how positively impactful it is for educators
to allow students to create or co-create their own rubrics. Consequently, letting students help educators
in the development of their own learning rubrics is beneficial for students learning processes. Stevens
and Levi (2013) note:

Integrating rubric construction into classroomteaching can: (1) prevent misunderstandings and misinter-
pretations before they affect student work; (2) increase student awareness of themselves as ‘stakeholders’
in the educational process, which, in turn, results in greater student involvement in the tasks assigned;
(3) cut down your workload by letting your students do some of it (Stevens & Levi, 2013, p. 49).
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By following such an approach, emergent bilinguals are taught to collaborate responsibly. In this
sense, emergent bilinguals are offered opportunities to elaborate and reflect on their diversified language
learning processes. Meanwhile, by collaborating with others, educators or classmates, emergent bilin-
guals are able to integrate different elements in their language learning which can be later displayed,
for instance, in a written or spoken format (Bradley, Lindstrom, & Rystedt, 2010). Interestingly, we are
not only supporting approaches that are closely related to the experiences emergent bilinguals will be
having outside of the classroom by providing authentic collaboration practices, but conjointly, we are
also lightening our workload by creating more responsible students.

As Bloxham and Boyd (2007) observe, “Feedback is arguably the most important aspect of the as-
sessment process in raising achievement” (p. 103). Consequently, by using rubrics constructively to
provide feedback, optimistically timely feedback, educators can encourage positive motivation amongst
students and, at the same time, can help students move forward in their learning processes as they count
with effective written feedback which can strengthen their opportunities for improvement. Especially in
language classrooms, the possibilities for assessments may vary drastically depending not only on the
level of proficiency of the emergent bilinguals, but also their level of education, level of engagement,
and even their cultural backgrounds. For this reason, the constant use of rubrics in a language classroom
may help emergent bilinguals to constantly mobilize their diversified knowledges to continue scaffolding
their opportunities for learning and success.

Validity and Reliability

Authors have noted (Bloxham & Boyd, 2007; Stevens & Levi, 2013) the reliability and validity of the
rubrics used in a classroom are continuously impacted not only by the assessment criteria stated but by
the actual marker. For this reason, it is advisable to work collaboratively to practice how students are
to be assessed and, conjointly, how rubrics are to be interpreted and used to assess them. Stevens and
Levi (2013) note that rubrics constantly change. Because of these changes mentioned above, rubrics are
also becoming better and more well-adjusted to the needs of a given classroom. Because of the many
specificities that a language classroom requires, working effectively towards the constant creation and
modification of rubrics that can be easily adapted to the needs of emergent bilinguals will continue sup-
porting the improvement, validity, and reliability of such rubrics. Bloxham and Boyd (2007) address how
important it is to provide rubrics that not only validly assess students but, more importantly, transparently
are designed to match their learning outcomes as their programs and institutions have observed these.
Like highlighted by other authors (Athon, 2019; Glass, 2004), presenting information in rubrics using
a language that the students do not welcome, may diverge their interest in reading the rubric leading to
obtaining a less satisfactory accomplishment.

Jeong (2015) notes that although the use of rubrics, specifically for language assessment, has increased
potentially during the last years, the question remains as to up to what point the users/evaluators are true
to their meaning; in other words, how they accurately use rubrics in comparison to other users/evaluators
in their same position. Jeong (2015) reminds us of the relevance of using rubrics appropriately because
students may be concerned about how they have been graded. Therefore, just like students’ knowledges
must be assessed accurately and reliably, at the same time, rubrics must also be accurate and reliable.
Some other authors (Jeong, 2015; Turley & Gallagher, 2008; Wilson, 2007) also highlight the importance
of using the rubrics appropriately and having appropriate training to use them efficiently. Although the
present chapter focuses on the relevance of using rubrics for language assessment, it would be advisable
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to consider using a rubric not in isolation but in conjunction with other assessment tools to exalt their
validity and reliability.

In order to provide a more accurate, and thus objective, assessment in the language classroom, Glass
(2004) recommends the following: (1) To create and revise rubrics; (2) to score student work with col-
leagues; (3) to collect student anchor papers; (4) to avoid bias; and (5) to use student scores to inform
instruction. It is relevant for educators and curriculum developers to incorporate the appropriate use
of rubrics in the language classroom. Most importantly, they have to ensure that such rubrics are used
without bias and closely follow students’ actual work. By considering the collection of students’ samples,
we are not only empowering their learning processes, but concertedly, we are also practicing scoring
assignments, and their corresponding rubrics, that are authentic and of a higher value for our own pro-
grams. On the one hand, we are empowering students as we are providing them with the opportunity of
becoming, for instance, the ideal writer. On the other hand, we are collectively potentializing our op-
portunities as language educators to clearly provide observable samples of the strengths or weaknesses
the lessons we are giving are producing in our students. By keeping these samples and scoring them
collectively constantly, we will soon feel more comfortable navigating the rubrics that are required to
assess our students in the language classroom properly.

Language-Specific-Skills and Rubrics

Even though using rubrics in the language classroom has been becoming a quite often practice among
language educators, finding rubrics that are especially targeted to assess a specific language skill is not
as easy; for the most part, research and resources are developed to gain a better understanding of the
writing learning processes of emergent bilinguals. Nevertheless, other skills such as listening, reading
or speaking are relegated. Assessing writing proficiency, as discussed previously, has been growing
significantly in the last years, as emergent bilinguals are expected to learn how to appropriately undergo
specific writing conventions, particularly in English. Shabani and Panahi (2020) argue that: “Learners
are generally expected to produce a piece of text so that raters can evaluate the overall quality of their
performance using a variety of different scoring systems including holistic and analytic scoring, which
are the most common and acceptable ways of assessing essays” (p. 3). Because writing is considered as
the most crucial skill in language learning, and also in a variety of other fields, the implementation of
the use of rubrics is a well-established practice which is constantly looking for quality in all its respects.

Furthermore, considering that writing is a self-regulated learning process (Hawthorne & Pribesh,
2017), the constant implementation of rubrics to provide detailed feedback for emergent bilinguals should
be a constant in the language classroom as a means to help in students’ writing development. Hawthorne,
Bol, and Pribesh (2017) note: “Well-developed, intentionally designed rubrics provide students with
evaluation criteria and the opportunity to think about their writing and to compare and evaluate their
success against identified standards” (p. 4). Consequently, by providing enough encounters in our lan-
guage classrooms where students are exposed to the use of rubrics we can help them apply more effective
writing strategies that will conjointly help them to move forward in their writing learning processes.
Additionally, by providing emergent bilinguals with rubrics that clearly represent what is highly valued
by many institutions (e.g., correct spelling), we can help students in our language classroom to learn
how to better self-regulate the skills that are required to become a successful writer (Andrade, 2000;
Saddler & Andrade, 2004).
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Even though speaking is not as commonly assessed as writing, it has becoming more evident that its
relevance in the process of language development plays a crucial role; for this reason, finding rubrics
that help us as language educators to evaluate better and provide timely, consistent, and relevant feed-
back to emergent bilinguals must be kept in mind. In regards to speaking rubrics, Pineda (2014) notes:
“Performance assessments contribute to measuring students’ abilities to respond to real-language tasks,
value students’ true language abilities, and reflect on how students will perform in future real-life lan-
guage situations” (p. 186). However, using rubrics to assess speaking tends to be more time-consuming
in comparison to assessing other language skills. In order to convey a truly understandable meaning
when speaking, emergent bilinguals must be able to understand and provide a social and contextual
appropriate meaning, possess phonological and phonetic awareness, and follow the commonalities of
speech; assessing speaking through the use of rubrics can provide a straightforward way for educators and
emergent bilinguals to fully understand the speaking objectives to be accomplished in a given assignment
or course, and at the same time, can also help to evaluate students’ vocal varieties, ways to articulate,
preferred languaging practices, and nonverbal cues (Schreiber, Paul, & Shibley, 2012). Rubrics assessing
speaking then help us as language educators to become better at assessing this skill by providing us, and
emergent bilinguals, with opportunities to gain understanding of the messages they are creating when
presenting information through their oral repertoires. The authors finalize their thoughts by suggest-
ing that “the pedagogical and institutional advantages of descriptive rubrics suggests that they may be
better candidates for providing a reliable way to assess public speaking proficiency for both expert and
nonexpert evaluators” (p. 212). As it has been evaluated throughout the chapter, certain types of rubrics
come more handy when trying to assess certain skills, assignments, or courses over others.

Reading as a receptive skill, however, could be more well-represented when looking for evidence
about the efficiency of rubrics. This does not come as a surprise since reading is a mental activity which,
therefore, must be evaluated through other language skills like speaking or writing (Blaz, 2001). Some
observable behaviors that can be identified easily when trying to assess reading in a language classroom
could be for example underlying unfamiliar vocabulary and providing definitions or translations for such
unfamiliar words; when working with unfamiliar vocabulary in the language classroom, we should avoid
preventing students from only using the target language since language practices are to be constantly
mobilized and expanded instead of remain static (Garcia & Wei, 2015). When assessing reading, rubrics
in the language classroom can, for example, illustrate the level of achievement an emergent bilingual may
have in terms of reading comprehension (Leist, Woolwine, & Bays, 2012). In addition, reading rubrics
can help us as language educators to better evaluate more complex reading tasks, like their progression
when being able to evaluate, critique, or predict while reading (Mijuskovi¢, 2014). Other aspects that
can be also beneficial when assessing reading through the use of rubrics are phonological awareness,
recognition of lexical patterns, ability to make inferences and connections, and last but not least, ability
to provide background information. Because reading is a scaffolding skill to be developed constantly, it
is recommended to use varied rubrics but in a constant manner, that way reading skills can be evaluated
from an array of perspectives.

Unfortunately, the scarcity of research in relation to cultural bias and its direct relation to assessment
(Bloxham & Boyd, 2007) may still put us in a difficult position as language educators. The authors
highlight that “there is evidence that different types of assignment or examination differentially impact
on international students’ ability to demonstrate their learning” (p. 152). Therefore, in order to promote
a more inclusive and equitable type of rubric in the language classroom, educators, curriculum creators,
and more importantly, assessment creators, must provide clear expectations for all given assignments;
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similarly, they should consider that ethnic differences may also impact students’ understanding of some
other concepts such as plagiarism, leading to uninformed practices when completing an assignment. It
is then important to finely discuss with students any language used in a given rubric that might be dis-
ruptive, vague, or biased. As previously mentioned, when providing standards and rubrics for students,
language must be as accessible and clear as possible; otherwise, we are not only accumulating checklists
that are unattainable and uninformative. To diminish cultural-bias, Kim and Zabelina (2015) suggest
staying away from standardized testing and consider instead other alternative assessments which give
more room to creativity. The authors highlight how even those students who might look acculturated
may also suffer from cultural bias. Consequently, language educators should be really self-critical when
deciding how to assess students to avoid any cultural bias.
Based on Inoue (2015), Athon (2019, p. 79) states:

Inoue discusses his use of grading contracts in his first-year composition courses where the letter grade
values labor over any single writing product. Students, regardless of writing ability, must regularly at-
tend class and complete all assignments to earn a high grade. By acknowledging the labor of writing as
the act of learning—rather than a single essay privileging a white language variety—Inoue argues that
we can lessen assimilation to a dominant discourse (Athon, 2019, p. 79).

Making decisions about what should have a heavier weight when assessing emergent bilinguals can
represent a challenge. Following Inoue’s (2015) observations, language educators, as well as policy
makers, should carefully address, and more importantly acknowledge, the many steps involved in learn-
ing for an emergent bilingual. For this reason, we, as language educators, should purposefully consider
many alternatives in our own classrooms that instead of continuing to privilege dominant discourses, can
provide more supportive practices for our students. Added to this, providing students with clear expec-
tations by the constant provision of rubrics will leverage their learning processes as students can learn
to appreciate the value of such rubric; the constant dissemination of rubrics in the language classroom
which clearly replicates the labor they are constantly involved in, and not necessary just the product,
will provide emergent bilinguals with additional tools that will guide them to freely show their agency
teaching them how capable of learning they already are.

Stanley (2021) clearly states many advantages that using rubrics specifically created by the educator
to assess a particular class may entail; for instance, because educators know students’ proficiency levels
and needs, they can customize what could be more beneficial for their own students. In this sense, by
promoting that educators create their own rubrics, they can better help their own students to scaffold their
learning processes. This applies particularly to the language classroom where students are constantly
challenged by many other factors, in addition to the content. Stanley (2021) pays particular attention
to the use of rubrics to assess authentic experiences, which hopefully in today’s language classroom
are constantly occurring. The author continues “Advanced students need to be challenged more, while
struggling students might need more scaffolding to succeed. Rubrics are naturally scaffolded. Because
there are different levels of performance, if you have a class with a wide spectrum of student ability,
you could use the rubric as a way to differentiate” (p. 29). With that, assessing emergent bilinguals by
using rubrics accurately can diminish having students who are not only poorly supported academically,
but who could be more educationally successful.

10



Using Rubrics for Language Assessment

SOLUTIONS AND RECOMMENDATIONS

It is unquestionable that rubrics will only be useful for students if educators know how to work with such
rubrics. For emergent bilinguals particularly, special attention is to be paid to the practices (linguistic,
contextual, and social) that are addressed, privileged, incorporated, and taught, when providing them
with a rubric. Consequently, the chapter aims to make a call to curriculum developers and creators of
faculty development to continue providing opportunities to educators and future educators to learn deeply
about the usages and benefits of rubrics in the language classroom. It is worth reminding the reader that,
many times, rubrics are used in isolation when assessing language; nevertheless, conjoint assessing tools
could help students’ learning processes.

Many authors (Athon, 2019; Becker, 2016; Panadero & Jonsson, 2013; Reddy & Andrade, 2010;
Stevens & Levi, 2013; Wolf & Stevens, 2007) address the importance of involving emergent bilinguals
in the creation and co-creation of rubrics for the language classroom. Becker (2016) states: “While
students are often introduced to a scoring rubric prior to or at the end of a writing assignment, they are
rarely involved in the development and application of scoring rubrics” (p. 4). Nevertheless, the advan-
tages of collaborating with our own students to create and co-create rubrics are numerous. For example,
by co-creating rubrics with our students, they may be able to internalize their knowledge better as they
become self-aware of what they are expected to learn (Fraile, Panadero, & Pardo, 2017). In the same
way, co-creating rubrics with our students may enhance the empathy educators are able to establish
with students, but most importantly, this practice may create a sense of ownership from the students’
side (Joseph, Rickett, Northcote, & Christian, 2020) learning how to promote their own voice (Fraile,
Panadero, & Pardo, 2017). In this sense, the implementation of this strategy would alternatively provide
educators with an assessment tool which is fully understandable and transparent for the students, and
additionally, which will lead students to use their own voice.

FUTURE RESEARCH DIRECTIONS

One evident disadvantage of the current research on rubrics for language assessment is the limited
literature that can be found on assessing language skills other than writing. It would be worth it, how-
ever, to continue researching all language skills equally to provide more options for educators while
assessing. Another possible contribution could be to research the benefits of using rubrics compared
to other assessing tools. Equally important, research contributing to the dissemination and experiences
of educators and students as they collaboratively co-create rubrics would be of value. Researching the
impact of digital rubrics versus paper-based rubrics could also be beneficial when making choices in
our language classrooms.

CONCLUSION

Although the raters’ knowledge when using a rubric appropriately has not, to the author’s knowledge,
been widely researched in comparison to other elements, research particularly to language assessment
has highly contributed to the features that should be tested in language; these features are mostly relevant
for writing, but can be used to assess other language components; Shabani and Panahi (2020) included
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the following elements for assessment: Content, organization, cohesion and coherence, vocabulary and
grammar, and language and mechanics (p. 7). As previously mentioned, although these are mostly valued
and used to assess writing, other language abilities can also be assessed in a similar fashion.

As it has been revisited during the chapter, the level of specificity provided as part of a given ru-
bric is commonly mandated by the educator or the curriculum creator. In this sense, although having
a general rubric can serve various purposes in a class, it should be evident by now that this will not be
as beneficial as providing a less general rubric. On the other hand, having task-based rubrics provide
more specifics, and therefore, allow students to become familiar with the expectations promptly. Fur-
thermore, task-based rubrics provide a more ample panorama when trying to track back what was not
accomplished when completing a task; this way, educators can reinforce what did not go that well in a
lesson, but conjointly, students can also become more responsible for their own learning by becoming
easily aware of what they can still improve as part of their learning process. We must remember at any
point that avoiding cultural bias, for instance when providing rubrics to students, will promote a more
inclusive environment for our emergent bilinguals.

Furthermore, Brookhartand Chen (2015, p.363) remind us: “teachers or post-secondary faculty should
have professional development in using rubrics and in coaching students to use rubrics, and pre-service
teachers should have training in these matters, as well”. For this reason, this chapter intends to further
the understanding of the value of rubrics in the classroom, more specifically, the value of a rubric in a
language classroom. More importantly, the chapter looks to provide evidence of the current need for
educators, language educators for the most part, to be appropriately trained to create and use rubrics in
their classrooms. For this reason, the current chapter not only provides general distinctions among the
different types of rubrics that we have available as educators, but also, it provides specifics in relation
to rubrics directly assessing the core language skills (reading, writing, speaking, and listening). As a
concluding thought, the present chapter looked to contribute to gaining a deeper understanding of some
of the most common types of rubrics used for language assessment as well as their benefits when using
them appropriately.
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KEY TERMS AND DEFINITIONS

Core Language Skills: The current chapter constantly refers to the core language skills when pre-
senting certain benefits of the use of rubrics. The core language skills included here are reading, writing,
speaking, and listening; nevertheless, the understanding of culture and cultural backgrounds are also
constantly addressed as part of the aforementioned core language skills.

Dominant Discourses: As part of the present chapter, dominant discourses include primarily the use
of Academic English, and/or Standard English. These discourses can also refer to the use of Academic
Languages or Standard Languages.

Emergent Bilinguals: For the purposes of the present chapter, the term emergent bilinguals is pre-
ferred over other well-known terms, such as language learner, as the first one provides a more inclusive
way of presenting students. Emergent bilinguals are to be understood as those students who are in the
constant process of acquiring one or more languages.

Evaluators: People providing an evaluation when using a rubric. The chapter uses the terms scorer
and evaluator interchangeably. In this context tend to be educators or Teaching Assistants.

Rubric: A rubric in the present chapter is understood as an assessment tool, primarily targeted to
the assessment of language and language conventions.

Scorers: People providing a score to a given rubric; people using a rubric to score students. Scorers
in this context tend to be educators or Teaching Assistants.

Task-Based Rubrics: Rubrics that are looking specifically to assess certain tasks (in the language
classroom for the purposes of the chapter).
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ABSTRACT

In physics classes, graphs are utilized for various topics to make sure students better understand the
relationship between variables. Graphs are especially useful for showing the relationship between de-
pendent and independent variables in experiments carried out in lab classes. There are various sub-steps
to drawing a graph. In order to draw a graph, students should have a good grasp of physics subjects;
moreover, they should know the characteristics of graphs and be able to form the graph according to
the steps. Using rubrics to assess students’ drawings at the end of this process, which involves multiple
skills, would ensure that the assessment is both more detailed and more reliable and valid. Moreover,
using rubrics in teaching how to draw a graph would contribute to students’ understanding of the graphs’
characteristics; it would also help students clearly see the steps as well as contribute to the improvement
of students’ drawings through self and peer assessment.

INTRODUCTION

Some subjects within physics include abstract concepts. This makes it difficult for students to understand
the subjects and decreases their level of success. Visual materials are used to concretize abstract concepts
so that they could be more easily understood. Using visual materials such as figures, schemas, graphs,
and pictures enables more effective teaching by increasing students’ curiosity and motivation (Arpagus
et al., 2011). Graphs, one of these visual materials, make data easy to understand, summarize, arrange,
interpret, and present; they can provide information in an effective way various data sets cannot (Demirci
& Uyanik, 2009; Tasar et al., 2002). Line graphs are frequently used especially in physics classes to
show the relationship between concepts. Visually presenting the relationship between two continuous
dependent and independent variables, line graphs are an indispensable part of experiments in positive
sciences (McKenzie & Padilla, 1986). The relationship between various concepts in physics classes is
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shown by employing graphs. In order for students to understand the relationship between these physics
concepts, they need to understand and interpret graphs correctly (Demirci & Uyanik, 2007). In this re-
spect, their graph skills or their graph reading-interpretation and drawing skills, should be at an adequate
level. Studies on physics education show that students’ graph drawing skills are lower compared to their
graph reading-interpretation skills (Ery1lmaz-Toksoy, 2020; Yeltekin Atar & Aykutlu, 2023). Drawing a
graph involves the following consecutive steps: selecting an axis, tagging an axis, scaling the axis, data
entry, forming a point, and connecting the points (Aydin &Tarakc¢i, 2018; Giiltekin 2009; McKenzie
& Padilla, 1986; Yeltekin Atar & Aykutlu, 2023). Students’ drawings are influenced by different skills
and knowledge such as their knowledge of physics, mathematics, and rationalization. This complex and
multifaceted nature of graph drawing makes it challenging to determine the difficulties students face
and to improve their skills (Angra & Gardner, 2018). In this respect, students’ graph drawings should
not be assessed as correct or incorrect. Studies show that rubrics can be used to teach students how to
draw graphs and then to assess them (Angra & Gardner, 2018; Yeltekin Atar & Aykutlu, 2023). By us-
ing rubrics designed according to pre-determined criteria, students can be shown to comprehend what
is expected of them when it comes to drawing a graph related to physics topics. Moreover, students’
performances can be assessed in detail by using rubrics to evaluate their graph drawings. In light of
all this information, this study aimed to assess how rubrics could be employed in evaluating students’
drawings and in teaching them how to draw graphs. It is believed that examining how rubrics could be
used in drawing graphs in physics education would be significantly beneficial for physics teachers, field
experts, and students in physics classes. Consisting of six parts, namely, Introduction, Method, Back-
ground, The Use of Rubrics for Drawing Graphs, The Advantages and Disadvantages of Using Rubrics
for Drawing Graphs, and Conclusion, this study is believed to contribute greatly to different disciplines
such as mathematics, positive sciences, and social sciences, in which students utilize graphs.

METHOD

Having examined studies in the literature on rubrics, this study was designed as a traditional review.
Traditional/literature/narrative/descriptive reviews examine two or more studies on a specific subject,
and they are carried out to introduce a specific topic, to summarize it, or to fill a gap within the literature
(Karagam, 2013; Yilmaz, 2021). Traditional review studies, which are carried out by experts in the field,
can be sometimes defined as “compilation, review, theoretical analysis, literature review” (Y1lmaz, 2021,
p. 1460). In this traditional review, rubrics, and the studies on the use of rubrics in physics education and
graph drawing, were examined, and the ways rubrics can be used for drawing graphs were inspected.

BACKGROUND

In this part of the study, general information in the relevant literature concerning rubrics, as well as
studies which use rubrics for different ends in physics education were presented.

Used in evaluating performance, rubrics consist of pre-determined performance criteria to assess stu-
dents’ work (Mertler, 2001). Rubrics are not only a tool to assess students, but they also allow students to
see their own performance (Andrea, 2005; Oaklef, 2009). Providing feedback on to what extent students
have reached the pre-determined criteria and how they could improve their performance (Moskal, 2000),
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rubrics can contribute to the improvement of the quality of teaching, in addition to evaluating students’
work when they are designed properly (Popham, 1997). Rubrics have three basic aspects, namely, as-
sessment criteria, quality definitions, and scoring strategy. Assessment criteria means criteria used to
distinguish students’ acceptable and unacceptable answers. Quality definitions are used to determine
how to assess the qualitative differences in students’ answers. Quality definitions include a detailed
explanation on what the student’s answer should be in order to be considered perfect or weak. Scoring
strategy for a rubric could be holistic or analytical (Popham, 1997; 2007). Whether it will be holistic
or analytical is decided based on the aim of the assessment (Moskal, 2000). When the assessment is
generally based on students’ answers or on the result of their work, a holistic scoring is employed. In
the analytic scoring strategy, a student’s answer or work is scored step by step. Analytical rubrics focus
on all of the steps effective in revealing the student’s performance. In holistic rubrics, on the other hand,
the student’s work is assessed as a whole (Kan, 2009).

Rubrics are valuable assessment tools for both the teachers and students because they can reveal a
student’s performance in class quickly and in a transparent manner (Hafner & Hafner, 2003). While
students feel less anxious because they would know what is expected of them and how their performance
will be assessed, teachers can also use rubrics in planning a more effective teaching and in determining
learning outcomes (Andrade & Du, 2005). A well-designed rubric can also be used to monitor students’
improvement in relation to learning outcomes (Arter, 2002). As assessment tools, rubrics can also be used
as a teaching tool because they indicate what is expected of students in terms of their performance levels
(Aktas & Alici, 2018). Students can see what they have learned so far and what else they should learn
and assess their performance by using rubrics for self-assessment (Oakleaf, 2009). Guiding students to
improve and complete their studies, rubrics can also be used between teachers, students, and parents as
a communication tool about students’ strengths and weaknesses. Rubrics make it easy for the teachers
and students to understand the expected performance (Hal & Salmon, 2003). In addition to improving
teaching, rubrics provide feedback for students, and they contribute to a fair and accurate assessment.
They are also important sources of information for developing programs (Wolf & Steven, 2007).

Clarifying teachers’ expectations, rubrics show students how they could meet these expectations
(Andreda, 2000). Rubrics makes it possible to have self-assessment and peer assessment, and help stu-
dents identify and solve issues in their studies (Andrea, 1997; Wolf & Steven, 2007). Because rubrics
clearly lay out the expected criteria and provide self-assessment and feedback, they promote learning and
improve teaching (Jonsson & Svingby, 2007). They are easy to use and explain, and help teachers assess
students’ work more quickly (Andreda, 1997; 2000). When rubrics are used to identify what to do and
what points to take into consideration during a performance, students’ skills and perceptions could be
improved (Giines & Kili¢, 2016). Supporting students’ learning and complex thinking abilities, rubrics
can also be educative if prepared with students (Andrade, 2000). Evidently, rubrics could be used to plan
and improve teaching, to assess student performance and identify points to improve, and for students to
see their mistakes through self- and peer assessment.

The Use of Rubrics in Physics Education
Studies on the use of rubrics in physics education show that they could be used in various forms and for
numerous objectives, such as improving and assessing students’ problem solving performances (Chasteen

et al., 2012; Doktor et al., 2016; Teodorescu et al., 2014), improving their report writing in lab studies
(Faleti¢ & Planinsic, 2020), and examining programs (Chasteen & Scherr, 2020) text books (Munezero
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et al., 2022; Papakonstantinou & Skoumios, 2021) and students’ graph drawings (Bahtaji, 2020; Nixon
et al., 2016; Yeltekin Atar & Aykutlu, 2023).

To contribute to students’ acquisition of scientific process skills and to help them self-assess, Etkina
et al. (2006) used rubrics and formative assessment tasks in their studies. This study aimed to ensure
students acquire skills through activities. At the end of the study, it was determined that students’ skills
of designing an experiment, of designing a mathematical procedure for the solution of an experimental
problem, and of evaluating experimental uncertainties had improved. Moreover, the study also found
out that students could transfer these newly acquired skills to new contexts. Another conclusion of this
study was that assessment tasks significantly increased students’ problem-solving success.

Aiming to design a rubric to solve questions about Newton’s Law of Motion and to show the ef-
ficacy of this rubric in solving problems, Kocakiilah and Ayta¢ (2007) carried out their study with the
participation of second year university students. As a first step in the study, students, who had com-
pleted the unit on Newton’s Law of Motion, were asked eight questions. Then, students were informed
about the aims, types, and designs of rubrics; they were asked to design their own rubrics to solve the
questions on Newton’s Law of Motion. After consulting with experts, the rubric to be used in evaluat-
ing students’ problem-solving skills was decided. At the end of the study, it was determined that using
rubrics increased students’ success in problem-solving. In another study, Kocakiilah (2010) examined
students’ performance in relation to Newton’s Laws of Motion. In this study, the necessity of drawing
free body diagrams, the consistency between the participants’ scaling and the expert coders’ scaling,
and the relationship between the coders’ gender and the participant scores were examined. Using a semi-
experimental pattern with a pre-test — post-test control group, the participants were asked four questions
before and after the application. Participants in the experiment group were informed about the use of
rubrics and their characteristics, and they were asked to design their own rubrics. Participants in the
control group were neither informed about nor asked to design rubrics. Participants in the experiment
group were divided into groups in which they designed their rubrics; these rubrics were presented in
class and were assessed through discussions. Scoring of the presentations were done independently by
the participants, the researcher, and experts. The designed rubric was given to the participants in the
experiment group so that they could use it when solving problems on Newton’s Laws of Motion; the
participants were informed that their solutions would be assessed by the researcher and their peers. At
the end of the study, it was seen that the designed rubric increased students’ success and also provided
consistency in the scoring.

In their study, Hull et al. (2013) analyzed students’ problem-solving strategies by using rubrics.
Problem solutions of two students of the same kinematic problem were presented in the study. It was
seen that even though one solution contained more expertise compared to the other solution, the scores
these students received after the use of a rubric were approximately the same. At the end of the study, it
was also determined that the rubrics were unable to differentiate in the analysis of students’ solutions.
To assess students’ practical physics skills, Liew et al. (2019) designed a scoring rubric in their study.
This rubric is valid and reliable to assess student’s practical physics skills in secondary education physics
labs. In his study carried out to improve students’ graph drawing skills and conceptual understanding,
Bahtaji (2020) used rubrics to assess students’ graphs. The designed rubric was used in scoring and
classifying the graphs drawn by students.

In their study, Faleti¢ and Planinsi¢ (2020) examined the efficacy of using self-assessment rubrics
when preparing student reports on open-ended experimental physics questions. The rubric used by
students when preparing their reports was the same rubric used by the educators when scoring these
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reports. Students’ reports were examined by the educator and sent back to the student so that they could
improve it. This process continued until the report was accepted. At the end of the study, it was seen that
the use of a rubric decreased the burden of the scorer. Moreover, the use of a rubric also increased the
quality of students’ reports. Explaining to students what rubrics are and how they are used can contribute
to minimizing the experimental uncertainties in lab studies. Chasteen and Scherr (2020) developed a
rubric for measuring the characteristics of a successful physics education program. In addition to defin-
ing the existing applications and structures in the physics education program, this rubric also contained
an objective and reliable self-assessment. Moreover, it was determined in the study that rubrics could
be used to reveal the areas of improvement to consider strengthening the program.

To assess engineering students’ problem-solving processes in physics and mathematics, Salazar-
Torres et al. (2021) developed an analytical rubric. This rubric consists of four criteria containing Polya’s
” “configure a plan,” “execute the
plan,” and “look back.” At the end of the study, four analytical rubrics were formed for each criterion. It
was stated in the study that analytical rubrics provide an easy-to-understand and fair assessment for both
teachers and students when assessing the solution of physical and mathematical problems. Kocakiilah
(2022) developed and used a rubric to assess university students’ solution suggestions for questions on
electromagnetic induction. The study used a semi-experimental pattern with a pre-test — post-test control
group, and the students in the experimental group were asked to develop a rubric to assess their problem
solutions for electromagnetic induction. At the end of the study, it was determined that the developed
rubric was helpful for identifying the characteristics of the problem solutions and increasing student
success. Moreover, the rubric was also seen to measure students’ scores consistently, independent of
the scorer. Evidently, the rubric could be used in the teaching of electromagnetic induction to deepen
students’ conceptual understanding.

All these studies show that the use of rubrics increases student success, helps identify students’ issues,
and contributes to developing programs of study, and improves students’ lab reports.

LN

problem solving steps. These criteria are “interpreting the problem,

THE USE OF RUBRICS FOR DRAWING GRAPHS

By referring to examples from the literature on the use of rubrics for drawing graphs and to the advan-
tages, as well as disadvantages, of using rubrics, this part of the study looks into how rubrics could be
used in teaching students how to draw graphs and in assessing these drawings.

The Use of Rubrics for the Assessment of Students’ Graph Drawings

In many subjects of physics classes, graphs are used in showing the relationship between variables.
Helping to visualize verbal, numerical, and algebraic expressions, graphs make it easier to understand
the relationship between difficult concepts (Celik & Saglam-Arslan, 2012). Effectively summarizing
complex information or relations, graphs are used frequently in social sciences such as statistics, economy,
sociology, and political science to show and interpret relationships (Bayazit, 2011; Ozgun-Koca, 2001).
Students see graphs not only in their educational life, but also in relation to other issues (Aberg-Bengtsson
& Ottosson, 2006). To be able to read graphs, one needs general reasoning skills in addition to the sci-
entific content knowledge on the information given in those graphs (Wang et al., 2012). Students with
higher logical thinking skills were seen to be more successful at interpreting graphs compared to students
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with lower logical thinking skills (Bektashh & White, 2012). Studies on graph reading, interpretation,
and drawing show that students from primary school through university, and in different disciplines, face
difficulties and have issues with graphs (Costu et al., 2017; Ercan et al., 2018; Ergiil, 2018; Hattikudur
et al., 2012; 1nang, 2019; Lowrie & Diezman, 2007; Parmar & Signer, 2005; Secken & Celik, 2021;
Tairab & Khalaf-AlNagbi, 2004; Yabanli, Yildirim & Giinaydin, 2013). Graphs, which are an indispens-
able part of experiments, are also indispensable to lab reports (Hernandez & Korzun, 2021; Mckenzie
& Padilla, 1986). In the literature, it was shown that students have difficulties in reading, interpreting,
and drawing graphs on different topics such as kinematics (Bektasli & White, 2012; McDermott et al.,
1987; Beichner, 1994; Phage et al., 2017; Eryilmaz-Toksoy, 2020), standing waves and rational motion
(Nixon et al., 2016), heat and temperature (Aydin, 2018), and energy graphs on mass-spring systems
(Karal-Eyiiboglu, 2020). Kinematics include more graphs compared to other topics. Therefore, there
are more studies on graphs in kinematics (Planinic et al., 2012).

Graphs should be used if one wants to determine the tendencies and relationships between numerous
and complex data. Graphs could be line, pie, or bar graphs depending on the kind of data to be presented
(Slutsky, 2014). Graph lines are frequently used in physics to show the relationship between different
variables and to ensure concepts are understood more clearly. In order for line graphs to be used as a com-
mon language to show the relationship between two continuous variables, students should have certain
abilities and use them appropriately (Giiltekin, 2009). Studies on graphs show that students have more
difficulty with line graphs compared to other graph types (Namal, 2022). Studies on the relationship
between drawing graphs and graph reading-interpretation skills show that students need to have various
skills and knowledge in order to draw a line graph fully correctly. For drawing graphs in physics, one
uses not only field knowledge of physics, but also mathematical knowledge related to the characteristics
of graphs. Moreover, drawing a line graph contains numerous steps such as determining and tagging the
appropriate axis for the variables, scaling the axis, data entry, forming a point for the data, and drawing
the graph curve by connecting these points (Giiltekin, 2009; McKenzie & Padilla, 1986). At the end
of this process of drawing a graph, which includes various skills and knowledge, it would not be ap-
propriate to assess students’ graphs simply as correct or incorrect. Studies on graphs show that rubrics
are used in interpreting graphs (Boote, 2000), assessing the drawn graphs (Bahtaji, 2020; Know, 2002;
Vucelji¢ & Suskadevi¢ 2016; Yayla & Ozsevgec, 2014; Yeltekin Atar & Aykutlu, 2023) and teaching
graphs (Angra & Gardner, 2018). A graph rubric designed to assess graphs enables them to be assessed
quickly, systematically, and in a fit-for purpose way. Moreover, a graph rubric can transmit expectations
about a well-designed graph for students in addition to providing communication for learning outcomes
(Angra & Gardner, 2018). In their study, Angra & Gardner (2018) designed a rubric to use to teach,
learn, and research about graphs. This rubric could be used to facilitate teaching and assessing graphs
that summarize data, to give formative and summarizing feedback on graphs to students, and to assess
students’ experimental skills in relation to graphs. Boote (2000) examined what affected students’ in-
terpretation of graphs and how their interpretation was affected by the levels of graph questions. In this
study, data — students’ answers which they gave vocally for the questions — were gathered by using a
graph drawing scoring rubric. At the end of the study, it was determined that students’ answers changed
according to the level of the graph question. In the literature, rubrics were used in assessing students’
graph drawings in different disciplines.

Graphs are frequently used, especially in making kinematics more comprehensible (Bektash & White,
2012; Demirci & Uyanik, 2009). Studies using rubrics in assessing students’ graph drawings are mostly
on graphs about kinematics. Yeltekin Atar and Aykutlu (2023) used an assessment rubric for the scor-
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ing of high school students’ graphs on force and motion. The rubric used in this study to score students’
graph drawings was designed based on Tarak¢1 (2016). Additional categories and criteria were added
to Taraker’s evaluation criteria, and expert opinion was sought for this newly designed rubric. Scores
obtained through this rubric was used in comparing students’ scores in their graph reading-interpretation.
The rubric used in this study is given in Table 1.

Table 1. Rubric for evaluating drawings of graphs

Evaluation q
Criteria Categories Score
Correct (C): Naming both axes correctly and writing down the units of physical qualities 2
representing the axes in parentheses.
Naming the Axes Partially Correct (PC): Naming only one of the axes correctly or not writing down/partially 1
According to Variables writing down/incorrectly writing down the units of physical qualities of the axes.
Incorrect (I): Naming both axes incorrectly or failing to name either axis. 0
Blank (B): Leaving the question blank, lack of any drawn graph. 0
Correct (C): Correctly writing data on both axes. 2
Partially Correct (PC): Writing down only one data group correctly and writing down the
Writing Down the Data other incorrectly. 1
on the Axes of the Graph
Incorrect (I): Incorrectly writing down data on both axes or failing to write down any data. 0
Blank (B): Leaving the question blank, lack of any drawn graph. 0
Correct (C): Correctly intersecting the data on the ’y’” axis with data on the “x” axis and 2
creating a point.
Creating a Point on the Pe}rtially.Correct (PC): Correctly intersecting the data of only one of the axes and making a 1
Axes of the Graph mistake in the other one.
Incorrect (I): Incorrectly intersecting data in both axes. 0
Blank (B): Leaving the question blank, lack of any drawn graph. 0
Correct (C): Drawing the whole curve of the graph appropriately for the question. 2
Almost Correct (AC): Appropriately drawing at least 3-time intervals of the 4-time-interval 15
part of the curve of the graph or at least 2 time intervals of 3-time-interval part. ’
Drawing the Curve of Partially Correct (PC): Appropriately drawing at least 2-time intervals of the 4-time-interval
the Graph part of the curve of the graph, or at least 1 time- interval of the 3-time-interval part of the 1
curve of the graph.
Incorrect (I): The whole curve of the graph being inappropriate. 0
Blank (B): Leaving the question blank, lack of any drawn graph. 0
Maximum Score to Get 3
for Each Question

The rubric used in this study has four sub-categories, namely, naming the axes according to variables,
putting down data on the graph axes, forming a point on the graph axes, and drawing the graph curve.
Each category was also further divided into correct, partially correct, incorrect, or blank. A rubric de-
signed for the velocity-time, acceleration-time, and position-time graphs in kinematics would be used in
the assessment of graph drawings, in ensuring an objective and consistent scoring, and in examining in
detail students’ problems when it comes to drawing graphs. In the study of Yeltekin Atar and Aykutlu
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(2023) study, the “drawing the graph curve” criterion was categorized differently to other criteria, and
“almost correct” was added as an additional category. When the graphic drawings of the students were
examined, it was seen that they can include more than one type of motion such as constant speed, uniform
acceleration, and uniform deceleration. If students had been asked to draw a graph showing uniform
velocity motion for one type of motion, then the “drawing the graph curve” criterion could have been
scored and scaled differently, because the drawing of a graph line differs according to different time
intervals. Since the drawing of a graph varies according to motion types, this evaluation criterion was
scaled differently to others. All of these show that the rubric has been designed in detail and according
to the graph drawings students were asked to draw. Concerning the motion on an object, at the second-
ary education level, the content of force and motion includes information only on the characteristics of
constant velocity motion and on graphs on constant velocity motion (MEB, 2018). Secondary school
students are not taught some of the content covered in some of the evaluation criteria in the rubric. In
this regard, it is believed that the rubric developed by the Yeltekin Atar and Aykutlu (2023) is not ap-
propriate to use when evaluating secondary education students’ graph drawings on constant velocity
motion. Considering the performance criteria in the rubric were defined based on the taught and evalu-
ated performance (Tierney & Simon, 2004), it can be argued that the rubric used in the study may not be
appropriate at all class levels (Sadler, 2009a). If one wants to use this rubric to assess secondary school
students’ graph drawings of constant velocity motion, then the evaluation criterion for the drawing of
the graph curve should be revised and re-appropriated for the students’ level.

When the rubric used in the study was examined, it was seen that the “writing down data on the graph
axes” was scored only according to the accuracy of the student’s answer. Questions about velocity-time,
acceleration-time, and position-time graphs, which are included in kinematics, can be solved by using
the area and slope information, as well as the formulas/equations within physics. How students calculate
the area and slope in kinematic graphs is also important in terms of understanding kinematic graphs
(Bektashi & White, 2012). However, in the rubric presented in Table 1, there is no scoring criterion for
such a detail. How students have obtained data on the variables cannot be determined by using this scor-
ing rubric. While it could be thought of as a deficiency, it is actually about the fact that the rubric has
been designed fit for purpose. In line with the purpose of the study, it is seen that the graph drawings
of the students were scored using the rubric developed according to the expected graph features. In the
study, it was seen that what kind of information the students used while making their graphic draw-
ings was not examined. Therefore, there is no evaluation criterion in the rubric which assesses which
information the students have utilized to draw their graphs. It can be said that when evaluating students’
graph drawings, the rubric used in the study cannot distinguish between correct graph drawings which
have used different strategies. A similar problem with the use of rubric can be seen in Hull et al.’s study
(2013), in which it was seen that rubrics could not differentiate between two students’ solutions on the
same kinematic problem in terms of their expertise. In the study, the rubric was used to ensure students’
graph drawings were assessed in detail according to the time intervals of the graph in an objective and
consistent manner. There was no category concerning the explanation about the title of the graph in
the rubric used in the study. While it may not be necessary to have such an explanation in this study, it
would be necessary for other studies to have an explanation that asks students for the title of the graph.
The category concerning the explanation could be scaled as “those who explained correctly,” “those
who explained partially,” and “those who explained incorrectly;” also different scorings could be used.
It is believed that this explanation would help the graph to be understood fully, because when dealing
with graphs explaining the relationship between data obtained from experiments in lab studies, such
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explanations are important to indicate the accuracy of the drawing and why the graph has been drawn
in the first place.

Another rubric for assessing students’ graph drawings was designed by Bahtaji (2020). In his study,
Bahtaji (2020) tried to determine the effects of supportive graph interventions on students’ graph draw-
ing skills and conceptual understandings. The graph drawing skill test used in the study was designed
to measure students’ graph drawings in relation to Newtonian mechanics. Whether these drawings were
“high level graphs” or “low level graphs” was classified by the use of this rubric.

Graphs are formed to show the relationship between concepts in laboratories, which are an important
component of physics classes. Nixon et al. (2016) examined undergraduate students’ graphs and their
interpretations during two different physics lab activities on standing waves and the rotating motion.
Graphs drawn by students were assessed in three different ways in the study. One of these assessments
was done by employing the graph quality rubric. The graphs students drew after two lab activities on
standing waves and the rotating motion were assessed by using a graph quality rubric. The graph quality
rubric was designed by taking into account the data set students used to draw the graph and the aims of
the graph. There are categories and sub-categories on the graph quality rubric, namely, axes labeled,
scale, accurate data points, and cleanliness. One of the results obtained in the study was that the most
difficult aspect of forming a graph was forming the scale of the graph. In these three studies where ru-
brics were used to assess students’ graph drawings, the rubrics contained different performance criteria
since they were designed in accordance with the aim of the respective study.

The Use of Rubrics in Teaching How to Draw Graphs

Frequently used in physics classes and physics labs, graphs ensure that concepts are better understood
and present brief sets of information instead of numerous data (Demirci & Uyanik, 2009). Students come
across graphs in various settings in physics classes: there are graphs showing the relationship between
concepts in a given topic, graphs included in the problem case given in a graphic presentation, graphs
required of students for a problem case, or graphs about data obtained after a lab application. Considering
the characteristics of graphs in physics classes, students not only need certain knowledge and skills, but
they should also know the steps of forming a graph. Drawing a graph is considered a complex process,
and in the literature, it was indicated that students had difficulties selecting the scale and the starting
value, and that they had incorrect or incomplete drawings (Hernandez & Korzun, 2021; Nixon et al.,
2016). There have been no studies in the literature on the use of rubrics in teaching how to draw a graph
in physics education. Students may be given a rubric which contains a teachers’ graph drawing indicating
how to draw a graph so that the subject is summarized properly, and students learn more permanently.
Students may be given a rubric after they complete their drawings, and they could be asked to assess
their own drawings. As such, they could see their own mistakes after this self-assessment activity. Self-
assessment or peer assessment of graph drawings would help students improve their drawings.

THE ADVANTAGES AND DISADVANTAGES OF
USING RUBRICS FOR DRAWING GRAPHS

Based on the information presented in studies on rubrics, it is evident that the use of rubrics in teaching
how to draw a graph or assessing graph drawings may have some advantages, as well as disadvantages. A
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rubric prepared for the graphs which are used to show the relationship between the variables according to
each time interval will provide a great advantage to the field educators in terms of being detailed, objec-
tive, and consistent in the evaluation of the student graphs. Rubrics that provide an objective assessment
will help teachers to get feedback in determining where students have deficiencies in drawing graphs
(Aslanoglu & Kutlu, 2003). For instance, a student may enter the correct data on the graph but may fail
to correctly draw the graph curve. Using a rubric may identify this more clearly and make it possible to
examine the root of the problem. Rubrics also shorten the assessment time (Aydin-Giirler & Baykara,
2020). Co-designing the rubric that will be used in the assessment of the graph drawings together with
the students would be beneficial for them since they would know the points that they need to pay attention
to while drawing the graph. In the literature, it was noted that rubrics co-designed with students helped
decrease students’ anxiety and increase their success (Andrea & Du, 2005; Kocakiilah, 2020). Giving
students a rubric on graphs before their drawing would help them understand what is expected of them,
because some graph components may seem insignificant for students, and they may fail to indicate them
on the graph. For instance, they may fail to indicate the variables or the units of these variables. Such a
failure would prohibit a complete assessment of the student’s graph drawing. Some studies argued that
giving rubrics to students beforehand would hinder students’ creativity (Giines & Soran, 2013). Provid-
ing the students with a graph before they draw the graph may be thought of as a disadvantage that would
hinder their creativity. However, drawing graphs that show the relationship between variables in physics
does not necessarily require creativity. Students may employ different calculation methods in finding data
for variables in their graph drawings. For example, data on the variables in drawing kinematic graphs can
be found by using equations; but they can also be determined by calculating the area beneath the graph
curve or calculating the slope of the graph curve. It is thought that including these different strategies in
the rubrics in students’ graph drawings may be beneficial for the students to see or remember different
solutions before drawing the graph; but it is also thought that this may negatively affect the students’
development of their own strategies while drawing graphs, because it may prevent them from reasoning
and making connections between subjects. Moreover, it is thought that it is not easy to design a rubric
that would assess different strategies while assessing graph drawings because it is time consuming and
requires expertise. Students may be asked to self-assess or assess their peers so that they can see their
mistakes and points to improve (Wolf & Steven, 2007). There are studies showing that self-assessment
activities which contain rubrics increase students’ performance (Etkina et al., 2006; Faleti¢ & Planinsic,
2020). If self or peer review will be utilized as a means of improving graph drawings, students’ perfor-
mance levels should be taken into account. If rubrics were to be used to facilitate students’ learning,
students should understand the difference between their own performance levels and the performance
level expected of them (Lipnevich, et al., 2014). Low-performing students may not be able to understand
an expectation regarding a high performance (Sadler, 1983). If peer-review is considered when using the
rubric, then one should also consider performance levels as well as the relationship between students,
because students with low self-esteem or students who are unfamiliar with peer-review may not perform
as expected in such an activity. However, if students are supported and if their reservations are addressed
properly, their learning may improve (Sadler, 2009b). Clearly laying out a teacher’s expectation, rubrics
provide feedback for students (Andrade, 2000). However, rubrics cannot provide feedback on content.
Therefore, teachers’ guidance is significantly important (Etkina et al., 2006). When students are aware
of the expectations, they can be motivated to meet them. Using rubrics when teaching how to draw a
graph could give students formative feedback about their drawings (Andrade, 2005).
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CONCLUSION

Graphs are used to show the relationship between concepts in various topics and lab applications in
physics classes. Based on the findings of this study on rubrics, it can be argued that rubrics may be used
by physics teachers/educators in assessing students’ graph drawings and in teaching them how to draw
graphs. Rubrics, which allow students’ performance to be evaluated according to certain criteria, can be
used in the assessment of students’ drawings, and the points where students make the most mistakes can
be identified. By using rubrics in the assessment of students’ graph drawings, these drawings are assessed
in a fair and consistent manner and the assessment is completed in a short time. Co-designing the rubric
to be used in the assessment of the graph drawings together with the students will be beneficial for the
students because they can see what is expected of them thereby reducing their anxiety. In addition to the
assessment of graph drawings, rubrics can also benefit teachers when used in teaching graphs. Rubrics
can be developed in a collaborative environment in order for students to better understand the graphs in a
given subject and to realize their deficiencies in drawing graphs. In addition, having self-assessment and
peer assessment in assessing graph drawings would provide feedback for students so that they can see
their deficiencies in drawing graphs, which, in return, will support the improvement of their drawings. A
teacher who wants to employ rubrics in the evaluation of students’ graph drawings for physics subjects
should check the content of the subject with the graph, the graph characteristics and whether the rubric
prepared for the graph contains evaluation criteria for the specified characteristics. In addition, if rubrics
for the teaching of graph drawing are to be used, care should be taken to ensure that the explanations
regarding the performance criteria are appropriate for the level of the students and are comprehendible.
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KEY TERMS AND DEFINITIONS

Drawing a graph: Visual figure formed to make the relationship between data clearer by presenting
it in brief.

Graph Reading-Interpretation: Making sense of the relationships between data, explaining, and
interpreting graphs.

Graph: A visual that shows the relationship between variables and presents data in brief.

Kinematics: Part of mechanics, a sub-branch of physics; kinematics tries to define an object’s motion
within space-time without taking into account the factors causing the motion.
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Line Graph: A type of graph that shows the relationship between dependent and independent variables.

Physics Education: A branch of science which researches how to learn and teach physics, in addi-
tion to training physics teachers.

Rubric: A measurement tool used in scoring works based on certain criteria.
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ABSTRACT

This chapter describes a toolfor assessing the development of learners’ entrepreneurship competence and
its construction process. Competence in entrepreneurship is promoted at all school levels, but there are
very few tools for teachers to assess the level or development of students’ entrepreneurship competence.
It can also be very unclear to teachers what should be assessed and when to assess a student’s entre-
preneurship competence. The rubric-based tool allows teachers to assess the development of a learner’s
entrepreneurship competence in an easy and simple way. The rubric also makes it possible to develop
a teacher’s own skills, as it gives an idea of what is being assessed when it comes to entrepreneurship
competence. The tool was developed in a participatory process with teachers, students, and research-
ers. Another special feature of the presented tool is its internationality and the common contribution of
different cultures to the development of the assessment tool.
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Improving Assessment Rubrics for Entrepreneurship Competence

INTRODUCTION

Entrepreneurship skills and knowledge are seen as a transversal competence needed in working life and
teachers should promote the development of entrepreneurship related skills at all school levels (Baciga-
lupo et al., 2016; European Commission, 2012; Bourgeois et al., 2016; Cotoi et al., 2011). The overall
aim is to develop the ability of students to act responsibly, to be active and creative, and to be able to
seize opportunities, take controlled risks, and plan and manage projects of suitable sizes (Bacigalupo
et al., 2016; Henry et al. 2005; Henry and Lewis, 2018; Fiet, 2001: Komarkova et al. 2015). However,
there are a lack of guidelines regarding how to evaluate the state and development of entrepreneurship
competence amongst the students (e.g., Schelfthout et al. 2016).

The purpose of this chapter is to describe and analyze the assessment rubric related to the evaluation
of entrepreneurship competence of students. The rubric is a part of a larger assessment project, which
consists of building general assessment rubrics for selected competence and building a self- assessment
tool for students about entrepreneurship competence. Practical entrepreneurial activities including as-
sessment rubrics were also provided for teachers (Table 1). The actual assessment tool is an online tool.
It does not use a central database, so therefore all the data is stored on the users’ browser. However, the
users can share their data between their devices by exporting and importing. The results are calculated
automatically and can be downloaded by each student.

Table 1. Description of the assessment tool

ASSESSMENT TOOL

General assessment rubrics for entrepreneurship

Self- assessment tool for students about entrepreneurship competence.
competence.

Guided practical entrepreneurial activities for teachers.
Assessment rubrics for entrepreneurial activities.

The assessment rubric presented in this chapter is intended for primary and secondary school teachers.
However, the same challenge in assessing the development of entrepreneurship competencies occurs at
all levels of education, from early childhood education to higher education (e.g., Almeida and Buzady,
2019; Kyndt and Baert, 2015; Lans and Gulikers, 2010; Mitchelmore and Rowley, 2010). Hence, this
chapter informs the debate on entrepreneurship competencies in general.

The objective of this chapter is to describe the background and theoretical framework of the assess-
ment tool and rubric mentioned above. In addition, the participatory process of developing the rubric is
described in detail. The Entrepreneurship Competence Framework (Bacigalupo et al., 2016) was used
as a guideline in developing the content of the tool but the rubric was built together with the teachers
and thus is based on their needs.

The actual tool is multilevel and wide-ranging and covers both the teacher and student perspective
on assessing the development of entrepreneurship competence. In this chapter, we mainly concentrate
analyzing the rubric from the teacher’s point of view. However, the student self-assessment tool is also
shortly described because it is tightly connected to the use of the rubrics. This chapter first describes
the theoretical background of the tool and after that presents the tool and rubric development process.
A discussion of the tool, the rubric and their usefulness conclude this chapter.
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BACKGROUND

The majority of EU countries have included entrepreneurship education in their national curriculums
(Bourgeois et al., 2016) and especially at the EU-level there are guiding policy guidelines and documents
that encourages teachers to implement entrepreneurial aspects in their teaching (European Commission,
2013). Some of the EU countries also have national or regional curriculums or strategies which address
entrepreneurship education (Bourgeois et al., 2016). In its broader meaning, entrepreneurship education
aims at creating and enhancing a student’s ability to act responsibly, to be active and creative and to seize
opportunities, to take controlled risks, and plan and manage projects of suitable sizes (European Commis-
sion, 2013; Henry et al. 2005; Fiet, 2001, Jones and Iredale, 2010). Adopting entrepreneurship education
as pedagogy also allows greater student ownership of the learning process (Jones and Iredale, 2010).

Previous research has found that students use rubrics to support their own learning and performance
(Andrade and Du, 2005). From the teacher’s point of view the rubrics help in describing the course
expectations and grading the courses (e.g., Andrade and Du, 2005; Andrade, 2000; Goodrich, 1997;
Moskal, 2003; Popham, 1997). The development of entrepreneurship skills is often assessed through a
variety of tasks and reports completed by the students such as business plans or business reports (e.g.
Babatunde et al., 2021; Babatunde and El-Gohary 2019; Pittaway and Edwards 2012). For example,
business reports are concrete outputs and are easy to score and evaluate. However, they are not suitable
for assessing the development of individual competence in entrepreneurship.

MAIN FOCUS OF THE CHAPTER

The focus of this chapter is on description of the development process of general assessment rubrics
for competence in entrepreneurship. With the assessment rubric it is possible for teachers to assess the
development of a students’ entrepreneurship competence and at the same time develop their own under-
standing and abilities related to teaching entrepreneurship skills and knowledge.

Issues, Controversies, Problems

Various materials, methods and tools have been provided to assist teachers in implementing entrepre-
neurial aspects in the curriculum (Bourgeois et al., 2016; Johansen and Schanke, 2013; Johansen and
Somby, 2015). Earlier studies have confirmed that teachers implement entrepreneurial aspects in their
teaching independently, but there are differences in the number and variation of entrepreneurship edu-
cation methods used by teachers (Ruskovaara, 2014). Notwithstanding the large number and variation
of materials, guiding documents and provided methods, in some cases teachers may have difficulties
to implement entrepreneurial methods in their teaching (e.g., Figueiredo-Nery and Figueiredo, 2008;
Gustafsson-Pesonen and Remes 2012; Seikkula-Leino 2011; Sommarstrom et al. 2021).

However, there is no clear definition of entrepreneurship competence in the field of entrepreneurship
education research (e.g. Bird 1995; Bridge et al. 2003, 37-39; Fastré and Van Gils 2007). There is some
ambiguity between concepts on many different levels (Lackeus and Savetun 2018; Mitchelmore and Rowley
2010). The concept of competence refers to the knowledge, skills, attitudes, values, and behaviours that
people need to successfully perform a task (Brophy and Kiely 2002; Le Desit-Delamare and Winterton
2005; Man, et al 2002). In this chapter, we use the concept of entrepreneurship competence to describe
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an individual’s entrepreneurship knowledge and skills. With the plural word competences, we refer to the
EntreComp framework’s sub-competencies that serve as the basis for the rubric presented in this chapter.

In previous research literature the concept of entrepreneurship competence is associated with the
characteristics of an entrepreneur, such as creativity, innovativeness and risk-taking (Bacigalupo et
al. 2016; Bridge et al. 2003, 37-39; Gibb 2002; Schumpeter 1982, 74-91). Moreover, in the previous
research literature the concept of competence has several different meanings (e.g. Fastré and Van Gils,
2007; Le Deist and Winterton 2005). There are two forms of the concept which causes some also confu-
sion: competence and competency (e.g. Bergevoet & Van Woerkum 2006; Garavan & McGuire 2001).
The terms “competence and “competency” are often used interchangeably. However, competence often
refers to performance and competency refers to, for example, the professionalism of an individual. It is
something that is needed for successful performance (e.g., Boyatzis 2008; Le Deist & Winterton 2005;
Woodruffe 1993).

To make this situation even more confusing, there is a lack of a definition of entrepreneurship com-
petence for situations where adolescents are the target group of examination. For youth, entrepreneur-
ship competence can be seen as a latent quality that emerges from an individual’s knowledge, skills
and attitudes (e.g. Athayde 2009; Bacigalupo et al. 2016; Obschonka 2016). Adolescents are rarely the
target group for research concerning entrepreneurship competence (e.g. Aamir et al. 2019; Lackeus and
Savetun 2018; 2013; de Lourdes Carcamo-Solis et al. 2017) and for that reason, the previous literature
does not provide a clear picture of what is meant by entrepreneurship competence when the target group
are young learners.

SOLUTIONS AND RECOMMENDATIONS

In the case of entrepreneurship competence in particular, a rubric is a way to promote both students’
and teachers’ understanding of the subject being assessed, i.e. the development of young learners’ en-
trepreneurship competence. Previous research literature has found that the rubric is beneficial to both
the student and the teacher (e.g. Bresciani et al., 2004). Rubrics are used to enhance the objectivity in
assessment from the teachers’ point of view (e.g. Stevens and Levi 2005) and on the other hand make
the goals of the study programme clear for the student. In addition, the rubric may help learners to take
responsibility of the studies when they know the assessment criteria beforehand (e.g. Reddy and Andrade,
2010). Some examples can be found in the previous research literature specifically for rubrics created
for the evaluation of entrepreneurship readiness. However, these relate to the higher education sector
and the promotion of entrepreneurship skills under certain degree programmes (e.g. Cuenca et al., 2016;
Ferreras-Garcia 2019; Reddy and Andrade, 2010; Tahahashi and Kiyousumi, 2021).

The development of the rubric and the assessment tool was an intensive participatory process (e.g.
Kujala 2003) that was carried out in collaboration with teachers. During the process all the steps of the
process were documented. All the steps were validated by experts, in processes carried out by teachers
around Europe. The phases of the tool building process partially overlapped, although they are presented
here as a progressive process. The idea of an inclusive process was to improve the user-friendliness and
technical reliability of the assessment tool.

The main participants in the rubric development process were teachers (from Italy, Portugal, Poland
and Turkey), experts in entrepreneurship education (from Finland and Sweden), experts in education
and educational innovation (from Spain and Italy), and students. Each group had its own role in the
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process. The different roles of the actors are described in this process description in the stages in which
each actor was involved. In the following, the main features of the practical steps in the process and the
outcome of each phase are described.

There were six main phases in the rubric (and the assessment tool) development process. These
phases were:

1. Selection of the background reference (project group)
Selection of the sub-competences, i.e., the core of the assessment rubric (teacher together with the
project group)

3. Setting the criteria for chosen three competencies and building the general indicators for assessing
competencies (teachers with the project group)

4.  Developing a students’ self-assessment tool

Pilot testing in 4 European schools

6. Training course for teachers

b

Selection of the Background Reference

The first step in the process was to choose a frame of reference as a basis for discussing competencies
and developing a rubric. The EntreComp Framework (Bagicalupo et al. 2016.) was chosen as back-
ground reference because of its comprehensiveness. The purpose of the framework was to identify the
key components of entrepreneurship competence. Hence, the EntreComp framework provided a shared
conceptual model for the development process.

The EntreComp framework consists of three competence areas (Ideas and opportunities; Resources
and Into action). These three competence areas are divided into 15 sub-competences. The framework also
includes a number of learning outcomes to suggest what all European citizens should know, understand
and be able to do to demonstrate a certain level of proficiency in terms of entrepreneurship competence
(Bacigalupo et al. 2016).

Selection of the Sub-Competence

Among the fifteen sub-competence of the EntreComp framework, teachers selected the ones they found
most difficult to assess. The selected sub competences create the core of the assessment tool. Hence, the
selection of the sub-competences is based entirely on teachers’ needs. This phase was attended by teachers
from four different schools. The selected sub-competences were 1) Vision (Ideas and Opportunities), 2)
Self-awareness and self-efficacy (Resources) 3) Working with others (Into action). It should be noted that
these three sub-competencies do not provide a comprehensive picture of entrepreneurship competence.

Vision refers to the ability to perceive the future and opportunities in one’s own operating environ-
ment. Identifying and seizing opportunities is at the heart of entrepreneurship and opportunities and
their detection have been one of the key themes of entrepreneurship research (e.g. Baron 2006; Short,
et al. 2010.) In the EntreComp Framework the concept of vision refers to individuals’ ability to work
towards a vision of the future.

Self-awareness is the extent to which individuals sees themselves as others see them (e.g. Fletcher
and Bailey, 2003; Ustav and Venesaar 2018). In the entrepreneurship education research literature, the
concept of self-efficacy refers to the judgements people formulate about their capacity to act in specific
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situations. Moreover, self-efficacy is a personal attribute which is found to be an important antecedent
to entrepreneurship (e.g. Bandura 1977, 1997; Boyd & Vozikis, 1994; Markman & Baron, 2003; McGee
et al. 2009). Self-awareness and self-efficacy have been studied extensively. There are several differ-
ent meters to measure them. Previous research was used to prepare this rubric. For example, Scholz
et al. (2002) have measured individual self-efficacy. The data from their research is international and
therefore supports the construction of this rubric well. In the EntreComp Framework sub-competence
self-awareness and self-efficacy are defined as believing in oneself and constantly evolving.

The third chosen sub-competence working with others refers in the EntreComp Framework to per-
sonal skills in building teams, working together and networking. In previous entrepreneurship research
literature these attributes relate to teamworking skills and the ability to work towards common goals (e.g.
Bridge et al. 2003; Silveyra et al., 2021). Teamworking skills have been seen in the previous literature
as soft entrepreneurial skills. The ability to work in a team is seen as a skill that applies to all areas and

all work tasks in one way or another. (e.g. van Dam et al., 20120; Robinson and Stubberud, 2014).

Setting the Criteria for Chosen Sub-Competences
and Building the General Indicators

Together with the teachers the assessment criteria were set for the chosen sub-competences. Table 2.
describes the assessment criteria for the selected sub-competences.

Table 2. The assessment criteria for the selected sub-competences

Sub-competence

The criteria to evaluate

Means of evaluation

Vision: imagining the future,
thinking strategically, developing
future scenarios.

Number of ideas for the future imagined.

Easy to imagine future ideas.

Novelty of ideas imagined .

Argumentation of ideas.

Clarity in plans/schedule developed.

Documentation of ideas development.
Feasibility/realism on the future scenarios imagined.
Ability to consider risks and potentialities.

Brainstorming experiences.

Plans for future projects (text or
multimedia format).

Peer-to-peer assessment/evaluation.

Self-awareness and self-efficacy:
believe in oneself and keep on
developing.

Awareness of everything in an individuals’ environment.

Consciousness of one’s inner feelings.
Consciousness of what is happening.

Ability to reflect on one’s life situation.

Concern about what other people think of oneself.
Confidence in having enough persistence to achieve
goals.

Confidence in overcoming opponents.

Confidence in handling and overcoming obstacles.
Confidence in solving difficult problems.

Report in text or multimedia format,
Individual or in groups.

Self-report of behavior during a
particular event or in a day class
(assessed by peers, students, or the
teacher).

Plans for carrying out projects
(including self-efficacy report on
each plan created).

Self-reports about students’ academic
performance (assessed by peers,
students, or the teacher).

Existing online self-assessment
questionnaires (students receive
automatic feedback).

Working with others: building teams,
working together and networking.

Work together and co-operate with others to develop
ideas and turn them into action.

Network.

Solve conflicts and face up to competition positively
when necessary.

Assessed either in a group situation
or by analyzing each participant
separately in a specific activity.
Analysis done by the teacher or by
a peer.

Self-assessment.
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Pilot Testing

The assessment tool was disseminated and piloted at online events in 4 European schools in Italy, Por-
tugal, Poland and Turkey. The original idea for piloting with teachers and students was to do so at face-
to-face events, but because of covid-19 restrictions the piloting had to be delivered online. Finally, an
e-tool was piloted with approximately 80 students testing six different activities, 2 from each dimension.

In the piloting the virtual tool and assessment rubrics were piloted with 24 piloting teachers from
Italy, Portugal, Poland and Turkey in a face-to-face training course. After the pilot testing, the rubrics
were compiled into coherent tables, with a separate rubric for each sub-competence. These rubrics are
presented in Tables 3, 4 and 5.

Table 3. Assessment rubric for the sub-competence of vision

Entrepreneurship Competence Assessment Framework

Criteria to assess the
sub-competence

Strong competence

Good competence

Requires guidance

Requires strong
guidance

Number of ideas for the
future imagined.

The student always
proposes more ideas than
needed on every occasion.

The student proposes
as many new ideas
as needed on every
occasion.

The student does not
always propose as mas
many ideas as needed on
every occasion.

The student

has insufficient
imagination or has no
new ideas.

Easy to imagine future
ideas.

Fast and natural proposal of
new ideas.

Focused, systematic
and successful
proposing of new
ideas.

Slow but constant and
successful proposing of
some new ideas.

Slow and unsuccessful
proposing of new
ideas.

Novelty of ideas
imagined.

The ideas proposed are
completely new and
unknown.

The ideas proposed are
based on other ideas
from external sources
but are new proposals.

The ideas proposed are

based on other ideas from

external sources.

Cannot imagine any
new ideas.

Argumentation of
ideas.

The student argues, debates
and defends ideas clearly.

The student argues and
debates ideas.

The student argues ideas.

The student cannot
argue or debate ideas.

Clarity in plans and
schedule developed.

The student has developed a
clear, detailed and realistic
plan and schedule.

The student has
developed a clear
and realistic plan and
schedule.

The student has developed
a plan and schedule, but it
is not completely realistic

or clear.

The student has not
created any plan or
schedule, or the plan
or schedule is not
feasible.

Documentation of
ideas development.

The student presents all the
sources used to define the
plan and knows each one of
the sources very well.

The student presents
all the sources used to
define the plan and can
comment on some of
them.

The student presents some
sources used to define the

plan.

The student does not
present any of the
sources used to define
the plan.

Feasibility and realism
of the future scenarios
imagined

The scenarios proposed are completely realistic.

The scenarios
proposed are not
realistic at all.

Ability to consider risks
and potential.

Apart from normal

risks, the student has

even considered the less
probable risks and potential
associated with proposal.

The student has taken
into account the most
probable risks and
potential associated
with the proposal.

The student has taken into

account some risks and
potential associated with
the proposal.

The student has not
taken into account any
risks or potentiality
associated with the
proposal.
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Table 4. Assessment rubric for the sub-competence of self-assessment and self-efficacy

Criteria to assess the
sub-competence

Entrepreneurship Competence Assessment Framework

Strong competence

Good competence

Requires guidance

Requires strong guidance

Awareness of everything
in its environment.

The student pays attention to
the details of what appears

in the surrounding world.

The student understands the
complex and wide relationships
between different elements.

The student pays
attention to the
surrounding world but
misses some elements.
The student understands
the relationships
between different
elements.

The student pays attention

to some of the details in the
surrounding world but does not
relate to them or understand them
as a complex context.

The student pays no attention
to the surroundings, shows
no interest in what is around
him/her.

Consciousness of what is
happening.

The student describes in

detail the situation in which
student finds him/herself and
understands the process that
happen in that situation in a
complex way. The students pay
close attention to details.

The student describes
the situation in which
he/she finds him/herself
and understands the
processes that take
place in it.

The student knows that something
is happening, he/she describes

it superficially, but is not able to
describe it completely.

The student has problems
in understanding and
describing different
situations.

Consciousness about the
image she/he projects.

The student knows what image
she/he projects of her/himself
and understands that the image
includes not only that it shows
what he/she does, but also

the relationships and people
around him/her.

The student believes
she/he projects an
image of her/himself
based on what others
see of it and what it
does.

The student believes she/he
projects an image of her/himself
based on what others see of him/
her.

The student has problems in
knowing what image she/he
projects of her/himself.

Concern about what
other people think about
him/her.

The student is aware of the
image she/he projects of her/
himself. When receiving
constructive feedback, the
student can make conscious
change that image.

The student is aware
of the image she/he
projects of her/himself.
The student does not
modify that image.

The student is partially aware of
the image she/he projects of her/
himself.

The student pays no
attention to what image he/
she projects to others. At the
opposite extreme, everything
she/he does is done by
thinking about what others
think of him/her.

Consciousness of
student’s own inner
feelings.

The student knows his/her
own feelings and preferences
and their causes and expresses
them assertively.

The student know
his/her feelings and
preferences and
expresses them.

The student does not really
show nor recognize his/her own
feelings and preferences but
always looks for others’ feelings
and/or preferences for reference.

The student does not
understand or express his/her
own feelings or preferences.

Confidence on having
enough persistence to
achieve goals.

The student is convinced
that he/she can persist until
achieving goals, even big or
tough.

The student believes
his/hers potential to
persist until achieving
most of the goals.

The student doubt about on his/
hers potential to persist until
achieving most of the goals.

The student is convinced that
he/she cannot persist until
achieving the goals.

Confidence on handling
and overcoming
obstacles.

The student is convinced
that he/she can handle and
overcome obstacle, even
unexpected or difficult.

The student has
conviction of his/hers
potential handling and
overcoming majority of
potential obstacles.

The student believes on his/
hers potential handling and
overcoming some easy obstacles.

The student is convinced that
he/she cannot handle any
obstacle.

Confidence on
overcoming opponents.

The student is convinced that
he/she can any opponent.

The student has
conviction of his/hers
potential overcoming
potential opponents.

The student has conviction of his/
hers potential overcoming some
easy opponents.

The student is convinced that
he/she cannot overcome any
opponent.

Confidence on solving
difficult problems.

The student is convinced that
he/she can solve any problem,
even unexpected or difficult.

The student has
conviction of his/
hers potential solving
majority of potential
problems.

The student has conviction of his/
hers potential solving some easy
problems.

The student is convinced
that he/she cannot solve any
problem.
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Table 5. Assessment rubric for the sub-competence of working with others

Criteria to assess the
sub-competence

Entrepreneurship Competence Assessment Framework

Strong competence

Good competence

Requires guidance

Requires strong
guidance

The student participates in
planning by making valuable

The student participates
in decision-making

The student does not participate

The student does not
participate in planning

from the first moment to the
last.

maintaining motivation
throughout the course of
the activity.

maintain motivation towards the
activity.

Planning proposals and making reasoned | but does not make Hi oglj)a’lsp;::insligi but accepts the goals and boycotts
decisions. important proposals. sroup ’ decisions made by peers.
The student estimates
The student estimates the time the time required by the
. . The student does not
required by the development development steps of a The student does some scheduling . .
. K . estimate the time needed
Time steps of a product or task and product or task but has and adjusts the task to the given s
. s . for the task and does not
adapts to possible changes and difficulty adapting to schedule. .
. get the task done in time.
unforeseen events. possible changes and
unforeseen events.
The student pro\fldes the The student'prowdes ) ) The student does not
necessary material to be able some material to be able | The student provides material . .
. . . . . . provide enough material
Material to work well in class and is to work in class, but the | late or with errors that hinder the .
. L . M to be able to do the job
concerned that this material is quality of the material is | work.
. . properly.
of good quality. not very high.
The student remains calm in The student has gi};?ics:gigzrsltirkllfee in
the face of difficulties when difficulties in keeping The student keeps calm in the face . ping
o . . e 1 calm in the face of
Tranquillity performing a sequence of calm in the face of of difficulties and asks for help or S
A ) . PSS difficulties as well
activities and finds alternative difficulties but ends up examples. .
. N . as asking for help or
solutions. finding solutions. . .
accepting the given help.
The student starts
The student maintains zzt?sizg)gzighly The student needs support from The student’s low
Lo motivation towards the activity e a group of peers or teachers to motivation causes
Motivation has difficulties in

problems in the group or
in the activity.

Help & respect

The student encourages other
group members and recognizes
the work they do. The student
respects the limitations of
others and helps them to
improve and learn from them.

The student takes
advantage of the
potentialities of others
and respects their
limitations. However,
the student cares more
about getting the job
done than helping
others.

The student has difficulties in
recognizing the potential of
peers and becomes angry at their
limitations. The student tends
more to individual work than to
group work.

The student does not
recognize his/her
groupmates and ends up
working for her/himself
instead of the group.

Delegation

The student accepts criticism
from peers and corrects her/his
actions. The student is aware
of peers who can improve the
work and delegates work to
them.

The student hears
criticism from peers
but finds it hard to
change his/her actions.
The student delegates
to peers what she/

he knows they can do
better.

The student gets angry with the
criticism but ends up rectifying
things. The student finds it
difficult to delegate work to peers
but manages to delegate some
things.

The student does not
accept criticism and does
not know how to delegate.
The students want to do
everything because she/
he does not trust her/his
teammates.

Friendliness

If the student does not agree
with what a peer says or does,
he/she will be able to discuss
the matter in proper and
respectful language and suggest
alternative solutions.

The student is able to
discuss disagreements
with the peers but does
not suggest alternative
solutions or may use an
inappropriate way to
express the matter.

If the student does not agree with
what a peer says or does, he or
she gets angry and does not want
to talk about alternative solutions.
The student gives up and does not
look for alternative solutions.

If the student does not
agree with what a peer
says or does, he/she
gets angry and provokes
conflicts instead of
looking for alternative
solutions.
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Students’ Self-Assessment Tool

Part of the assessment tool is a student self-assessment. This gives the teacher a picture of how students
perceive their own capabilities. The teacher is able to follow the development of the students in different
areas. The competencies measured in the tool are transversal and development happens at the individual
level over time with supportive exercises. Therefore, it is suggested to repeat the students’ self-assessment
once or twice a year to see the student’s development. When students identify their own skills, it is pos-
sible for them to guide others as well (e.g. SliSane et al., 2021). Additionally, peer learning has been
found to be good in entrepreneurship education (e.g. Xu et al., 2021).

In the student self-assessment tool there is a list of statements dealing with the students’ general feel-
ings about themselves, their future visions and team working. The idea of the tool is that the students
indicate the degree of agreement with each item. Students receive positive and encouraging feedback
after answering the tool with ideas of how they can develop further with the mentioned EntreComp sub-
competences. The feedback of the assessment tool is based on the scoring of the student’s answers. The
scale in the assessment is: Yes (2 points); Yes, to a certain degree (1 point) and No, not at all (O points).

Table 6. Student self-assessment rubric

Vision
(Ideas & opportunities)

Self-awareness and self-efficacy
(Resources)

Working with others
(Into action)

When I am working in a team, I exchange
information and ideas with other team
members.

I have an idea of a dream job.

I have a plan of how to achieve my dream
job.

I can easily come up with new ideas.

I can easily get others excited about my
ideas.

I can imagine future visions.

I can convince others that my vision is
important.

I am aware of my strengths.

I know how to improve my weaknesses.

It is easy for me to stick to my goals.

I can recognize everyday problems that
need to be solved.

When I am stuck with a problem I, can find
a solution.

If I try hard enough, I can achieve my
goals.

When I am working in a team, I
acknowledge others’ ideas.

When I am working in a team, I adhere to
commonly agreed rules and schedules.

I can lead my team finding new
participatory solutions.

I can build up a team to solve a specific
problem.

When I have a problem, I know whom to

contact.
I can solve conflicts in teams.

In this chapter a practical case is introduced related to the development of an assessment rubric. This
is a rubric and an assessment tool linked to the assessment of the development of entrepreneurial com-
petencies. In several curriculum texts, the development of entrepreneurial competence is described as a
broad-based learning entity instead of the actual subject (e.g. Bourgeois et al., 2016; Finnish Ministry
of Education and culture 2009 and 2016). This poses challenges for assessing competence development.
There is a lack of clarity on whether and how it should be assessed. In addition, the concept of competence
already involves contradictions and complexity. As mentioned earlier in this chapter, the definitions of
the concept of entrepreneurship competence are somewhat confusing and overlapping (e.g. Bird 1995;
Bridge et al. 2003, 37-39; Fastré and Van Gils 2007).

Based on the feedback received from teachers during the process, the use of this type of rubric in
assessment provides added value to the teacher. However, as the rubric development process happened
to occur during the covid-19 pandemic, there were challenges in committing teachers and students to
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the development process. Although the training course and piloting were successfully completed, there
is always a risk that the use of the assessment tool on a regular basis is forgotten. In order to make the
assessment of these competencies more general, it would be important for them to be included in the
national curriculum of each country and further in the curriculums and yearly plans of schools.

During the process teachers were introduced to concrete methods for developing entrepreneurial
competencies. The rubric clearly made what was to be assessed visible when assessing entrepreneurial
competence. However, there is still a long way to go before a rubric exists for teachers to consciously
use the rubric as part of their daily teaching. On the other hand, students should also understand what
the concepts in the rubric mean. In other words, teachers and students need to work together to build
an understanding of what entrepreneurial competence means, how it can be developed and how it can
be assessed. This forms the basis for the student’s self-assessment and the assessment carried out by
the teacher.

The participatory process changed the perspective on developing the rubric. Teachers chose sub-
competencies, and had the opportunity to develop criteria for the competencies so that they understood
them and could commit to them. On the other hand, creating the tool together with students significantly
affected the usability of the tool. The language should be such that it is clear to young users. The imple-
mentation of the tool should be such that self-assessment can be done using a natural tool for the students.
The participatory development process increased the understanding of the different cultural factors that
influence the implementation of the assessment. It should be noted that the assessment should be ap-
propriate for different school environments and cultures, even if the competencies to be developed are
universal. In addition, understanding the concepts used in the assessment rubrics is culturally binding
and this must be taken into account when developing this type of rubric.

The rubrics presented in this chapter are based on teachers’ choices and the way they understand
entrepreneurship competence. Teachers implement entrepreneurship education, so their interpretations
matter. School management should pay attention to the fact that the teachers have the time, opportuni-
ties, and space to build an understanding of entrepreneurial competence together with other teachers. As
noted in a previous research (Sommarstrom et al., 2021), teacher autonomy is important in understanding
entrepreneurship education and, on the other hand, school management affects how a teacher is able to
implement entrepreneurship education (Haméldinen et al., 2018; Ruskovaara et al. 2016).

The rubrics presented in this chapter have some major weaknesses that need to be pointed out. These
rubrics offer an opportunity for further development. Teachers have clearly had challenges in articulat-
ing the assessment criteria (vision, self-awareness and self-efficacy and recourses). It is possible that
more time would have been needed for the teachers to work on the rubric and to find different ways and
working methods to create a common understanding of the sub-competencies. Cultural differences, as
well as the teachers’ own background, and language influenced the teachers’ interpretations of the sub-
competencies and their assessment criteria. However, this presented model provides a good basis for
further work and, above all, emphasizes the importance of involving different user groups in the work.

During the process, activities were created to enable the teacher to promote students’ entrepreneurial
competence in face-to-face educational situations. These were practical entrepreneurial activities (i.e.
reflective exercises, card games and problem-solving techniques). These activities support teachers in
planning and implementing entrepreneurship education in the classroom. They also enhance the use of
the assessment rubric. In our experience, the use of the rubric requires practice, and various active ap-
proaches can promote its use. There was a training path for teachers in a specific training course. The
training included strategies for teaching entrepreneurial competence, strategies for the teaching and use
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of adigital tool for the assessment and student self-assessment activities. After the training, teachers were
asked about their perceptions of the learning outcomes the training offered. Approximately 78 percent of
the teachers attending the training were totally satisfied with the learning outcomes (see e.g. Castafieda
etal., 2021). In addition, about 70 percent of the teachers who participated in the coaching felt that their
ability to develop students’ entrepreneurial skills improved as a result of the training.

FUTURE RESEARCH DIRECTIONS

This chapter has presented one example of how to assess the development of learners’ entrepreneurial
competence. As entrepreneurship education has extended to all levels of education, teachers on every
school level should have the tools and skills to assess the development of learners’ entrepreneurship
competence. Based on the experiences gained from the development process presented in this chapter,
there is a need for more profound research concentrating on how entrepreneurship competence should
be assessed. The development of entrepreneurship competence rubrics would help to verbalize age-
appropriate entrepreneurial competences. Rubrics and tools for assessment needs to be further developed
and evaluated.

In addition, the tool and rubric presented in this chapter only address some of the general entrepre-
neurial competencies of EntreComp framework. It is worth noting that teachers selected the three com-
petencies with which they found it most difficult to assess student development. Other sub-competencies
also require their own assessment framework. Hence, for further studies there is a great need to build
an assessment rubric for all the entrepreneurial competences included in EntreComp framework. Based
on our experience, it should be done according to the principles of co-development, with teachers and
students (rubric users) participating in the creation of assessment models.

CONCLUSION

The main purpose of the chapter was to illustrate the construction of an entrepreneurial competence as-
sessment rubric. This development activity originates from an ambition to train and strengthen teacher’s
competence in integrating entrepreneurship into their daily teaching. The goal in the end is for teachers
to be able to evaluate and assess entrepreneurial abilities and competencies of learners in primary and
basic school (students aged 7-18years).

Through the improvement of the assessment skills of teachers, the assessment tool and rubrics pre-
sented in this chapter help students in acquiring/evaluating entrepreneurial competence, allowing them to
develop transversal skills such as critical thinking, creativity, and self-perception, and introducing them
to the professional world and promoting their active citizenship. So, the general objective is to produce
an impact on the school system, in terms of improvement of the education quality and evaluation and
self-evaluation of entrepreneurial skills, through the update of teachers’ skills.

In addition, in several curriculum texts, the development of entrepreneurial skills is described as a
broad-based learning entity instead of an actual subject (e.g. Finnish National Agency for Education
(2016). Bourgeois et al., 2016). This poses challenges in assessing competence development. The aim
is to develop entrepreneurial skills, but there is a lack of clarity on whether and how they should be
assessed. In addition, the concept of entrepreneurial competence already involves contradictions and
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complexity. In addition, when it comes to assessing the abilities of young people, it mixes the charac-
teristics developed by the school as well as the personality traits of the individual. The measurement
needs testing and further development.

Policies fostering entrepreneurial competencies in schools do not directly lead to implementing entre-
preneurial methods in practice. Objectives should be clearly stated in schools’ curriculums and supported
by school management. One of the means supporting teachers in their implementation of methods that
develop entrepreneurship competence is to provide continuing training for teachers.

In conclusion, despite extensive and diverse research related to entrepreneurship competencies (e.g.
Komarkova et al. 2015; Lillevili, 2017; Tsakiridou & Stergiou, 2014) Venesaar et al., 2021), the develop-
ment of tools suitable for assessing the development of entrepreneurial competencies has been surpris-
ingly limited. In our view, a rubric is a model that can be used to strengthen the teacher’s competence in
assessment and in understanding entrepreneurial competence in general. However, evaluation cannot be
implemented as a separate measure, but must be linked to the development of the institution’s activities.
The role of school management is central to how the assessment is approached in the first place and
what opportunities the teacher has to carry out the assessment. This requires training, understanding,
and collaboration within the school.
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KEY TERMS AND DEFINITIONS

Assessment Rubric: A tool used by educators to evaluate and provide feedback on students’ perfor-
mance, understanding, and skills. It is a systematic way to assess and communicate the expectations and
criteria for successful completion of a task or assignment. Rubrics in learning are particularly helpful
for projects, essays, presentations, and other complex tasks where subjective judgment may be involved.

EntreComp: The European Entrepreneurship Competence Framework has developed by European
Commission as a reference framework to explain what is meant by an entrepreneurial mindset.

Entrepreneurial Competence: The set of skills, knowledge, and abilities that enable individuals to
be entrepreneurial and create financial, cultural or social value for others.

Entrepreneurship Education: Learning through, for, and about entrepreneurship, taking place in an
entrepreneurial learning environment, and being about dealing with, creating and enjoying uncertainty
and complexity. The aim is to strengthen students’ personal and generic entrepreneurial competences.

Entrepreneurship: The process of creating, developing, and managing a new business venture or
startup.
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Online Tool: Tool is available on website by using username and password. All data is Downloaded
or Uploaded.

Self-Assessment: Process of students evaluating their own work, skills, and understanding of concepts.
It is a critical aspect of the learning process, as it encourages individuals to reflect on their performance
and identify areas of strength and weakness.
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within the broad context of the supervisory relationship. Drawing on Drytons extended supervisory
working alliance the authors explored how rubrics can foster student-supervisor relationships during
the research process. This study adopted a collaborative autoethnographic (CAE) methodology which
enabled the researchers to authentically capture the student and faculty perspectives. It was found that
rubrics provided transparency, identified expectations and a language for students to express and inter-
rogate their work. They provided a metadialogue to enable students to take ownership of the feedback
process questioning and initiating discussion with the supervisor. This supported the bonding process,
shaping conversations and providing the student with context for the feedback.

INTRODUCTION

Calls for research-based initial teacher education (ITE) programmes have increased over the past decade.
Many novice teachers struggle to transform ITE knowledge into effective classroom practice (Doyle,
2006; Wanzare, 2007) which calls for a deeper understanding of teacher transition from theory to practice
(OECD, 2021). Student teachers must be active participants in the research process during ITE (Cochran-
Smith & Zeichner, 2005; Darling-Hammond, 2017; Munthe & Rogne, 2015). It is not surprising that the
development of teacher researchers is often discussed within the context of ITE reform and development
(Afdal & Speres, 2018; Darling-Hammond, 2016, 2017). The emancipatory potential of teacher research
is also recognised in ITE in the Republic of Ireland. For example, Céim, i.e. Standards in initial teacher
education, states that by the end of the ITE programme, the student teacher will be able to “conduct
and apply relevant research as appropriate to his/her teaching context, identifying, critically analysing
and integrating new knowledge regarding curriculum, pedagogy and assessment into their practice”
(pg-23). Developing the teacher as ‘reflective practitioner and ‘researcher’ has become a core facet of
Irish teacher education (Teaching Council, 2017, p.14). However research is interactive and incremental,
learning occurs through engagement in student-supervisor dialog, self-dialog/reflection and the research
process. This requires a process orientated approach to assessment rather than the traditional product
and standards based model. Therefore assessment AS learning is key with reflection, self-assessment
and dialogical feedback all necessary components to support the research and assessment process. It is
the authors view that the integration of formative and summative rubrics into the supervision process
can support the development of teachers as researcher. Rubrics can provide a lexis to enable the student-
supervisor to articulate feedback, communicate and engage in dialog and also enable the students to
engage in critical reflection regarding the research process and their own identity and role. This chapter
discusses the role of the supervisor-student relationship in teacher research, the potential for rubrics to
support the process and outlines a collaborative autoethnographic study which the authors engaged in to
explore how formative rubrics can support the development of teacher-researchers within the research-
based teacher education movement. In particular, it will consider the role of formative rubrics in fostering
student-supervisor relationships during the ITE research process.
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THE TEACHER RESEARCHER: TRADITIONAL
APPROACHES TO SUPERVISION

Within the educational field, there is a strong tradition of teachers engaging in research (see Elliot, 1991;
Lytle & Cochran-Smith, 1994; Zeichner and Noffke, 2001 for the history of teacher research); a tradition
helped greatly by Giroux’s (1988) scholarship on ‘teachers as intellectuals’ and Cochran-Smith &Lytle
(1992, 1999) prioritisation of the ‘teachers as researchers’ discourse.

Put simply: “the key to the whole approach is the role of the teacher as researcher” (1975:141); a
teacher who is “studying themselves” (ibid) as well as applying their tentative understandings in their
own contexts. Stenhouse envisages teachers as self-reflective, self- monitoring ‘artists’:

A teacher lays the foundation of his capacity for research by developing self-monitoring strategies.
The effect is not unlike that of making the transition from amateur to professional actor. Through self-
monitoring the teacher becomes a conscious artist. (Stenhouse, 1985: 15)

However, whilst Stenhouse’s process model is now universally well-regarded, it was not accepted by
mainstream education at the time, largely because, as Stenhouse himself acknowledged, “the process
model is essentially a critical model, not a marking model” (1975: 95).

In today’s parlance, Stenhouse’s process model is akin to continuous self-assessment as he saw the
process of thinking and seeking to understand something at a deeper level as ongoing and as far more
important than the content itself.

The superficialities of the disciplines may be taught by pure instruction but the capacity to think
within the disciplines can only be taught by inquiry. (1975: 38)

These skills cannot be taught and involve dialog, critical self-assessment and reflection. Therefore from
Stenhouse’s point of view, the role of supervisors was to help teachers enact their ‘teacher-researcher’
identities, develop their understandings and engage in transformative dialog.

Cohran-Smith & Lytle (1993) coined the term ‘inquiry as stance’ where they argued for reflective
and agentic teachers who adopt the overarching stance or mindset of inquiring learners. They said:

Inquiry as stance is neither a top-down nor a bottom-up theory of action, but an organic and demo-
cratic one that positions practitioners’ knowledge, practices, and their interactions with students and
other stakeholders at the center of educational transformation. (2009: 123-124).

The key message was that teaching was no longer to be seen solely in terms of ‘doing’ but rather
required an ongoing professional commitment to ‘knowing, doing and being’. The relationship between
teacher research and professional development was dynamic and personal, but according to Tafel and
Fischer (1996) there were four identifiable elements: 1) caring relationships and dialogue- which re-
lates to the supervisor-teacher relationships; 2) teacher agency and responsibility to the communities
of learning; 3) knowledge creation through reflection and 4) inquiry based on their guiding principles
and beliefs as teachers.

In particular the importance of the supervisory relationship is recognized (Mainhard et al., 2009;
Parker-Jenkins, 2018) yet comparatively little is known about the intricacies of supervisory interactions
and the connection with formative assessment processes, particularly at master’s level.

Building on the work of Mouton (2001) and Gatfield (2005), Lee (2012) described five supervisory
styles: functional — directing students through research goals and tasks; enculturation —into the academic
discipline; critical thinking; emancipation and relationship development. Against the backdrop of Dysthe
(2002) three static models of supervision: a teaching model, a partnership model and an apprenticeship
model, Lee (2012) offers a far more nuanced and complex picture of supervisory relationships. He paints
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a picture which allows for shifts over time and for the student to become a researcher in his or her own
right (Mc Alphine, 2013; Bui, 2014). As Gurr (2001) recognised:

The supervisory style needs to be adjusted to a more hands-off approach to allow competent autonomy
to be developed. (86-87)

De Kleijn et al (2015) describe this as ‘adaptive research supervision’ which accords with Brook et
al.’s (2010: 665) view of postgraduate learning as ‘pathmaking’ which involves embarking on a “col-
laborative quest for learning that encompasses exploration of the unknown, discovering new understand-
ings” through “a creative, richly textured, open-ended” process. Positive supervisory relationships are
characterised by two forms of dialogue: transformative and explorative (Sarja and Janhonen’s, 2009)
Transformative dialogue engages both the supervisor and supervisee in self-reflection and disclosure
as well as problem-solving discussions while exploratory dialogue is built upon the willingness of both
participants to share their tacit knowledge and go beyond the traditional didactic supervisory relationship.

Positive supervisory relationships have been linked to student well —being, progression, timely
completion and career development (Sverdlik et al, 2018; McAlphin & McKinnon, 2013; Lin, 2012).
Using a concept borrowed from psychotherapy, Frischer & Larsson (2000) suggest that a ‘working al-
liance’ should be established to support collaboration and mitigate against a laissez-faire approach to
supervision. Many scholars have also identified significant barriers such as conflicting expectations
(Zhao et al, 2007), power differential (Moxham et al, 2013) and a sense of isolation from the wider re-
search community (Pilbeam & Denyer, 2009). Barriers which have been described as ‘perennial issues’
which can only be overcome through proactive supervisory interactions. Traditionally rubrics have be
associated with the assessment and marking component of the research process, to date no exploration
has been conducted in the role of rubrics in supporting supervisor-student relationships and how they
can enable transformative dialog and common language around research. The next section will explore
existing research on the role of rubrics in teaching, learning and the supervision process.

RUBRICS AND THEIR ROLE IN TEACHING AND LEARNING AND SUPERVISION
Rubrics and Their Role in Teaching and Learning

Assessment forms an integral part of students teaching and learning experience and often drives what and
how students engage with learning. (Boud and Falchikov 2006; Cullen and Harris 2009) Students often
see assessment as an ‘end game’ This influenced by the traditional view of assessment which was often
perceived as a means of measuring academic performance with the objective of grading students for the
purposes of an award. However recently the discourse surrounding assessment has shifted significantly
from assessment of learning to assessment as and for learning. (National Forum, 2016). Key to this shift
is formative assessment and the role of relationships, dialogue and feedback. This supports students in
self-assessing the quality of their work. Black and William also advocate that formative assessment
supports the students to 1) recognize what is required to evidence their learning for the assessment, 2)
consider the quality of work in relation to academic standards, and 3) have an understanding how to
improve the quality of their work. (Nicol 2009; Sadler 2009). Students can then adapt their learning and
assessments forms a key part of their learning environment. To successfully engage in the formative
assessment and feedback process students need to be able to critically evaluate and judge work based
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on academic standards. (Nicol 2009). Rubrics can be used as a means of defining such standards and
supporting students to evaluate their work, particularly in the research supervision process

A rubric is traditionally defined as ‘a document that articulates the expectations for an assignment
by listing the criteria, or what counts, and describing levels of quality from excellent to poor’ (Andrade
and Du 2005). This aligns to the traditional view of assessment whereby they were used to measure
academic performance. However, as the discourse of assessment as and for learning has emerged they
have been widely adopted as an instructional tool. This has led to the emergence of a variety of ways of
designing rubrics that often lecturers and supervisors are not aware of.

Rubrics can be generic or task specific (Jonasson and Svingby, 2007). Generic Rubrics may be based
on the type of assessment e.g. a generic rubric for essays, presentations, literature reviews. Or based on
institutional criteria e.g. to standardise assessment and feedback in an education institute there might
be a decision to adopt a generic rubric. These may be useful for students to track their progress across
similar assessments or programmes and benchmark their learning development.

Task or discipline specific are developed based on the learning outcomes and of the module, pro-
gramme or course and the tasks associated with evidencing this as part of the assessment or which are
aligned to the learning outcomes. Students often find task specific rubrics easier to interpret or use as
they are context specific and the language is not as vague as those in generic rubrics (Bailey, 2009;
Jonsson, 2014). In addition, the criteria in the rubric may evaluate a variety of dimensions for example
discipline specific knowledge, soft skills and transferability to the professional context (Dwyer et al 2006)

Furthermore, rubrics can be designed to be analytic or holistic (Wolcott and Legg 1998, 71). Holistic
rubrics consider the overall quality of the students work and how sections inter-relate rather than grading
individual parts. Alternatively, a hybrid approach could be used where there are holistic criteria. (Sadler
2009). Students tend to prefer analytical rubrics which allow students to evaluate each element of their
assessment, however lecturers prefer holistic grading (Biggs and Tang 2011; Prins et al 2017)

There also can be a number of stakeholders involved in the design of rubrics, they can be designed
with students (bottom up) or by teaching staff (top down) (Prins et al, 2017). Traditionally rubrics have
been designed by teachers for students however as the dialog has shifted towards assessment AS learning
students are being advocated as partners and co-creators in the assessment process. Relationships and
dialogical frameworks are key (Christie et al., 2015; Brookhart and Chen, 2015; Reddy and Andrade,
2010). However institutional policy may inhibit this particularly if students need to be provided with
grading criteria at the start of the semester. Also, often students who perceive their identity as passive
in the teaching and learning environment may struggle with playing a more active part.

When designing rubrics teachers and students also need to be aware of who they are being designed
for and how they will be used. User designed rubrics are focused on supporting both the student to plan
and self-assess their work and the assessor to evaluate, mark and provide feedback to students. Assessor
designed rubrics are focused on grading the students work with a view to particular quality standards.
They are not intended for student use. (Weigle 2002)

Dawson 2017 outlined 14 design elements for rubrics considering level of specificity, scoring and
evaluative criteria, language, dissemination and use.

Despite the increasing emergence of research in the adoption and use of rubrics over the past 20
years there are still some limitations of their use (Dawson, 2017). In particular how students interpret
and translate rubrics and how they are situated and influenced by social practice and institutional values
rather than the transfer of learning to a wider society. Virlander (2008) Which is particularly important
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for preparing teachers as researchers, furthermore the narrow view as rubrics as measurement and evalu-
ation tools rather than dialogical frameworks limits their application.

How Students Use Rubrics

A significant amount of research has been conducted on how rubrics impact student learning. Rubrics
can improve academic performance and learning (Andrade and Du, 2005; Panadero and Romero 2014)

Also, student soften use rubrics in a strategic manner to enhance their learning for example in plan-
ning their assignments, for self-assessment, understanding and satisfying teachers requirements and
interpreting teacher feedback. (Bell et al., 2013; Menendez-Varela and Gregori-Giralt, 2016). There is a
debate on whether rubrics can increase learner agency and self-regulation. (Alonso-Tapia, and Huertas,
2017) This may depend on the type of student, their experiences and the role of the teacher in integrating
assessment and rubrics into the learning process.

Furthermore, rubrics can impact the affective dimensions of learning with students highlighting
that it increases confidence and reduces anxiety associated with assessment (Jonsson, 2014; Andrade
and Du, 2005). Overall students receive rubrics positively, perceiving them as enabling assessments to
be accessible, fair and supporting the quality of their work (Leader, and Clinton, M.S., 2018; Andrade
and Du 2005). Although, these experiences often depend on the level of experience students have in
engaging in higher education (HE) processes with more experienced learners using rubrics more ef-
fectively. Jonsson and Svingby 2007; Panadero and Jonsson 2013 . This may be because often students
find the academic language used in rubrics difficult to understand and decipher (Menéndez-Varela and
Gregori-Giralt, 2016). As learners engage in HE they become familiar with this language and so use
rubrics more effectively.

The research has identified that the adoption of rubrics is not without their limitations. In some cases,
particularly for creative disciplines such as the arts rubrics can suppress creative flair (Chapman and In-
man, 2009). Furthermore, over prescriptive rubrics are often used in a mechanical way by students who
adopt a tick box approach to self-assessing their work (Torrance, 2007; Nicol and Macfarlane-Dick, 2006)

Despite this the success of rubrics is largely dependent on how teachers embed and use them within
the teaching and learning environment. The next section will explore how teachers use rubrics in their
classrooms.

How Teachers Use Rubrics

The impact of rubrics is highly contextual on how the rubrics are used as and for learning. Many HE
educators use rubrics in a very crude manner mainly for the purposes of summative grading and to make
the grading process more efficient and consistent. (Bharuthram, 2015) For many it does not form an
integral part of their learning and teaching, they feel that the provision of a rubric alone provides suffi-
cient explanation of the assignment expectations for the student. However, rubrics need to be integrated
within teaching and learning to support dialogue and enable students to recognize assessments of a high
academic quality, self -regulate and become independent learners, particularly considering the constraints
learners face regarding academic language. (Panadero and Jonsson 2020)

To aid this, rubrics need to be used for not only summative grading but also formative assessment and
feedback. Adopting rubrics in this manner may afford opportunities to enable dialogue between students
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and their supervisors and encourage them to develop their identity as partners in assessment (and as
researchers) and support relationships between supervisors, students and their peers. Kilgour et al. 2020.

It is important that formative rubrics are developed and used in a flexible dialogical manner. The
balance between rigidity and flexibility is key to enable students to incorporate creativity, critical think-
ing and decision making into their assignment. Through incorporating assessment literacy activities
and providing instructional opportunities for students to engage with, the assessment teachers support
learners to construct meaning from the assessment and interpret the language used to explain criteria
and quality standards (Smith et al 2013)

There are many activities that can support assessment literacy. For example, providing opportunities
for learners to engage with the rubric by reviewing samples of assessments and generating feedback
using this and discussing how the feedback can be applied to improve the sample; or using the rubric
to support student to peer review other learners work and create feedback. Furthermore, when students
traditionally engage in peer evaluation they are noted for providing feedback that lacks criticality. Through
the use of a rubric students were more likely to provide valuable and critical feedback to support their
peers (Pandero et al, 2013)

However, despite these opportunities lecturers still experience challenges when using rubrics par-
ticularly for grading. Similar to students some teachers feel rubrics limit creativity and cannot measure
soft skills or transferable skills. When using rubrics for analytical grading teachers often find the grade
calculate to that of the overall perceived grade and there is a discrepancy between the two, this suggests
that some analytical rubrics do not capture or evaluate intangible elements associated with quality aca-
demic work. (Bharuthram, 2015; Sadler, 2009). This is particularly evident in research work whereby
creativity, problem solving and criticality are key. The next section will explore the role of rubrics in
the supervision process.

Rubrics in the Supervision Process

To date the majority of research regarding rubrics has been conducted with undergraduate students,
there is a dearth of literature exploring how postgraduate students and their supervisors engage and use
rubrics particularly in the context of supporting their dissertation and research theses.

Feedback is a key element of the supervision process. Many students have never engaged in a research
project and have no idea of what a ‘good ‘dissertation looks like (most will have written essays, produced
presentations, reports etc.). Through this process students are reliant heavily on academic standards,
language and conventions. There is a strong affective dimension associated with conducting research for
the first time, with students having a significant amount of anxiety regarding the process. Furthermore,
as learners often engage in research alone they find it isolating and unless strong relationships have
been developed with other peers and there are opportunities for dialog it can increase apprehension. The
learners’ experience is heavily reliant on the supervisor relationship, this experience can vary and is not
consistent as can be seen in the previous section. Therefore, it is important to provide transparency and
support learners to understand the process, their identity and expectations.

Frans et al. 2017 conducted a study with 200 undergraduate research students on how they used and
perceived feedback during the supervision process of their theses. They found that students used the
rubric similar to other undergraduate students to understand the task requirements, and to evaluate their
work. The relationship between the rubric and feedback perception was stronger with students finding
it useful for fair and relevant feedback from their teachers and peers.
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Within the postgraduate supervision context rubrics have largely been used for summative evaluation
of students work, although some supervisors use it for formative purposes. Research regarding formative
rubrics illustrated these are often applied a flexible manner with the supervisor reviewing some criteria
and omitting others. (Postmes et al 2022). This relates to De Kleijn et al (2015) as ‘adaptive research
supervision’ whereby supervisors nuance their approach based on the student’s needs. It is widely
recognised that supervisors need to be flexible and adapt their feedback and approach depending on the
students’ individual context (Chugh, et al, 2021). Rubrics can play a key role in guiding quality of work
and providing a framework for dialog and shared understanding which is key to the supervision process.
(Kearney 2013). In some cases, supervisors have difficulty in tangibly explaining quality criteria and
supervisors often omit specific criteria or make passing comments such as excellent without a rationale
for such . (Postmes et al 2022) Key to supporting is meta-dialog which encourages supervisors and stu-
dents to reflect on the meaning of feedback and how it might impact the students work.

Smith et al, 2013 argued the importance of introducing assessment literacy activities to support meta-
dialog about feedback, in which the students and teachers discuss their beliefs and rationale underpinning
the feedback so students can bridge the gap between their performance and academic standards. This
research was conducted at an undergraduate level however its relevance pertains to the postgraduate
supervision process as often students find it difficult to interpret and apply feedback. Therefore, meta-
dialogue is key, in this context students need to take ownership of the feedback process questioning the
feedback and initiating discussion with the supervisor. However often students do not see themselves
in this role, they identify themselves as receivers of feedback rather than joint creators of feedback and
feedback as a negotiated dialogical process.

The purpose of this research is to explore

e  How students and supervisors interpret and engage with formative rubrics during postgraduate
research? And

e  How does formative rubrics support the supervisory process during postgraduate research? in
particular supporting dialogue and relationship building through the development of goals, dis-
cussion of views and feedback, agreeing tasks and nurturing a bond (Bordin, 1993;Dryton 2008)

THEORETICAL FRAMEWORK

As proponents of sociocultural learning theory argue individual cognition proceeds interaction and learn-
ing in social contexts. Drawing on Dryton’s adapted version of Bordin’s (1983) ‘Supervisory Working
Alliance’ Model and we explored the role of the assessment rubric within the supervisory process. This
model was developed in the context of counselling to support psychotherapists to assist their clients to
incorporate changes. The framework was generalised so it could be adopted in other relational contexts
to encourage change for example student-teachers. The framework supports the notion of change which
is core to the concept of the teacher as researcher in that it engages teachers in a perpetual quest to un-
derstand and improve themselves and their practices (OECD, 2013). Thus, supporting evidence-based
changes to practice are central to the identity of teacher as a researcher.

Bordin, 1983 suggested that supervisory work is dependent on the strength of the relationship between
supervisor and student and the tasks required to support the change. It involves three core components:
goal agreement, task agreement, and bond. Goal agreement involves a shared understanding of the goals
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for change; task agreement, a mutual understanding of and confidence in the activities that will achieve
these goals; and bond is the emotional attachment between the parties that arises through their work
together. This latter affective dimension has been largely overlooked in previous research on the use of
assessment rubrics. Dryton (2008) subsequently incorporated a fourth component ‘views’ which are the
beliefs and understandings both the supervisor and student have and how they impact the relationship
and the ability to change. The research sought to explore ‘How students and staff interpret and engage
with rubrics to support the supervisory process during postgraduate research?”

Dryton’s extended version of Bordin’s (1983) Supervisory Alliance model was adopted as a theo-
retical framework for the project. The elements of the frameworks were used to inform data collection
and analyse the data to determine how rubrics influence the development of goals, forming of views,
agreeing tasks and supporting the development of a bond between supervisor and student.

METHODOLOGY
Overview

This research sought to explore learners and faculties experiences of engaging with formative rubrics
and how they can be used to support the supervisor-student relationship and the development of teach-
ers as professional researchers in their context. Based on the literature it is clear that faculty supervising
research projects often have difficulty in articulating feedback, there is often a lack of consistency in
the formative process and rubrics are largely used summative and for grading purposes. (Postmes et al,
2022). This can lead to ambiguity for the student and therefore impact the student-supervisor relation-
ship. How students and staff interpret and engage with formative rubrics during postgraduate research?
And How does formative rubrics support the supervisory process during postgraduate research?

The study was conducted with three faculty (the authors of this paper) and three students (authors of
this mapper) engaging in a dissertation module in a Master of Education. The purpose of the module is
to prepare teachers as researchers in their professional contexts. The dissertation process involves close
collaboration between students and their supervisors (faculty members and authors of this paper) over
a six-month period. Throughout the process an assessment rubric was used by students to self-assess
and generate feedback regarding their own work and with faculty to provide feedback to the students.
Both written and oral feedback was provided with students and faculty meeting approximately once per
month to discuss the feedback.

This study adopted a Collaborative Auto-Ethnographic (CAE) methodology. Autoethnography seeks
to understand the experiences of the self and the social context in which they present in a systematic
manner (Ellis et al 2011). CAE allowed the authors to capture both the student and faculty voices and
perspectives in a meaningful way (Hernandez et al, 2017) Furthermore it supported the exploration of
how learners and faculty engage with rubrics on an ongoing basis throughout the assessment and feedback
process. (Adams et al, 2017). In particular the authors felt that identity would play a significant role in
how learners and faculty engaged with the rubrics. CAE enabled the authors to explore the role of iden-
tity and the relationship between faculty co-authors and students co-authors in how they engaged with
rubrics and supported the student - supervisor relationship (Butz and Besio, 2009; Hernandez et al, 2017)

62



Learning How to Become a Teacher Researcher

Implementation

Students undertook a supervised research project between November 2021 and June 2022. Students had
a variety of supports during the period.

1.  Formative and summative rubrics were developed for the dissertation module. To develop these
a series of sample rubrics gathered from a variety of third level institutes was presented to an
assessment subcommittee of which the faculty coauthors were members, these were formulated
into a summative rubric for grading. The faculty coauthors then expanded the summative rubric
into formative rubrics to enable them to use these for supervision and formative assessment and
feedback. The objective of introducing formative rubrics was to encourage assessment AS learn-
ing (National Forum 2016), support meta-dialog between the student and their supervisor (Smith
et al, 2019), enable student to continually critique work (Nicol, 2009)The rubrics were presented
and discussed with the supervisors and the supervisors met in a community of practice to discuss
their experiences of engaging with supervision and how to support students through the process.

2. Students attended regular workshops to support them to complete various sections of their dis-
sertations. These were delivered by the authors; assessment literacy formed a key part of these
sessions. The relevant section of the formative rubric was discussed, and students were asked to
review sample sections and generate feedback on these samples using the formative rubric. For each
section students were asked to complete a peer review of a classmate’s work using the formative
rubric. This was completed as part of their workshops and provided opportunities for students to
revise their drafts before sending to their supervisor. It also facilitated the development of commu-
nities of practice within the programme with a view to reducing the isolation experienced during
research projects. Furthermore these sessions encouraged shared responsibility and learner agency
recognising multiple sources of feedback.

3. Students were allocated a supervisor and sent draft sections to their supervisor ahead of monthly
meetings. In these meetings the supervisor and student discussed feedback pertaining to the rubric.
The rubric was used to discuss feedback and identify opportunities for enhancement.

Data Collection

The CAE study involved seven student co-authors and three faculty co-authors recording data on how they
engaged with the rubric on an ongoing basis. Data was gathered data individually and collaboratively.

1.  Rubrics were used to generate written feedback by both the students and faculty.

2. Two collaborative focus groups were held with all ten co-authors (three faculty and seven students)
todiscuss their overall experiences of the process. This encouraged diverse perspectives and dialogic
tensions and enhanced understanding (Sawyer and Norris, 2015)

3. Reflectivediaries, all co-authors keptreflective diaries on the after each meeting Bordin’s Supervisory
Model, 1993.

a.  Goals/practice- what are your goals and motivations for this month — Describe how is the
rubric supporting you (or hindering) your progress and the dissertation process as a whole?

b. Meaning/task agreement: Looking at the rubric in advance of the next section what does it
mean for you
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c.  Identity - What is your role in the supervision process this month, how is it evolving or chang-
ing? How do you feel needs to evolve or change for you as a learner?

d. Community/bond — How do you think the supervisor and supervisee relationship could be
enhanced? How can the rubric support this?

e. Practice - How do you envisage the rubric supporting the dissertation process going forward
in terms of developing as a teacher-researcher?

Data Analysis

Deductive analysis using the theoretical framework outlined in section 4. In particular Drytons, 2008
adapted version of Bordin’s (1983) Supervisory Alliance model was used to analyse the written feedback,
reflective interviews and focus group data. To minimise bias each researcher analysed their co-researchers
and their students’ data. Furthermore, inter-coder reliability was adopted with a sample of rubrics and
interview data being analysed by two researchers to ensure consistency in results.

FINDINGS
Goal-Oriented Planning and Task Agreement Through Dialogue

The rubric provided clearly defined, well-articulated and challenging criteria designed to guide and scaf-
fold the dissertation journey for both student and supervisor. Rubric use therefore enabled participants to
determine goals, define parameters, agree tasks and set destinations. Which aligns to the first component
of the supervisory alliance model (Bordin 1993;Dryton 2008)

My goal for the month is to improve my literature review chapter before I begin interviews. I will refer
to the rubric throughout this process to ensure that I am on the right track.

(Reflective diary, Student #2).

My goal for this month is to support [student name] in completing her literature review and having a
clear idea of where her contribution in terms of the research lies. The rubric has allowed us to identify
‘gaps’ or areas for improvement and a common understanding of how to support [student name ] work
going into the next stage of drafting.

(Reflective diary, Supervisor #2).

Goal-setting had three main functions: they provided a general guide to activity, reflection and analy-
sis, enabling students to link their work to rubric criteria; they served as a source of legitimacy, enabling
activities to be justified if they contributed to the achievements of identified goals; they were a means
of measuring success. The following focus group exchange illustrates these functions:

Student #2: The rubric not only acted as a framework or guide in the writing process, but in our super-

visor meetings we would often use it.... as a tool reflection, so we would look at my work through the
lens of the rubric and kind of look at what areas were strong, which areas I met, and then which areas
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need improvement and how. So, it was also a framework that I would use to look at while I was writing
a type of self-assessment so to speak.

Student # 5: I am the type of person where I need to see the checklist. I need to see what’s expected of
me and then I can kind of work within those guidelines. But I really do need the checklist, the guidelines,
the expectations. The rubric did this for me.

(Focus group #2)

Rubric completion by both student and supervisor provided additional direction, scaffolding and
feedback to students enabling them to revise drafts based on identified goals. The following excerpt from
a completed rubric illustrates such evidence-informed goal-setting and especially illustrates the power
of teacher researcher and supervisor dialogue as a driver of professional growth.

Table 1. Rubric from focus group #2

Criterion Explanation Student commentary Supervisor commentary

The review of related research
I agree. I suggest that you

. . and literature is clearly related I am not sure if all my embedded ;
Relationship to the research . . expand/extend the review to
. to the problem statement as questions are addressed appropriately | . .
question . S . incorporate relevant literature/
expressed in the research in this literature review.

research associated with RQ3

questions and objectives

(Completed rubric excerpt, Supervisor #1, Student #6).

Goal-setting through rubric engagement enabled both students and supervisors to take initiative in
improving quality, in affirming and building on what was working well and in identifying areas in need
of further development to bring about improvement.

Understanding Views Through Self-Regulated, Transformational Learning

Professional reflection and dialogue, prompted by constructive, rubric-embedded feedback, empowered
both students and supervisors to engage in a process of analysis to prioritise for improvement. Key to
this was engaging providing students with the ability to clearly define the criteria and challenging them,
criteria must also be understood, accepted and implemented in a coherent manner to bring about success.
Students revealed that rubrics provided a focus, a benchmark, a reference point to keep them on track
and motivated them to become self-regulated teacher researchers. This enabled them to understand the
views held by the supervisor and the student (D

Student #3: It was like a springboard. I definitely feel like if I was, you know, writing with it there next to
me on the desk and constantly referring back and forth to it and learning as a result... It’s kind of like a
checklist just to check at the beginning, give myself a bit of focus and then check it off again at the end.

Student # 4: The rubric pushed me... Am I reaching the expectation that I expect of myself and how can

I improve this? How can I get the best out of my writing for me and I suppose it’s kind of trying to push
my own right in ability all the time .. to grow as a teacher researcher.
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Student #2: You know, my first few drafts, like, I kind of knew they, they might not have necessarily been
up to scratch with the rubric. So, it did give me a sort of self-awareness about the quality of the work
that I was putting in. And because I was measuring it against the rubric. So, I did find it helpful for that.

Student #1: I'm aware of it and it’s kind of like a temperature check for me. So, when I'm writing I'm
Jjust kind of looking. Oh yeah, that’s the benchmark. That’s the standard as opposed to thinking about
the assessment, looking at it as an assessment tool. For me it’s more.

(Focus group #2)

Supervision meetings provided students and supervisors with opportunities to express their views
(Dryton, 2008). In particular their individual opinions, perspectives, experiences, ideas and concerns
and to share constructive feedback. These meetings also enabled both students and supervisors to seek
further clarification and encouraged students to take a more active role in the supervision process.

I am glad we had an opportunity to explore teacher researcher identity in greater depth today at our
meeting. It is apparent to me now that I need to engage more in active listening and open dialogue - to
enable [Student name] to uncover the hidden assumptions and misconceptions of her evolving researcher
identity.

(Reflective diary, Supervisor #1).

This quote illustrates the central role that dialogue played in a supervisor’s ability to construct mean-
ing and to come to a deeper understanding of the dynamic and nuanced process of research supervision.
The rubric supported the process of expressing views as it provided a language for the students to ask
questions

“....like even in terms of knowing what questions to ask, that echoes with me that like to know that this
should be in the methodology chapter or you should do this in the literature review to kind of then be
able to ask that. And if that makes sense.”

This transformational learning experience, fuelled by a culture of open dialogue and partnership, en-
abled both students and supervisors alike to take stock and move forward together on the research journey.

Bond Through the Development of Collegial Learning-Focused Relationships

In addition, the rubric supported the development of a bond between the supervisor and student as it
illustrated the expectations and framed the feedback that was provided. These relationships were con-
nected, collaborative and increasingly reciprocally developmental. Students and supervisors engaged in
processes of meaning creation and sense-making that served to reshape their beliefs, values and sense
of ‘self’. This transformative experience stimulated personal and professional development, as the fol-
lowing comment reveals:

1 think the relationship is very comfortable with my supervisor. I am not afraid to ask for clarification

and I appreciate the comments in the learning process as it inspires me to better my research. It also
gives me different viewpoints that I have not considered.
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(Reflective diary, Student #1).

This exploratory process was negotiated through intense learning conversations, student and supervi-
sor reflections, active listening, trust, warmth and honest collaboration supported by the rubric. These
partnerships, involving joint ownership and decision making over both the process and outcome and
guided by rubric engagement, stimulated learning and both teacher researcher and supervisor develop-
ment as the focus group excerpt below illustrates.

Student #3: I mean, it just gave me clarity. I knew what was expected and then after my feedback with
[Supervisor name] I knew exactly how to improve. I think it’s shaped our conversation and I suppose it
maximized our time together because it was very targeted and very focused. There was a context there
for the feedback and then I would have gone off and I would have felt armed and motivated to do my
second draft on things.

Supervisor #2: But I have to say from a supervisor point of view, I found the reflections after each ses-
sion very enriching because actually we meet students, we give feedback and we move on but actually
having to think about how the meeting went and where it could be improved.. I found really useful ...

(Focus group #2).

Collaboration featured as fundamental to constructing meaning and professional growth. Rubric
engagement facilitated and fostered a relationship of trust and mutual respect that valued agency, cre-
ativity, critical dissent and collaboration. These learning conversations also actively sought experiences
of learning with and from students and created safe spaces for risk-taking.

“Supervisor #2: ....... it have an insight into the thought process behind the writing, which sometimes
then would illuminate for me why that was there or why that was important and perhaps without that 1
would just be left kind of adding comments not knowing that. That’s because of this and that’s because
of this or that’s because I've interpreted this and this particular way or that’s why I have used the rubric
to inform it in.” (Focus group #2).

From a supervisor perspective the rubric enabled the supervisor to understand the students thought
process and rationale for decisions which formed a greater understanding of the context of the writing
and dissertation process. This allowed the student and supervisor to maximise meeting time and engage
in meaningful dialog.

Supporting Teachers in Practice

The rubric also supported teachers in their practice and encouraged them to approach problems or dif-
ferently. One participant spoke about their experience implementing a new initiative and rather than
giving information working with the whole school community to explore how the initiative might work

in practice. Furthermore, it empowered teachers in their own practice to research evidence.

“It just shows you that like, no matter what you're doing there, there is information out there. All you
have to do is open up the laptop, look for research papers, not necessarily just, you know, a website,
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but actually go to the articles, go back to the grassroots of, you know, what the academics or what the
researchers have found out.” (Focus Group #1)

Furthermore, students saw further potential of the rubric in supporting and mentoring new staff.

“I think as well it the rubric might be helpful, and we do the XXX in our in our school, and I do think
a rubric, something like that will be helpful for newly qualified teachers when they have their meetings
with their supervisors that they have, I suppose a set of criteria and a rubric, and to know what the
they’re mentor might be looking for. So, it would be something that I might suggest it in my own school.”
(Focus Group #2)

It also provided a mindset in which provided teachers with transparency and confidence in their own
roles particularly regarding breaking problems down and alanguage to connect with others in an otherwise
often isolated profession. The students felt it is often difficult to connect to peers and the supervision
process and rubric gave them the confidence and skill set to reach out to other professionals and work
with them on problems facing the profession.

CONCLUSION
This research set out to explore:

e  How students and staff interpret and engage with formative rubrics during postgraduate research?
And
e  How does formative rubrics support the supervisory process during postgraduate research?

Using Drytons supervisory alliance model the researchers investigated how the rubrics supported
task agreement, goal setting, bond development and the expression of views. It was found that the ru-
brics provided transparency in the process, identified expectations and provided a language for students
to express and interrogate their work. In particular it provided a meta-dialog to allow students to take
ownership of the feedback process questioning the feedback and initiating discussion with the supervi-
sor. (Smith, Worsfold, Davies, Fisher & McPhail,2013). This supported the bonding process between
supervisor and student shaping conversations and providing the student with context for the feedback.
In addition, the shared reflective diaries which students and supervisors shared provided opportunities
to express vulnerability and human elements of the supervision process.

In addition to the elements of Drytons model it was clear that the students used the rubric particularly
for planning and self-assessing their work this built their confidence and ensured that they felt their work
was to a high academic standard. This aligns to the work of several researchers in particular Andrade
and Du 2005; Bell et al., 2013; Jonsson, 2014; Menendez-Varela and Gregori-Giralt, 2016. However, in
addition to this the rubric supported them to identify gaps and ask directed questions of the supervisor
to allow them maximise the supervisor meetings. In some cases, the students found the language used
in the rubric difficult to understand and used lecture notes, sample dissertations and the student hand-
book to gain a further insight into what the ‘terminology’ meant again which was a common challenge
experienced by student as outlined by Smith et al 1,2013. Where this was difficult to decipher they used
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the supervisor meetings to probe into the meaning of specific elements of the rubric and how they might
reflect this in their work- it formed the basis for the supervisor meetings and conversations.

The rubric adopted was for formative assessment and as a result the supervisors used the rubric to
guide conversations, identify gaps and provide structured contextual feedback to the students. This con-
tradicts existing research in which rubrics are largely used for grading and summative purposes. Care
was taken to ensure the feedback was reflective of the rubrics. In addition the rubric was discussed in
each meeting and so assessment literacy was integrated within the supervisory meetings. The rubric
also provided context to the supervisor on the writing process the student engaged in and provided an
insight into the rationale behind specific decisions.

Although a small scale study the depth of the qualitative data and narratives provides a meaning-
ful insight into the supervisor and student experiences of adopting rubrics to support the postgraduate
supervision process. In particular it is evident that the use of the rubric as a dialogical tool has enriched
the process and created a common language for supervisor and students to understand each other’s per-
spectives and enable the development of an open and collegial bond. Furthermore the use of the rubrics
in this manner has empowered students to apply their skills as researchers in their teaching contexts and
work through open and collaborative approach.
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ASSESSMENT, GRADING, AND BODY EXPRESSION

The relationship between assessment and body language as content in the subject of Physical Education
(from now on PE) has been a problem for teachers in recent years (Bores-Garcia et al., 2021). On the one
hand, the content itself is conflicting from a pedagogical point of view. A careful analysis of this tension
reveals three frequent errors that cause this conflict (Lafuente & Hortigiiela-Alcal4, 2021): firstly, not
developing content thatis associated with the collective achievement of the class. Secondly, not generating
satisfaction in one’s own bodily experiences. Finally, not implementing coherent proposals of a longitu-
dinal nature. This last aspect is one of the main limitations of the projection of these contents since, as
they are not applied with a certain logic and continuity, they do not allow learning outcomes associated
with the interventions carried out to be obtained (Mattsson & Lundvall, 2015). In this way, it becomes
especially complex to generate positive experiences in students since if the PE teacher himself does not
give relevance to these contents, students cannot be expected to be motivated towards them (MacLean,
2018). On the other hand, and associated to the difficulty to work on these contents, is knowing how to
evaluate them. One of the main problems that exist among PE teachers is the constant identification and
homologation of assessment with grading (Alvarez, 2005; Hortigiiela-Alcal4 et al., 2019a). It should be
possible to assess without having to grade everything, and this is a fact that generates many problems
in the educational community, especially when working on the contents of PE, which cannot be based
solely on surpassing pre-established marks. Assessment, especially in PE, must be synonymous with
learning and, for this, the planning must be constructed from the beginning together with the method-
ological, organizational aspects and the tasks set (Brevik et al., 2017). However, the problem is that
when this process is not carried out coherently with the contents to be worked on, the assessment and
grading process tends to be hidden from the students (Barba-Martin & Hortigiiela-Alcala., 2022. . In this
sense, another problem associated with the confusion between assessment and grading lies in the use of
assessment as a power mechanism of the teacher, who justifies being the only one competent to assess
because he/she is the one with the knowledge (Fernandez-Balboa, 2005, 2007). When this happens, the
essence of teaching is lost, as students are not allowed to be an active part of a process of which they
are a substantial part and it is difficult for them to develop important aspects of their learning such as
autonomy, self-regulation, motivation and awareness of what they have learned((Leenknecht et al., 2020;
Ozan & Kincal, 2018). This means that the body does not acquire all the necessary pedagogical dimen-
sion within the subject, and that on many occasions the result only responds to physiological criteria
and is based strictly on motor performance (Lépez-Pastor et al., 2013). A subject and assessment ap-
proach That is detrimental to students and their subsequent physical development outside the classroom
(Beltran-Carillo & Devis-Devis, 2019).

In view of this, a formative and shared approach to assessment are ideal for promotes aspects that
relate to and encourage learning such as self-regulation, motivation, responsibility and awareness of
learning on the part of the student on the one hand (Hortigiiela-Alcal4 et al., 2015: Leenknecht et al.,
2020; Weldmeskel et al., 2016), and the extrapolation of learning to different contexts on the other
(Chng & Lund, 2018). In this line, in the Spanish context in which this work is framed, in the spanish
context, in which this work is framed several studies in recent years have shown the benefits associated
with these aspects of formative and shared assessment in primary and secondary education (Bores-
Garcia et al., 2020; Heras-Bernardino & Herrén—Alvarez, 2019; Loépez-Pastor & Pérez-Pueyo, 2017;
Bores-Garcia et al., 2021) and in higher education (Barba-Martin et al., 2020b; Hamodi et al., 2018;
Hamodi & Barba-Martin, 2021; Hortigiiela-Alcala et al., 2019b; Romero et al., 2017)., In this way, it is
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proven how fundamental it is that in the development of a PE centered on working on the multitude of
possible learning of this subject, such as corporal expression, the PE teachers should use assessment as
a tool with a clear methodological component, focused on learning awareness and not only on the final
grade (Hortigiiela-Alcal4 et al., 2021). To this end, a clear assessment system and instruments must be
developed from the outset (Pegalajar, 2021).

In this sense, the present work tries to contribute a new experience to the literature on assessment in
Physical Education and, for this reason, the main objective of this chapter is the narration of a school
experience in which formative and shared assessnet was used through the use of an rating scale in a
Didactic Unit (DU) of body expression

FORMATIVE AND SHARED ASSESSMENT: AN ESSENTIAL
PART OF THE TEACHING-LEARNING PROCESS

But what is formative assessment? and shared assessment? How is it carried out in the teaching-learning
process in PE? Formative assessment is an approach focused on the use of this aspect, within the teach-
ing-learning process, to help students achieve quality learning through feedback. (Biggs, 2005; Brown
& Glasner, 2003). This assessment model stands out because it is focused on achieving a conscious
construction of learning on the part of the students, rather than only on the final result. (Lopez-Pastor
et al., 2013). In this sense, it is important to understand that there is no point in grading learning at the
end of the process if students has not given the opportunity to learn from their mistakes and to reinforce
their successes in order to progress (Brown & Pickford, 2013; Santos Guerra, 2014), which is still too
often the case today (Panadero et al., 2019).

Onthe other hand, shared assessment is amodel of assessment that, by understanding this as aformative
process, understands as necessary and important the active participation of the students (Barba-Martin
& Hortigiiela-Alcala, 2022), based on dialogic, ethical, democratic and transparent relations between
the different agents (Santos Guerra, 2003). The learner must be aware of his or her learning and must
therefore be involved in the assessment process through different participatory mechanisms such as self-
assessment, as the process through which the students or the group is able to evaluate their work at a given
moment (Boud, 2013), or peer assessment, where peers give feedback to their peers (Topping, 2009). The
possibility for all actors to participate in the assessment of learning processes provides the opportunity
for learners to receive feedback from different points of view that help them to become aware of their
learning and to be able to direct it. However, it is necessary to establish clear assessment criteria and to
create critical scaffolding processes with this type of assessment in the student body, so that all feedback
is relevant (Rust, Price & Donovan, 2003). . Under this perspective, the whole assessment process and
the instruments must be built, the latter must be clear and provide the students with relevant information
from the beginning (Fraile et al., 2017). Some of the most commonly used instruments are rating scales,
since they allow students a progressive approach to learning under the construction of evaluation criteria
sequenced in different levels of achievement (Lopez-Pastor & Pérez-Pueyo, 2017). Thus, students can
know at any moment of the learning process where they are and make decisions based on it. In the field
of Physical Education, these evaluation criteria and their levels of achievement must include all areas
of student development (motor, cognitive and social) in a related manner. This has provoked a debate
in the subject, under the perspective that the importance of the motor aspect is lost. However, this is a
false belief supported by the tradition of grading motor contents such as physical condition through tests
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and which should be broken in order to provide students with learning processes based on the evaluation
and construction of complete motor experiences (Barba-Martin et al., 2020a).

The instruments should be given to the students at the beginning of the requested activity, and their
understanding of the criteria and the established achievements should be contrasted with them (Fraile
et al., 2017; Pegalajar, 2021). In this way, students can work with the instrument from the beginning
and make conscious decisions during the teaching-learning process through self-assessment processes
(Nicol & Macfarlane-Dick, 2007). Regarding the feedback received through peer or teacher assessment,
the comments received by the students should always be focused on learning, based on the evaluation
criteria of the instrument, and with a clear pedagogical intention (Sadler, 2010). Therefore, as can be
seen, the use of evaluation instruments with a formative and shared approach is beneficial for student
learning; however, despite its advantages, there are still not many experiences and a traditional style of
assessment continues to predominate.

A PRACTICAL EXPERIENCE IN PE AT THE SECONDARY EDUCATION STAGE

The work has been developed with 253 students of 1stESO (12-13 years old) in the 2018/2019 academic
year and with 182 students of the same grade in the 2020/2021 academic year. The rating scale, inspired
by the proposal of Hernando-Garijo, Hortigiiela-Alcal4d and Pérez-Pueyo (2017), is used during the
process of creating and rehearsing a final group performance based on corporal expression and as an
instrument of formative evaluation and grading of the DU, using this instrument to perform antriadic
assessment (self-assessment, co-assessment and hetero-assessment). The objective of this triangulation
of assessments during the DU is for students to contrast the different perceptions of their work in order
to regulate their learning in view of the final production. It was decided to use this rating scale because
of its high didactic and methodological component. This scale has been extracted from the website of
the Attitudes Group (https://grupoactitudes.com/documentos/), which is widely consulted by teachers.
This rating scale has been used in many educational contexts, always under the premise of generating
awareness and learning in PE students. It should be remembered that the main objective of the research
is to assess the experience of PE students when using this assessment instrument, focusing on a triple
feedback: self-assessment, co-assessment and heteroassessment. In this case, it has been used in the
content of corporal expression. Previous experience in this sense (Pérez-Pueyo et al., 2017;2019) has
shown the positive effects of triadic assessment on student involvement and self-regulation of tasks.

The experience narrated is part of the Unit “I use my body to tell stories”, belonging to the 1st ESO
programme of the subject of PE and timed in the second assessment of the course, between the months
of January and February of both years. This DU has been applied in all the groups of 1st ESO of the
IES Alameda de Osuna, in the district of Barajas (Madrid, Spain). The unit lasted four weeks, with two
55-minute lessons per week. For its explanation we have divided the DU into phases, according to the
assessment work carried out.

Phase 1. Construction of experiences with corporal expression. During the first three sessions, the
teacher proposed a series of imitation, representation and expression activities, in which the students
worked first individually and then in small groups. The main aim of these first introductory sessions
was to arouse the pupils’ curiosity about the expressive capacities of the body and to encourage them to
explore all the possibilities that could be achieved through movement. Moreover, being the first year of
a new educational stage, there was a great deal of heterogeneity in the pupils from the point of view of
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their school of origin. This meant that some pupils had deep and positive experiences of content related
to body language, while other pupils were confronted almost for the first time with content that not
everyone accepts in the same way.

Phase 2. Delivery and explanation of the assessment criteria through the instrument. In lesson 4 the
teacher explained to the students the process they were about to start. He detailed the phases of the process
and handed out the assessment scale (Table 1), explaining each of the assessable items and answering
any doubts that arose in each class. After the explanation, the students were allowed to create their own
working groups following two essential criteria: the groups had to be mixed, including at least two boys
and two girls, and they could not exceed a maximum number of participants so that there would be five
working groups in each class. In the remaining minutes the pupils were allowed to start discussing the
first ideas of the creative process.

Phase 3. Creation of the production based on the criteria of the instrument and teacher feedback. Dur-
ing lessons 5, 6 and 7 the pupils created and rehearsed their final performances in groups. Each group
had to bring the rating scale to each session, so that they could read the aspects to be evaluated and thus
the most important elements to be taken into account.
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Table 1. Rating scale

Name and surname of the group members:
Prerequisites: groups of 4-5 students (mixed). All participants will be involved in the creative process, rehearsals and
performance. Three lessons will be dedicated to the creation and rehearsal of the performance.
Valuable items Subvalue Achievement criteria Maximum value
15 The storyboard has good drawings and collects the most important
elements of the representation.
10 The storyboard has good drawings and includes some elements of the
representation.
Storyboard 10 The storyboard has little worked drawings and collects the most 15
creation important elements of the representation.
5 The storyboard has little worked out drawings and picks up some
elements of the representation.
0 The storyboard has very poor drawings and provides almost no
information.
10 The performance lasts between 4 and 6 minutes
5 The representation deviates less than 30 seconds from the stipulated
Duration time. 10
0 The representation deviates more than 20 seconds from the stipulated
time.
20 The story is perfectly understandable
12 The story is understood, although not completely
Narrative capacity 5 There are many elements that are not understood, which makes it 20
difficult to follow the story
0 The story is incomprehensible
20 The representation is very rich in expressive body elements
Expressive 12 The representation has some expressive body elements
. 20
capacity 5 Representation has few interesting expressive resources
0 The representation does not have any interesting expressive resources
20 The performance is very original and creative
12 The performance has some interesting creative aspects
Creative capacity 20
5 The representation has almost no creative elements
0 The performance is neither original nor creative
15 There is coordination and rapport between the members of the group
Flow 8 Coordination and rapport can be improved 15
coordination
( ) 0 The members of the group act in an uncoordinated way, without
empathy.
FINAL SCORE (maximum 100 points)

Each group worked in an autonomous way and the teacher went around the groups solving doubts,
contributing ideas and encouraging those groups that were a bit confused in the creative process.

Phase 4. Peer and heteroassessment process with the instrument. In lesson 8 the students performed
the performance and the classmates and the teacher had the opportunity to give feedback based on the
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rating scale. At the end of each group’s performance, the teacher gave a rating scale to each group to
evaluate the group they had performed. He also gave the group a document to evaluate their own per-
formance. Finally, the teacher evaluated the group as well. A few minutes were dedicated to generate a
process of student participation with the objective of letting each group know those elements in which
they could improve, according to what was expressed in the assessment scale.

Phase 5. Reconstruction of the productions based on the feedbacks received. Lesson 9 was aimed
at correcting those elements that could be improved, in order to improve the representation for the fol-
lowing lesson.

Phase 6. New assessment process with the instrument and jump to qualification. Finally, in lesson 10,
the final presentation of the performances took place, after each of which the same process took place
as in session 8. At the same time, the teacher evaluated each group’s performance. A few minutes were
devoted to a discussion of the elements assessed, after which the qualitative assessments (achievement
criteria) were transferred to the score assigned to each of them, making the final sum out of a total of
100 possible points. In this way, the leap from assessment to marking was made, obtaining a final aver-
age mark after equal weighting of the mark obtained in the self-assessment, the co-assessment and the
teacher’s assessment.

In addition, students completed a semi-structured personal learning diary during some days of the unit,
in which they answered some questions proposed by the teacher for each session. Day 1 of the personal
diary was the last rehearsal before the first performance, day 2 was the day of the performance, which
the pupils themselves called “mock” as it was not the final performance, day 3 was the day of the final
performance and day 4 was completed at the end of the didactic unit. The following table shows some
of the questions that the students had to answer in each session of the didactic unit.

Table 2. Student s personal diary questions

Suggested questions for each lesson to complete the diary

Day 1. What motivates you most to do a good performance? Knowing that your classmates and the teacher are going to evaluate you,
what does it feel like?

Day 2. Has doing this performance simulation helped you? What things have helped you? What things are you going to change and
improve?

Day 3. Describe what you think your level of commitment and work in the group has been during the process of creation and rehearsal.
Also give your opinion about the level of commitment and work of your colleagues. What have you learned during the process of creation
and rehearsal? How has it been useful for you to have the rating scale during the whole process?

Day 4. How have you experienced having to evaluate your classmates? Did you find it difficult? Did you try to benefit or harm them, or
did you remain as objective as possible? How have you experienced having to evaluate your own performance? Did you find it difficult?
Do you think the grade given to you by your classmates was fair? Why or why not? Do you think the grade given to you by the teacher
was fair? Why or why not?

The PE teacher who carried out the teaching of the didactic unit completed a personal diary with
reflections on what happened in each of the sessions with the different groups. Finally, two focus groups
were conducted with eight of the participating students.
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Table 3. Basic script for the discussion groups

Basic script for the discussion groups

How did you live knowing that you were going to be evaluated in three different ways?

What has been your motivation for trying to do well?

Has the mock performance been helpful in improving performance? In what?

Do you think there have been differences in commitment among the members of your group?

How have you been able to evaluate your peers, evaluate yourself and know that you were being evaluated by the teacher?
Do you consider the score obtained by each of the three ways to be fair?

In order to facilitate the reading of the conclusions obtained from the experience and from the personal
diaries and the discussion groups, we will proceed to present the most relevant elements exemplified with
some extracts from the teacher’s diary (TD), the student’s personal diaries (SPD) and the focus groups
(FG). A qualitative methodology was used to gain in-depth knowledge of the students’ evaluations of the
use of the scale and their involvement in its evaluation. To this end, the research was carried out in the
context of the classroom, so as not to distort the real day-to-day practice of the students, thus connecting
with their most personal and social dimension (Halquist & Musanti, 2010). Data were triangulated be-
tween the three data collection instruments used. This made it possible, through the use of cross-patterns,
to assign each text extract to a category of results, thus obtaining the saturation of ideas (Tortorella et
al., 2015). The allocation of data to each of the categories and subcategories was thoroughly reviewed
by each of the researchers independently. This process allowed for a coding of the data with each of the
instruments used, thus showing linearity and coherence in the analysis (Del Rio-Roberts, 2011).

1. Increased motivation in the use of formative and shared assessment

One of the most remarkable elements was motivation. First of all, they were very motivated by the
possibility of forming their own groups, even if there were some requirements they had to respect.

One of the things that made them most excited when I explained the working procedure was when I
told them that they would have a few minutes to form their own groups, as long as they respected the
grouping criteria (TD).

Obtaining a good mark that would have an impact on their final grade in the course was also a moti-
vating factor. The prospect of having part of the responsibility for this grade increased their motivation,
as it is usually the teacher who is responsible not only for the assessment but also for the marking of the
tests given during the course in the different subjects.

The mark also motivates me, because I want to get a good mark like in the first evaluation (SPD).

Knowing that two thirds of the grade came from what we put on ourselves and the grade our classmates
put on us, that was quite motivating (FG).

Finally, the pupils were attracted by the content. Although in each class there is always a group of
pupils who relate PE exclusively to sport, they were generally enthusiastic about being able to do a
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teaching unit on body language. Even more so as the two previous teaching units had been on handball
and physical fitness.

1 like being able to show that physical education is more than just sport (SPD).

I was a bit fed up with handball and athletics. I love theatre and that makes me want to do my best for
the first time in the course (SPD).

2. Group feedback and second chances

Students are not used to being able to take an assessment test without consequences for the grade.
However, formative assessment is based on the idea of not always having to link assessment with mark-
ing. Therefore, students were given the opportunity to evaluate themselves and their peers without the
pressure of marking.

Being able to do a performance test before the final was very good for us to know what things we
needed to improve and make it perfect in the final assembly (FG).

The students acknowledged that they found this session useful, as they identified shortcomings in
their expressive creations that they were able to remedy in the following session.

We realized that the performance was too short and did not meet the minimum time requirement. It’s
one thing when you do it in rehearsal and another when you do it in front of an audience. When you're
nervous, you go faster than planned (SPD).

This possibility allowed them to face the performance of the final session with greater confidence and
security, knowing that with the corrections and improvements made, the result would always be better
than that of the mock session. In addition, the students who had difficulty in being in front of an observ-
ing audience were able to have a first experience in order to face the second one with greater confidence.

Because you’ve already performed in the simulation, you feel safer and more confident to do it in front
of everyone (SPD).

It’s helped me to get used to performing in public, because it’s not the same to do it only when everyone
is looking at you (SPD).

The assessment scale has been an advantage for the pupils, who from the beginning of the project to
create the representation were able to know which aspects could be assessed and, therefore, which ele-
ments they had to focus on in order to create the representation correctly. The pupils themselves admit
to having used the rating scale to detect errors and how to solve them.

The rating scale has been very useful to see where the failures were and what we could do to correct
them (FG).
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However, the teacher acknowledges that some students did not make correct use of the rating scale,
although it has been advantageous for those who have used it correctly.

Some of the students had not read the rating scale carefully, even though we spent almost a whole les-
son reading and explaining it. Having to use it to assess themselves and their peers has been good for
the next two sessions (TD).

3.  Group commitment

As with any group project, problems arise during its development, the resolution of which is an es-
sential part of the project itself and of interdisciplinary and transdisciplinary learning of great educational
value. Many of the groups took the expressive project very seriously, to the point that some of them
created Whatsapp groups exclusively to talk about the Project.

...we even have a Whatsapp group to talk to and discuss the failures... (SPD).

The students admit that having common objectives has made them aware of the need to contrib-
ute individually to the group. Knowing that assessment and marking were carried out as a group has
awakened the need to work as a team, knowing that the consequences of individual actions would have
repercussions for the group.

The overall level of involvement has been high. Having shared elements such as a common project, a
common evaluation and acommon rating has served as a glue for individual and group commitment (TD).

All my classmates have also committed themselves and worked just as hard as I did (SPD).

However, other students have complained about the low level of group commitment shown by some
members of the group, who have not contributed to the same extent and have instead hindered the pro-
cess of creation and rehearsal.

There are people who have had a hard time taking the piss out of it (SPD).

As is always the case, there is a small percentage of students with little motivation for the task (and for
everything in general too, almost always) who either blow up the work of others or remain absent, blow-
ing it up anyway. This has occurred above all in groups of students who have not been able to group
with whomever they wish, resulting in a group that is too heterogeneous, with students who are more
marginalized in the class and, therefore, less motivated (TD).

4.  Lessons learned during the process

Most of the pupils refer to social or relational learning, as the most intense process from an educa-
tional point of view has been group work and the resolution of problems that occurred along the way.

84



Rating Scale for Formative, Shared Assessment in Physical Education

It has helped me to know more about my classmates and that some people are not what they seem, be-
cause they can be very funny, intelligent and even very good people (SPD).

During the process of creation and rehearsal I have learned to listen (SPD).

This learning is not accidental, but the teacher himself who carried out the didactic unit recognises
the intention behind it.

I myself have expressly decided not to give so much importance to expressive content, but to use it as
a means of achieving other elements of equal or greater value such as respect for oneself and others,
effort, mutual commitment, honesty and transparency (TD).

Working in a team forces students to listen to the opinions of others and not to impose their own. The
development of empathy has been a key part of the process.

During the process of creation and rehearsal I have learned to listen (SPD).

5. Lessons learned during the process

One of the key elements of formative evaluation has been the use of the rating scale, as has already
been pointed out several times in this chapter. Its presence throughout the process has allowed the groups
to work more efficiently, more focused on the expected results and with greater organisational capacity.

It was quite useful to me because that way we could see everything we had to do and so we were quite
Jocused. We’ve organized ourselves much better than if we’d had nothing (SPD).

The teacher acknowledges, however, that it is not easy to convey to students the importance of using
this assessment tool, especially in this first year of secondary school where some students have already
used this type of instrument while for others it is a complete novelty.

Trying to show the students the importance of the rating scale has been difficult for me, I admit. They’re
not used to using paper and pencil in P.E. Some groups forgot to bring the rating scale to the rehears-
als and I got tired of reminding them of its importance. But in the end I think it has been very useful for
them (TD)

The lack of previous experience in formative and shared assessment has hindered the process of as-
similation of this way of working, because students in the first years of secondary school may misuse

shared assessment if they are not used to it.

Evaluating my classmates has been a little difficult, because while I wanted to help them I also wanted
to be objective (SPD).
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Assessing my own performance was strange to me, because we didn’t see what we were doing ourselves
(SPD)

However, the rating scale has helped them in this process, especially in the aspect of objectivity or
thoroughness in evaluations and feedback.

With the rating scale it has been easier to evaluate my colleagues and myself (SPD).
Following the sheet (rating scale) has helped me stay objective (SPD).

Finally, the leap to marking has also involved some conflicts produced by the inexperience of the
students in these assessment processes. The less mature students with greater difficulties of commit-
ment and behaviour did not correctly assess and mark their own work or that of their peers, while the
majority of students showed great responsibility and maturity in trying to adjust as much as possible to
the assessment scale in order to make judgements and to make the leap to the mark. One of the biggest
problems for students has been objectivity. Interestingly, and perhaps only by comparison, students point
out that the teacher is objective because he/she has the most knowledge on the subject, whereas they
cannot be completely objective.

The teacher’s grade did seem fair to me because it was the most objective of all (SPD).

1 think I have been fair because the grade we have given the other groups has coincided with the grade
those groups have given themselves and with the grade the teacher has given them (SPD).

I recognize that we have scored ourselves a little higher than we really deserved, to help ourselves. The
teacher’s grade was the fairest (FG).

The concept of fairness appears in the students’ diaries and in the discussion groups very often as-
sociated with the concept of objectivity, pointing out that the only fair assessment is that of the teacher
or any other assessment that resembles the teacher’s assessment.

CONCLUSION FROM THE ABOVE EXPERIENCE AND
PROPOSALS FOR FUTURE INITIATIVES

The aim of this paper is to narrate an experience of working on corporal expression in Physical Educa-
tion through the formative and shared use of a graded scale. For this purpose, the process carried out
has been narrated in detail, as well as the main reflections of the teachers and students involved during
the process. In this way, a new practical experience is contributed to a still brief literature.

After the body expression teaching unit described above, in which formative and shared assessment
was used, the results support the findings of other predecessor research, discussed in the first part of this
paper. Students reported feeling more motivated and engaged in the task by being part of the assessment
process. They recognise the positive sense of knowing from the beginning of the process the elements
that would be observed in the final performance, so that during the sessions they can direct their efforts
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more effectively and efficiently. In addition, they comment that they have felt more engaged with their
group through the use of formative and shared assessment, feeling more involved in the whole process
from the first lesson, not only in the final lesson where the leap to marking is made. The use of this type
of assessment has allowed them to understand from the very beginning of the process the effect that
individual actions have on the rest of the group at an evaluative level develops the group commitment of
all members of each team. In addition, a specific contribution of this experience has been with respect
to the use of the instrument as a means of scoring by all the agents involved, it showed small differences
between their perceptions, the higher levels of achievement were those coming out of the self-assessment
processes, followed by the assessment coming out of the teacher assessment. The mechanism that resulted
in the lowest levels of achievement was peer assessment, as the students themselves acknowledge that
they are more critical in detecting their peers’ mistakes than in detecting their own mistakes and try to
be more objective, which they believe makes it easier for them to use the instrument.

The use of formative and shared assessment in general and instruments such as rating scales in particular
show their educational potential for increasing the motivation and group commitment of PE students, In
this case, to content related to bodily expression. the reported experience, as well as previous research,
shows that it is clear that it is advisable to involve students in the assessment processes through, among
others, instruments applied using triadic assessment. Although this experience highlights how the use
of a formative and shared assessment and the use of an assessment scale require prolonged work in the
classroom so that students learn to work with objectivity and awareness of the established criteria, both
with their own productions and with those of their classmates.

A proposal for future interventions in which formative and shared assessment is used is the joint
creation of the assessment instrument, in such a way that the pupils participate even more in the assess-
ment process by having to make decisions on the achievement criteria and this will serve as a scaffold-
ing with the instrument and the criteria, for which they must previously know the content being learnt
and priorities some learning over others in order to grade the degree of achievement of the objectives
established for the didactic unit. However, it should be borne in mind that this will take at least two or
three sessions prior to the start of the creation and rehearsal, so the teacher must assess whether there is
enough time for this. In addition, the process will be different for learners with extensive experience in
co-creating assessment instruments than for learners with no experience in this area, because as students
experience formative and shared evaluation processes on a constant basis and participate actively in the
creation of instruments, these times will be reduced thanks to the accumulated experience.

*This research received no specific grant from any funding agency in the public, commercial, or
not-for-profit sectors.
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KEY TERMS AND DEFINITIONS

Assessment Criteria: They determine the degree of acquisition of key competencies and the achieve-
ment of the objectives of each teaching and educational stage.

Assessment Instrument: Documents that are linked to an assessment activity, to establish in them
the aspects to be assessed, indicating the levels of achievement of each one.

Assessment Scale: Instrument in which different aspects to be assessed are shown and, in addition,
each aspect is subdivided into as many aspects to be assessed, each aspect is subdivided into as many
decreasing levels of achievement as it is possible to identify in the production to be assessed.

Formative Assessment: Any assessment process whose main purpose is to improve the teaching-
learning processes that take place.

Grading: The process in which a numerical grade or grade is assigned to a student’s learning or
final production.

Shared Assessment: Assessment process that truly and continuously includes the students, under-
standing them as the active protagonists of their learning.

Triadic Assessment: It is the joint process of self- assessment, co- assessment and hetero-assessment
with the purpose of contrasting perceptions and giving more information in the assessment processes.
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ABSTRACT

This chapter clarifies first a number of concepts such as evaluation, traditional evaluation methods,
alternative evaluation methods, process-centered evaluation, and evaluation of student progress and
portfolios as an alternative evaluation method. The authors will approach the concept of rubrics as a
very useful evaluation tool, highlighting design and exemplification ways for some more commonly used
evaluation methods. Their advantages and disadvantages will be analyzed. After taking into consider-
ation the most important issues and controversies, the authors will analyze an example of good practice,
namely the use of rubrics in the evaluation of students with the help of e-portfolios, as an alternative
method of evaluation. The last part of the chapter is dedicated to discussions and recommendations for
using rubrics in evaluation. Aspects regarding the usefulness, but also the limits of the instrument, as
well as ways of further development, will be discussed.

INTRODUCTION

One of the students’ main concerns is the grade they obtain. The first meeting with students is often
marked by their desire to know how they will be assessed and how they can get the maximum or some-
times the minimum grade. This student concern is a problem that teachers must address to help students
meet personal goals and expectations, as well as the subject’s goals or competencies.
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Effective Use of Rubrics in Student Evaluation

In this context, evaluation methods and tools must be clearly indicated at the beginning of the courses,
as they offer a guide and formative support for students. Furthermore, discussing the proposed rubrics for
the main evaluation method in conjunction with the presentation of the syllabus offers greater opportuni-
ties for structured, clear, and comprehensive learning. The presentation and discussion of rubrics and the
choice of an evaluation method focused on the student’s learning process (e.g., portfolio, project) offer the
definite advantage of continuous, formative feedback capable of leading the student to in-depth learning.

This chapter proposes the following:

The background clarifies a number of concepts such as evaluation, traditional evaluation methods,
alternative evaluation methods, process-centered evaluation, evaluation of student progress, and portfolios
as alternative evaluation methods.

The Student Evaluation Using Rubrics contains two parts: Rubric Design and Implementation which
approaches the concept of rubrics as a very useful evaluation tool, highlighting design and exemplifica-
tion ways for some more commonly used evaluation methods. Their advantages and disadvantages are
also analyzed and Using Rubrics with e-Portfolios to Enhance Learning in which an example of good
practice, the use of rubrics in evaluating students with the help of e-portfolios as an alternative evalua-
tion method is analyzed. Step by step, the authors highlight the way to build and implement rubrics for
computer-assisted training (a compulsory subject in the students’ curriculum for students preparing for
a teaching career).

The last part of the paper is dedicated to the discussions and recommendations as a result of using
rubrics in evaluations. Aspects regarding the usefulness and the limits of the instrument, as well as ways
of further development, are discussed.

BACKGROUND

Evaluation is the “activity by which information is collected, processed, and interpreted, regarding the
condition and operation of a system and the results obtained, the activity that leads to its evaluation based
on some criteria and influences the evolution of the system” (Radu, 2000, p. 18). Similarly, evaluation
is regarded as the systematic process of collecting, analyzing, and interpreting information to assess
the worth, value, or effectiveness of a program, project, policy, product, or process. It involves making
judgments about the quality, relevance, efficiency, and impact of the subject being evaluated. The goal
of evaluation is to provide evidence-based insights and recommendations for decision-making, improve-
ment, and accountability (Patton, M. Q., 2008).

Evaluation is the process of determining the extent to which intended outcomes are achieved and the
factors contributing to the results. It involves gathering data, assessing progress, and making informed
judgments about the merit, worth, and significance of a program or intervention. Evaluation helps
stakeholders understand the effectiveness, efficiency, relevance, and sustainability of the initiative and
informs future planning and decision-making. (Rossi, P. H., Lipsey, M. W., & Freeman, H. E., 2004).

Numerous terms are used to describe different types and approaches to learning evaluation. Different
authors (e.g., Scriven, 1991; Manolescu, 2005; McAlpine, 2002; Radu, 2000; Stoica, 2003) analyze the
following: formative (it is a continuous process) versus summative evaluation (at the end of a training
sequence), informal (performed in a familiar context, without a stake, is a current assessment) versus
formal (assessment context is formal, certifying, or external evaluation), and process (focuses on the
learning process) versus product (aims at evaluating the products of the activity).
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To measure school performance, the teacher has a wide range of evaluation methods. The literature
(Scriven, 1991, Manolescu, 2005; Radu, 2000; Stoica, 2003; Rossi, P. H., Lipsey, M. W., & Freeman,
H. E., 2004) highlights the existence of some traditional evaluation methods (e.g., written, oral, or
practical) that focus on the result, the product of learning, and alternative evaluation methods focused
on the learning process and progress (e.g., case study, observation, project, portfolio, essay). Certainly,
each of these methods can be described and analyzed extensively, but for the purpose of the chapter,
they will be mentioned briefly.

The oral examination is one of the most widely used and can be applied individually or in groups of
students. The main advantage of this method is the possibility of teacher-student dialogue, in which the
teacher can find out what the student knows in addition to how the student thinks, expresses themselves,
and copes with problematic situations different from those encountered during instruction. During the
oral assessment, the teacher can ask the student to give reasons for their answer to a particular question,
and in return, the teacher can also help with additional questions when the student is at a standstill.
However, the method also has some disadvantages; it is time-consuming, and it is difficult to select
relatively equivalent questions and topics.

The use of the written assessment method ensures uniformity of subjects (particularly in length and
difficulty) for the students being assessed, as well as the possibility of examining a larger number of
students in the same unit of time. This method is to the advantage of emotional students, who express
themselves better in writing and give the teacher a better chance of being objective in the assessment by
rereading the work done. In general, the written assessment method does not offer the same possibilities
for investigating students’ performance (e.g., skills, abilities, capacities, competencies) as oral assess-
ment. This practical assessment method allows teachers to see at what level students have formed and
developed certain practical skills.

In addition to these traditional assessment methods, there are others that are based on teaching
methods. They are called complementary or alternative assessment methods. Reports are used as a
basis for discussion on a given topic and are intended to contribute to the formation or development of
students’ independent work skills; it is also a possible test of the degree to which students have mastered
a particular segment of the syllabus, such as a theme or a more complex issue within a theme.

Projects are also a teaching and assessment method. Projects can be used for learning more complex
topics (multidisciplinary, interdisciplinary, and transdisciplinary) and for developing students’ investi-
gative skills. Reports and projects call for a thorough consideration of the most appropriate topics to be
covered by students.

The advantages of alternative evaluation methods include that 1) they evaluate the process and the
progress of learning, 2) they are used simultaneously with the teaching and learning process, 3) the evalu-
ation of school results covers a longer period of time (usually one semester), and 4) learning outcomes
that can be measured exceed the sphere of knowledge (as in traditional methods) and measure abilities,
skills, and even attitudinal value aspects.

These advantages also apply to the portfolio method. The portfolio is also considered the “evalu-
ation report” method (Radu, 2000), and it takes into consideration a relatively large time (semester or
school year) and covers all student products in terms of progress from one stage to another. Miller and
Legg (1993) define portfolio assessment as a specific form of authentic or performance assessment that
attempts to measure higher-order thinking skills including the ability to communicate clearly, to make
judgments, and to demonstrate specific competencies. The portfolio may represent a true picture of the
student to the extent that the learning activities stimulate different aspects of the student’s personality.
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These include the overall level of training or understanding of the field (concepts, theories), competen-
cies (skills, abilities, attitudes), outstanding results and interests in certain areas, and learning difficul-
ties encountered. Walland and Shaw (2022) draw attention to the distinction between a portfolio as a
process and as a product. Winsor and Ellefson, for example, defined a portfolio as a fusion of processes
and products. The process of reflection, selection, rationalization, and evaluation, together with [the]
product of those processes (1995, pp. 68—69).

Popham (1995) compares the portfolio and the characteristics of a written test and reveals some clear
advantages to the portfolio (p. 164). It engages students in evaluation and provides formative feedback,
it measures student performance and also the evaluation of their differences, it is a way of collaborative
evaluation and self-evaluation, it evaluates complex elements such as acquisitions, effort, and attitude,
and it makes a very good connection between teaching, learning, and evaluation.

The portfolio-based evaluation also has the following disadvantages:

e  Time-Consuming: The time allocated to evaluation increases because of the multitude and com-
plexity of issues contained;

e  Lack of Standardization: Portfolio assessment lacks standardized criteria and scoring rubrics,
which can make it challenging to ensure consistency and comparability across different portfolios
or evaluators. Also causes increased difficulty in building a grading scale that reflects elements
like creativity and originality of a student (this can be changed using rubrics);

e  Does not evaluate the basic level of knowledge;

e Difficulty choosing the best themes that contribute to achieving the objectives/competencies of
the discipline.

To mitigate these disadvantages, it is important to develop clear guidelines, criteria, and rubrics
for portfolio assessment, provide training to evaluators, and ensure a balanced approach that combines
portfolio assessment with other evaluation methods to gather a comprehensive view of students’ learn-
ing outcomes.

Beyond these disadvantages, the use of the portfolio as an evaluation method should track the stu-
dent’s progress and not be used as a summative evaluation method, in which the student just ‘checks’
the portfolio pieces. When used incorrectly, the portfolio becomes a traditional method of evaluation.

E-portfolios are a collection and reflection of digital files (artifacts) that are shared electronically
for the purpose of reflection, comment, and evaluation. Compared to the advantages and disadvantages
mentioned for the portfolio-based evaluation method, the e-portfolio shows the main advantage of us-
ing ICT resources. The literature (Abrami & Barrett, 2005; Avraamidou & Zembal-Saul, 2006; Wal-
land &Shaw, 2022). Exploring the influence of web-based portfolio development on learning to teach
elementary science. AACE Journal, 14(2), 178-205.) mentions many advantages of using e-portfolios,
but the main ones are:

Can be accessed online, anywhere;

Can be shared with anyone with access to the internet;

Can be annotated with comments to provide feedback;

Offer the owner of the portfolio the ability to decide whether comments should be private or
shared;

e  Offer the ability to store, organize, and reorder contents quickly and easily;
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Provide opportunities to integrate student coursework and multimedia materials and increase their
motivation and satisfaction with the outcome;

Develop their ability to form the basis for collaboration;

Enhance the potential for the development of information management, self-organization, plan-
ning, and presentation skills.

Using an e-portfolio for evaluation reduces stress for students by working in a collaborative, com-

fortable environment (e.g., they can work in the classroom, on campus, library, or even at home) and at
their own pace.

While e-portfolios offer several advantages, they also have some potential disadvantages. Some relate

to the portfolio evaluation method, and some to the online environment. Here are a few disadvantages
of e-portfolios:
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Technical Challenges: Creating and managing e-portfolios require a certain level of technical
proficiency and familiarity with digital tools.

Access and Infrastructure: Access to technology and reliable internet connectivity are essential for
creating and accessing e-portfolios.

Privacy and Security Concerns: Storing personal information and sensitive data in e-portfolios can
raise privacy and security concerns. It is important to ensure that the digital platform or software
used for e-portfolios offers adequate security measures to protect the confidentiality of the content.
Maintenance and Longevity: Ensuring the long-term maintenance and accessibility of e-portfolios
can be challenging, particularly if the platform or software used becomes obsolete or if there are
changes in digital file formats over time. Regular updates and backups are necessary to preserve
the integrity and accessibility of e-portfolio content.

Time-Consuming: Developing an e-portfolio can be a time-consuming process. Collecting, orga-
nizing, and curating the necessary artifacts and reflections, as well as designing and updating the
digital portfolio, can require a significant investment of time and effort.

Standardization Challenges: E-portfolios may lack standardized criteria and assessment frame-
works, leading to potential variations in evaluation and interpretation. This can make it difficult
to compare e-portfolios across different contexts or institutions and may affect the reliability and
validity of assessment outcomes.

Limited Interactivity: While e-portfolios provide opportunities for multimedia and interactive
content, they may not fully replicate the hands-on or interactive nature of certain physical artifacts
or performances. This limitation can impact the representation and assessment of specific skills
or achievements.

It’s important to note that many of these disadvantages can be mitigated with proper planning,
support, and training. Institutions and individuals should carefully consider the trade-offs and ad-
dress these challenges to effectively leverage the benefits of e-portfolios.
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STUDENT EVALUATION USING RUBRICS
Rubric Design and Implementation

Rubrics are evaluation tools that put the criteria for evaluation and a multilevel description of the levels
or standards together in a matrix.

A rubric is a learning and assessment tool that articulates expectations for assignments and perfor-
mance tasks by listing criteria and describing levels of quality (Arter & McTighe, 2001; Stiggins, 2001).

The evaluation criteria take into consideration all the characteristics that must be present in the
object of evaluation (product of learning or learning process). They indicate the competencies that will
be formed, including elements of knowledge, skills, abilities, values, and attitudes that must be demon-
strated. More attention should be paid to the format of these descriptions. They should be designed as
observable behaviors.

The descriptors of performance at different levels provide information about minimum and maximum
standards, as well as intermediate standards. Many authors believe that these descriptions should only
be made for three levels because larger scales, for example, the five-level Likert scale, provide relatively
similar descriptions, which do not mark the presence or absence of behavior. A good alternative is to
use a four-level scale (very good/excellent, good, sufficient, and insufficient). It offers nuances in terms
of minimum achievement standards (very good/excellent, good, sufficient) and marks failure through
a single level (the area of failure to achieve objectives does not require clarification). An example of
rubric criteria and scale is presented in Table 1.

Table 1. Rubric example

Level of performance/scale
Evaluation Performance Performance Performance Performance
Criteria descriptors descriptors descriptors descriptors Score (total/
Level 1 Level 2 Level 3 Level 4 defalcated)
Very good/excellent Good Sufficient Insufficient
Attribute 1
Attribute 2
Attribute 3

According to Stevens and Levi (2013), rubrics contain a task description or a descriptive title of the
task students are expected to produce or perform. Second, they have a scale (and scoring) that describes
the level of mastery (e.g., exceed expectation, meets expectation, does not meet expectation). Third,
components/dimensions students are to attend to in completing the assignment/tasks (e.g., types of skills,
knowledge, so on); and in the end, description of the performance quality (performance descriptor) of
the components/dimensions at each level of mastery.

Basically, the usefulness of rubrics is that they give students a clear idea of the performance they
need to demonstrate and the characteristics of each level. The easiest way to present these rubrics is to
accompany the chosen evaluation method and discuss it with students to understand or negotiate some
of the requirements that need to be demonstrated.
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A rubric can be analytic or holistic. An analytical rubric mentions different dimensions of perfor-
mance and provides levels of performance evaluation for each dimension. A helistic rubric describes
the general characteristics and attributes of performance and provides a single score.

The use of the analytical rubric facilitates a clearer identification of the progress of each performance
criterion, but it takes a long time to build such an instrument. In this sense, it is best used for longer
training sequences (e.g., semester evaluation).

The holistic rubric is easier to build but does not provide feedback for learning and development.
Analytical rubrics are needed when the teacher gives a topic that includes a high degree of subjectiv-
ity (e.g., essay or problem-solving, projects, and portfolios). In addition, the use of rubrics can be very
important when students are new to a particular task or type of expression (Bresciani et al., 2004).

Next, the authors present the design stages of rubrics and highlight their specificity for the most
used evaluation methods.

Regarding the design stages, there are specialists who mention the characteristics that must be pre-
sented in the rubrics (Arter & McTighe, 2001; Huba & Freed, 2000) and others who emphasize certain
stages and follow each of them (Bresciani et al., 2004; MacKenzie, 2004; Mettler, 2002; Moskal et al.,
2000). The common note of the two approaches is the starting point, namely “desired student learning
outcomes” (Luft, 1999).

The first stage of the design of rubrics consists of identifying the learning objectives and transforming
them into evaluable objectives that must be demonstrated. This aspect requires breaking the competence
into observable performances (observable behaviors).

At the university level, it is common practice to use a syllabus. The syllabus also contains the specific
and transversal competencies of the respective subject. Using this information, the objectives/compe-
tencies should be transformed into the objectives to be assessed. One way to do this is to use Bloom’s
taxonomy for the cognitive domain (Gogus, 2012). This prioritizes the mental operations required of
the student, from the simplest knowledge to the most complex argumentation. It identifies knowledge,
understanding, application, analysis, synthesis, and evaluation. For each of these classes, certain action
verbs can be used to demonstrate the presence of the respective learning behavior: knowledge (e.g.,
recognize, identify), understanding (e.g., reformulate, transform, reorganize), application (e.g., use,
apply), analysis, (e.g., differentiate, compare, distinguish), synthesis (e.g., create, produce, design), and
evaluation (e.g., argue, validate, decide). The evaluation instrument offered to students assesses whether
these competencies are present in the curriculum (e.g., skills, knowledge, attitudes).

In the second stage, for each of the observable performances identified in the first stage, the charac-
teristics or attributes that will be evaluated by the respective evaluation instrument must be established.

The third stage establishes the performance levels/scale and the score assigned for each level. There
are a number of descriptors that are usually used to denote the levels of mastery (the excellent-to-poor
scale, symbols for letter grades).

In the fourth stage, we describe the attributes/characteristics of the performance for each level. This
involves a painstaking task of thinking about indicators for each attribute/characteristic.

The fifth stage is testing, piloting, and review.

The advantages of using rubrics are obvious.

The first advantage is that it provides the student with detailed information regarding the criteria and
the level of performance that must be demonstrated.

Rubrics also make a diagnosis regarding the level of progress in relation to the evaluation objectives
and represent a self-assessment tool along the way, providing clues regarding the student’s position in
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relation to the maximum standard. Moreover, they are presented as a learning guide; the student can
build their work/project according to these criteria and descriptors.

Rubrics also provide constructive feedback on the steps to follow to reach the next level and provide
a clear understanding of the grade obtained because the criteria are clear. They also teach the student to
become more objective in their own evaluation;

Finally, rubrics provide transparency and confidence in the grading mode and facilitate objective
grading. Rubrics guide and support full learning. An argument in this direction is that the student has
the steps to follow so that their performance improves. If they find that they are placed at a medium level
on certain criteria, they can improve their answer to reach a higher level.

Rubrics encourage reflective practice for both students and teachers. In particular, the act of rubric
design highlights one’s values and expectations for student learning and the extent to which these ex-
pectations are reflected in current classroom practices.

The value of using rubrics is higher for alternative evaluation methods (portfolio, project, case
study). Students can also receive these performance criteria and descriptors with the task, allowing the
evaluation product (their paper) to be constructed in accordance with these descriptors. Furthermore,
the specificity of alternative evaluation methods means they also receive feedback from the teacher so
that students have the confidence that their work is heading in the right direction.

The limits of the rubrics take into consideration the degree of pedagogical training of the teacher and
the preference for synthetic or analytical rubrics. There is also a desire to standardize these rubrics. For
example, some authors suggest using them for oral presentations. Although it seems like a good aspect
because this decreases the subjectivity in the evaluation, the use of rubrics must be done in an adapted
way (factoring in age, subject, psycho-pedagogical characteristics). For example, for a student in com-
munication and media and a student in education, the rubrics for oral presentation cannot be the same.

Next, the authors present some examples of rubrics for the main evaluation methods. For an oral
examination can be used a simple evaluation rubric such as the one presented in Table 2. The evaluation
criteria used can be: response content (scientific accuracy, relevance to objectives; this aspect can be
more or less described depending on the complexity of the content), content organization, and response
presentation.

The teacher will take into consideration whether the content of the answer is correct and complete in
relation to the pedagogical objectives and the content taught. For content organization, the logic of the
answer, the ability to synthesize, and the use of examples may be taken into consideration. In terms of
response presentation, the most important elements are persuasiveness, message adapted to the listener,
support of the message accompanied by nonverbal elements (illustrators), and paraverbal elements (e.g.,
rhythm, volume).
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Level of performance/scale
Evaluation
iteri > > Score 100 points
Criteria Very good/excellent Good Sufficient Insufficient (totall defall:.a ted)
e correct and e relevance to
complete objectives e correct .
Response S e incorrect answer or "
o scientific accuracy | e correct e somewhat relevant L 60 (20 p*3)
content L scientifically accurate
e relevance to e - somewhat to the objectives
objectives scientific accuracy
Content e Jogic of the answer | o logic of the answer | o logic of the answer
. e synthetic response | ® somewhat e somewhat 20
Organization . .
e one example synthetic response synthetic response
® persuasive
P e somewhat adapted
message e adapted to the . .
. to the listener e not target the listener
e adapted to the listener .
Response . . e somewhat e unaccompanied
. listener e accompanied . 20
presentation . accompanied by by nonverbal and
e accompanied by nonverbal and
nonverbal and paraverbal elements.
by nonverbal and paraverbal elements
paraverbal elements
paraverbal elements.

As in the case of oral evaluation, for the written evaluation, it is necessary to establish some assess-
ment criteria. Based on the criteria identified for the written test (Muster, 1969), such as the substance
of the paper (satisfaction of content requirements, 0 to 6 points and presentation of content, 0 - 1 point),
the form of the work (style and spelling, O to 1.5 points and graphic presentation, O to 1.5 points), and
the personal factor (exceptional character, impression, originality, sensitivity, O to 1 point), the authors

propose a rubric with four levels as presented in Table 3.

Table 3. Rubric for written assessment

Level of performance/scale
Evaluation
Criteria Level 1 Level 2 Level 3 Level 4 Score (total/
Very good/excellent Good Sufficient Insufficient defalcated)
e relevance to
e correct and objectives
complete e correct e correct e incorrect answer
The substance S Lo .
e scientific accuracy | e somewhat e somewhat relevant | or scientifically 60 points
of the paper L L
e relevance to scientifically to the objectives accurate
objectives accurate
L]
e correct use of style | e correct use of style . . .
. . e correct spelling e incorrect spelling
The form of and spelling and spelling . .
: e somewhat correct e incorrect use of 20 points
the work e one or more ® no graphic
. . . use of style style
graphic presentations | e presentation
e original content/ .- _
e original or e somewhat original .
The personal form o . e not original or .
. sensitivity to content/ | or sensitive to .. 20 points
factor e sensitivity to sensitive
form content/form
content/form
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At the project level, as an alternative assessment method, it is necessary for the teacher to introduce
criteria relating to the process (i.e., documentation, use of data, and information in formulating con-
clusions) and to the product (i.e., the structure of the project, consistency between content and theme,
capacity for analysis and synthesis, relevance of conclusions, the novelty of results).

Table 4. Rubric for project

Level of performance/scale
Evaluation
Criteria Level 1 Level 2 Level 3 Level 4 Score (total/
Very good/excellent Good Sufficient Insufficient defalcated)
e uses at least three e uses at least two
- L e uses at least one
indicated resources indicated resources .
. . indicated resource
e consistency e consistency .
e consistency
between content and | between content and s
between content and | e doesn’t use resources
theme theme . -
The substance theme o insufficient .
e correct and e correct and . 60 points
of the paper e correct consistency between
complete somewhat complete .
. . presentation of data | content and theme
presentation of data | e presentation of
. e somewhat
e scientific accuracy | data .
. . incorporates
e incorporates e incorporates feedback eiven
feedback given feedback given &
o correct use of style | e correct use of style .
. . o correct spelling . .
The form of and spelling and spelling e incorrect spelling .
: e somewhat correct . 20 points
the work ® one or more ® 1o graphic use of style e incorrect use of style
graphic presentation | e presentation. sy
e originality of L e somewhat
e originality or L ..
The personal content/form e originality or e not original or .
R sensitivity of . - 10 points
factor e -sensitivity of sensitivity of sensitive
content/form
content/form content/form
® persuasive e somewhat
message e adapted to the e adapted to the o does not target the
e adapted to the listener listener listener
Response . . . .
. listener e accompanied e somewhat ® unaccompanied 10 points
presentation . .
e accompanied by nonverbal and accompanied by by nonverbal and
by nonverbal and paraverbal elements | nonverbal and paraverbal elements.
paraverbal elements paraverbal elements

Using Rubrics with e-Portfolios to Enhance Learning

This section contains an example of good practice following the design, implementation, and evaluation
of e-Portfolios and rubrics for computer-assisted training, a compulsory subject in students’ curriculum
who are preparing for a teaching career, and a course offered by the Teachers’ Training Department from
Bucharest University of Economic Studies. A total of 223 third-year students from eleven faculties of
Bucharest University of Economic Studies were evaluated using an e-portfolio with rubrics.

As the infrastructure for creating an e-portfolio was chosen, Google Sites Informatics (a free solution
offered by Google) was chosen (https://sites.google.com). There are other e-solutions that can be used
to create e-portfolios (e.g., Joomla, Moodle, and WordPress), but Google Sites was selected because
most of the students have a Google account. Another reason to choose Google Sites is that it has an
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easy-to-use interface that does not require a high level of knowledge and experience in using these kinds
of e-solutions.

Using e-portfolios forced requires a number of clarifications. The purpose of the e-portfolio should
be clarified: what are the competencies required: knowledge, skills, abilities, and attitudes that we want
to be formed in relation to the requirements, abilities, and interests of students in the subject. Moreover,
the e-portfolio context (e.g., age, specific specialization of students) and content (e.g., designed activi-
ties in relation to the established objectives and thematic units of the discipline) should be clarified.

In this context, the e-portfolio is a complete and complex assessment tool that follows the progress
in a certain discipline and the student’s attitude toward that discipline over a long period of time. The
e-portfolio allows for the formation of specific skills (provided in the syllabus) such as: designing a
collaborative platform, layout skills training, implementation of collaborative platforms, design and
maintenance of a website, and oral presentation of the e-portfolio. The e-portfolio acts like the student’s
“business card” as a way to show progress (cognitive, attitudinal, and behavioral) in a particular disci-
pline over a longer period of time.

The e-portfolio is more than an assessment tool; it is a means to enhance the student’s independent
work, acting as a factor in personality development and reserving an active role in learning. Given the
diversity of specialization of students and different levels of ITC skills acquired until the third year of
college, the theme of the e-portfolio was chosen by students in compliance with minimum standards
set by the teacher (e.g., a minimum of five web pages, implementation of at least two gadgets, inserting
multimedia objects, using a chat mode and comments, and formatting a page to allow the administra-
tor to load different platform resources). In other words, it was necessary to use a common evaluation
instrument for all eleven faculties, so a rubric was used to guide learning and evaluation. Table 5 is the
instrument used to evaluate student performance.

These examples of rubrics are models of good practice that can be a starting point for developing a
rubric. They should be treated and taken with skepticism as each subject is unique in terms of the objec-
tives/competencies pursued or the age group addressed.

102



Effective Use of Rubrics in Student Evaluation

Table 5. Rubrics for e-Portfolios

Evaluation Criteria

Very good/excellent
25 points

Good
20 points

Sufficient
15 points

Insufficient
10 points

Website design

o Create a minimum of 5 pages
o Insert at least five objects (e.g.,
images, tables, organization
charts, diagrams, graphs, etc.)

o Insert at least two gadgets
(e.g., Google Calendar, Google
Map, Youtube viewer, Web
counter)

e Contains more than
five pages and objects
e Contains more than
two gadgets

o Website contains
4-5 pages and inserted
objects

o Contains at least two
gadgets

e Website contains
3-4 pages and inserted
objects

e Contains at least one
gadget

e Website contains less
than three pages and
inserted objects

e Does not contain a
gadget

Format page layout

o Use at least three different
layouts

o Create an interactive page that
allows uploading documents
(course support, projects,
applications, movies, etc.)

o Correlates website content
with the theme

o Uses diacritics and lacks
grammatical errors

e Uses more than three
layouts

e Creates an
interactive page

e Includes relevant and
sufficient content for
the chosen topic,

e Uses diacritics

e Lacks grammatical
errors

e Uses 2-3 layouts

e Creates an
interactive page

e Includes relevant and
sufficient content for
the chosen topic,

e Uses diacritics

e Lacks grammatical
errors

e Uses two layouts

o Creates an
interactive page

o Content relevant to
the topic

o Lacks grammatical
errors

e Uses a single layout
e Lacks an interactive
page

e Irrelevant content for
the chosen topic

e Grammatical errors

Website design implementation
and maintenance

o Use of a template according to
the theme of the website

e Links are functional

o Site can be accessed using
several browsers and, on several
resolutions,

o Information is well structured
e Divides information into
sections and pages

e Articles are intuitive,
complete, and non-redundant

o Template perfectly
reflects the theme of
the website

e All links are
functional

e Accessible from
more than three
browsers

e Information
presented on the
website is structured in
sections and pages

e Articles are intuitive

o Template perfectly
reflects the theme of
the website

o 3/4 of the links are
functional

e Accessible from
three browsers

o Information
presented on the
website is structured in
sections and pages and
is intuitive

o Template reflects the
theme of the website

e 1/2 of the links are
functional

e Accessible from 2
browsers

e Information
presented on the
website is structured in
sections and pages and
is intuitive

o Template does not
reflect the theme of
the website

e 1/4 of the links are
functional

e Accessible from a
browser

o Information
presented on the
website is not
structured in sections,
and the pages are
incomplete and
confusing

(Oral) presentation of the
portfolio

o Cursive speech

e Exemplary attire

e Grammatically
correct language

e Mastery of basic
concepts

e Specific technical
language is presented
with confidence

e Confident and
focused on the content
transmitted

e Answers most
questions correctly

e Good command

of specific technical
language

o Shyness at the time
of presentation

o Difficulty mastering
the specific technical
language

o Series of
grammatical and
expression errors occur

e Presents content
shyly

e Impression that
information is being
read for the first time
e Expressions are
incoherent, unclear,
and besides the subject
e Does not master
technical language

e Many grammatical
mistakes

Final grade

Very well
(100 - 81 points)

Good
(80 - 61 points)

Sufficient
(60 — 50 points)

Insufficient
(49 - 1 points)

Any evaluation tool, including rubrics, is perfectible. To create an efficient evaluation tool, the pro-
posed rubrics along with the presentation of the syllabus were discussed in the first couple of weeks of
the semester. The objective was to offer greater opportunities for structured, clear, and thorough learning.
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The use of the e-portfolios in the evaluation activity entitles permanent communication between the
teacher and the students; this communication materializes through continuous feedback, in both direc-
tions, regarding the content of the taught subject, the degree of understanding of the students’ work
tasks for evaluation, and possible measures that can be taken regarding the rubrics to ensure the best
possible transparency of the evaluation process. Therefore, the use of e-portfolios allows the teacher to
model rubrics in a harmonious and efficient way in terms of design, implementation, and evaluation.
Thus, following the feedback received from students, a series of changes to the rubrics can be made. For
example, the rubric could target the points allocated in the evaluation for certain criteria, reformulate
certain evaluation criteria, and even replace or add other criteria.

SOLUTIONS AND RECOMMENDATIONS

As a conclusion, we offer some solutions and recommendations to address the challenges and maximize
the benefits of using e-portfolios:

e  Training and Support. There are also a number of limitations related to the teaching skills of fac-
ulty, who do not know the steps in the correct implementation of a rubric or copy a certain rubric,
which is designed for other objectives, subjects, and level of difficulty. To overcome this obstacle,
one can follow the steps mentioned in the chapter on the development of a rubric. In addition,
the use of a specific rubric designed for the selected assessment method and adapted to the target
group and the subject matter can have positive effects. Online courses to improve teaching skills
can be found on this topic.

e  Clear Guidelines and Rubrics. Focusing on meeting student and subject objectives is a teacher’s
top priority This can be facilitated by thinking of a rubric, more or less analytically, to guide and
support learning.

e  Regular Reflection and Revision: Encourage regular reflection and revision of e-portfolios to pro-
mote ongoing learning and growth. Prompt individuals to reflect on their strengths, areas for im-
provement, and goals, and provide opportunities for them to update their portfolios accordingly.

As Walland and Shaw (2022) state, we agree that portfolios can be introduced into teacher education
programs internationally to help pre-service teachers (PST) build records of their learning and reflec-
tions. The tool allows them to assemble a collection of evidence of their achievements against graduate
standards. These e-portfolios may function as digital CVs and support lifelong learning after graduation.

e  Technical Infrastructure: Ensuring access to reliable technology and internet connectivity, but
also Implementing appropriate privacy and security measures to protect the confidentiality of
e-portfolio content. Educate users about privacy settings, data encryption, and best practices for
keeping personal information secure.

e  Long-Term Maintenance and Accessibility: Establishing plans and protocols for the long-term
maintenance and accessibility of e-portfolios and regularly backing up e-portfolio content can
ensure easy access even after completion of the program or course.
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By implementing these solutions and recommendations, institutions and individuals can enhance the
effectiveness and value of e-portfolios as tools for reflection, assessment, and showcasing achievements.

FUTURE RESEARCH DIRECTIONS

The authors consider that the effectiveness of using rubrics for learning is evident but should be further
studied, especially with regard to performance scales/levels. The authors believe that the breadth of the
scale might limit the level of understanding and guidance of student learning. In short, the wider the scale,
the more levels it contains, and the more it provides a range that is too large to guide learning effectively.

CONCLUSION

The authors appreciate that the value of using rubrics is evident, and using rubrics for alternative evalu-
ation methods (e.g., portfolio, project, case study), as shown in the detailed case study, has its merits
because students can receive the rubric with the task, allowing the evaluation product (i.e., their paper)
to be constructed in accordance with the descriptors. Moreover, receiving feedback from the teacher
gives students the confidence that their work is going in the right direction.
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