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ABSTRACT 
 
 
One of a secondary school teacher’s most complicated roles is that of 

creating summative assessment. With the absence of specific training in summative 

assessment creation in initial teacher education programs since the introduction of 

the Australian Professional Standards for Teachers in 2011, a gap has emerged in 

the profession's expectations. This research delves into the complex role of early 

career teachers in Queensland in creating summative assessment, ultimately 

proposing a model for professional learning to support those embarking on their 

teaching journey. Employing an exploratory quantitative survey with 116 teacher 

respondents, the thesis consists of four papers: a systematic literature review 

defining quality indicators for effective teacher created summative assessment, a 

conceptual paper presenting a proposed framework, an exploratory factor analysis 

validating the conceptual framework, and analysis of survey results. The findings 

reveal that effective summative assessment exhibits high levels of validity, reliability, 

fairness, authenticity, and flexibility. Additionally, a practice framework emphasising 

an iterative process involving increasing Competence (knowledge and skills), 

Confidence and Opportunities (to create, reflect, learn and plan) is conceptualised. 

Teachers prefer this process to occur within their context, under the mentorship of 

experienced colleagues. The study contributes to theory by providing a set of quality 

indicators for the creation of effective summative assessment, and a practice 

framework for the improvement of teacher-created summative assessment. 
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DEFINITION OF KEY TERMS 

 

The following key terms were used throughout this research. They are defined here 

to clarify the specific meaning in relation to this study. 

 

Assessment item: A piece of summative assessment consisting of both a task 

sheet and rubric.  

Assessment literacy: Having the skills and knowledge a teacher requires to 

measure and support student learning through assessment. This includes 

understanding the principles of sound assessment. Assessment literacy also 

includes knowing what is being assessed, why it is being assessed and how best to 

assess it (DeLuca et al., 2016, p. 248; Queensland Curriculum and Assessment 

Authority, 2023a; Stiggins, 1995). 

Early career teacher: A teacher with less than five years of experience, either with 

provisional or full registration (Organisation for Economic Co-operation and 

Development, 2018; Queensland College of Teachers, 2023). 

Formative assessment: “A process in which assessment-elicited evidence is used 

by teachers to adjust their ongoing instructional activities, or by students to adjust the 

ways they are trying to learn something” (Popham, 2009, p. 6). Formative 

assessment, whether formal or informal, is conducted during the course of study to 

inform teachers and students of their current understanding of the topic, allowing 

tailored teaching experiences. 

Full registration: is granted by the Queensland College of Teachers on: 

1. Completion of at least one year of full-time classroom practice or the part-time 

equivalent; 
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2. Successful demonstration of the APST at proficient standard; and   

3. Completion of a provisional to full recommendation report (Queensland 

College of Teachers, 2023). 

Junior secondary: Years 7–10 (inclusive) in a school. These are the last four years 

of compulsory schooling in Australia. The subjects taught must align to one of the 

subject curriculum documents in the ACARA curriculum and be taught and assessed 

against the set of achievement standards and content descriptions set out in the 

curriculum. 

Initial Teacher Education (ITE): Either an undergraduate or postgraduate degree in 

teaching. The successful completion of this degree allows the graduate to become 

registered with the Queensland College of Teachers and be employed as a teacher. 

Permission to Teach (PTT): a provisional registration given to pre-service teacher 

who has been employed as a teacher while still studying the remainder of their ITE 

degree. A teacher with a PTT typically has a reduced teaching load to acknowledge 

the time demands of both studying and teaching. 

Pre-service teacher: An individual currently enrolled in an ITE program at either 

undergraduate or postgraduate level who is studying to be a registered teacher. 

Provisional registration: Reflects achievement of the graduate level of the APST. 

People granted provisional registration include recent teacher education graduates, 

teachers applying for registration after a career break, or those with interstate or 

overseas qualifications (QCT, 2023). 

Rubric: A document that provides a set of criteria and quality levels against which 

the student’s response can be evaluated. It typically takes the form of a matrix, with 

criteria listed vertically and quality levels horizontally. A rubric contains the following 

elements: 
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• Criteria. Specific aspects or dimensions of the response will be assessed. 

These criteria can include factors like content knowledge, analysis, critical 

thinking, organisation, presentation skills, referencing, or any other 

relevant factors based on the nature of the assessment or curriculum 

requirements. 

• Quality levels. A range of quality levels that represent various levels of 

achievement or proficiency. These levels may be described using 

adjectives such as excellent, good, satisfactory, and poor or represented 

using grade bands (A–E).  

• Descriptors. Each quality level is accompanied by a concise description 

that outlines what a response at that level should entail. These descriptors 

help students to understand the expectations and provide students and 

markers clarity on how the work will be assessed. The descriptor at 

Satisfactory, or the C standard, is the minimum quality to indicate 

satisfactory performance. This is set according to the curriculum 

requirements. 

Summative assessment: A task undertaken at the end of a unit of learning, 

providing evidence of a student’s overall knowledge, skills, or understanding of that 

unit. Summative assessment is also known as “assessment of learning.” 

Summative assessment refers to the use of assessment-based evidence 

when arriving at decisions about already-completed instructional events, such 

as the quality of a year’s worth of schooling or the effectiveness of a 

semester-long algebra course. Summative assessment is intended to help 

arrive at go/no-go decisions based on the success of a final-version 

instructional program. (Popham, 2009, p. 6) 
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Task sheet: A document that sets out the assessment task to be completed. It 

includes the following information: 

• Assessment item description. A clear and concise description of the task 

or question that students must address. 

• Required response. The specific format or type of response expected from 

students, such as an oral presentation, formal examination, response to 

stimuli, essay, scientific format, performance, portfolio of evidence, or any 

other appropriate format. 

• Relationship to the unit taught. How the assessment relates to the content 

and objectives covered in the unit or course. 

• Submission date. The deadline or due date for the submission of the 

assessment. 

• Response length. The expected length or word count for the response. 

Acceptable lengths for each year level are set by the QCAA. 

• Additional instructions. Any other relevant guidelines, specifications, or 

criteria that students need to consider while completing the assessment. 

Teacher-created: Assessment which has been designed by a teacher (usually 

within an individual school) to assess the content of the unit taught. “This does not 

include items which are administered by teachers but marked externally, nor the 

participation of a teacher in the development and marking of external tests and 

examinations” (Harlen, 2004, p. 1) 

 

 

 



 

1 
 

CHAPTER 1: INTRODUCTION 

1.1. Overview 

This thesis reports on an investigation into the experiences of early career 

junior secondary school teachers in Queensland regarding the creation and 

implementation of summative assessment. Summative assessment is an issue of 

clear importance in secondary education, having been found to vastly affect how 

students learn, student motivation and self-efficacy and well-being (Peterson & 

Irving, 2008). It is also increasingly used as a quantitative metric for external 

organisations to determine the effectiveness of teaching, courses, and school 

performance (Gonski et al., 2018). Due to the increased value placed on the data 

used from these summative assessment items by multiple key stakeholders, it is 

more important than ever to ensure that teachers are proficient and confident in their 

ability to create and implement summative assessment.  

Moreover, as the senior secondary schooling landscape in Queensland 

undergoes changes (Queensland Curriculum and Assessment Authority [QCAA], 

2017), there is an increasing emphasis on the significance of summative 

assessment during the junior secondary years (Years 7–10). This emphasis is 

geared towards better preparing students for the challenges of senior external 

assessment. This study aimed to explore how and to what extent early career junior 

secondary teachers in Queensland had the opportunity and/or the capacity to 

develop and implement effective summative assessment. To achieve this, a 

quantitative exploratory survey was conducted, involving over 100 secondary 

teachers. The survey aimed to gather insights into their experiences with initial 

teacher education (ITE) training, opportunities for assessment creation since 
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graduation, and their preferences and needs for support to develop additional 

assessment creation knowledge and skills.  

The project has resulted in original theoretical and practical research 

contributions that have the potential to inform future practice and support for early 

career teachers. First, a definition of the principles underpinning effective summative 

assessment is presented, which, to date, has not been identified in the literature. 

This definition, along with an accompanying set of quality indicators, now allows for a 

“common starting point” for assessment creation and future research into the 

improvement of summative assessment creation. Second, a model proposing a 

professional learning cycle is presented, emerging from the quantitative survey and 

systematic literature review results. The model explains how an early career teacher 

may progress through an iterative cycle of increasing competence, confidence, and 

opportunities for reflective practice to create more effective summative assessment 

items that are strong in validity, reliability, fairness, authenticity, and flexibility. 

Finally, a proposal for an approach to support secondary teachers’ confidence 

regarding summative assessment creation early in their careers is presented.  

Ultimately, this research holds the potential to enhance the experiences of 

future school students through increased support for early career teachers in 

developing and facilitating effective summative assessment. This support, in turn, 

should translate into improved practice which allows students to effectively 

demonstrate their knowledge and skills, contributing positively to their motivation and 

learning.  

This introductory chapter begins with an exploration of the study’s background 

followed by an overview of the contextual landscape in which the study was 

conducted. Specifically, it delves into the landscape of ITE in Queensland, with a 
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focus on how summative assessment is addressed within ITE programs. The 

identified research problem is then summarised along with the key objectives of the 

study and research questions. An outline of the methodology and significance of the 

research is presented, along with the scope of the study. The chapter concludes with 

an overview of the thesis’s structure. 

 

1.2. Background to the Study 

The impetus for this research began with personal experience: I graduated as 

a secondary school music and mathematics teacher and gained my first position in a 

small, rural school. Being the sole music teacher, creating summative assessments 

emerged as one of the most challenging and stressful demands in my early career. 

After almost a decade of teaching, I transitioned into higher education, teaching a 

course on assessment and reporting to pre-service teachers. I noticed that, since I 

had graduated as a teacher a decade earlier, explicit teaching on the creation of 

assessments had been removed from the ITE program. I was also part of 

conversations over wine (or sometimes even whine!) with teacher friends about the 

quality of assessment coming from their recently graduated colleagues. Their 

comments echoed my reading on teacher assessment literacy: “Despite recent 

enhancements to assessment education, including increased prevalence of explicit 

courses in classroom assessment, many early career teachers continue to 

demonstrate limited assessment literacy” (Coombs et al., 2020, p. 1). Similarly, 

DeLuca and Johnson (2017, p. 121) noted that, “Despite widespread calls for 

assessment capable teachers, research indicates that teachers generally maintain 

low levels of assessment knowledge and skills, with beginning teachers particularly 

unprepared for assessment in schools (DeLuca & Klinger, 2010; MacLellan, 2004).”  
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Motivated by my professional and personal interest in equipping young 

teachers in assessment creation, I immersed myself in both research literature and a 

more focused search into what was happening in universities and the broader 

profession. Then, in 2019, the senior secondary landscape changed considerably in 

Queensland, including the introduction of a state-wide external examination for each 

subject. This brought with it a renewed focus on summative assessment in junior 

secondary to ensure students would be prepared for the increased rigours of Years 

11 and 12, including successful completion of the external examinations. As the 

focus intensified, so did the pressure on junior secondary teachers, demanding not 

only the quality of the assessment but also the trustworthiness of the data derived 

from the responses to those items. My professional experiences, observations, and 

engagement with the research literature in this field led me to recognise the value of 

undertaking a more formal study at the doctoral level. This study focuses on 

exploring into the knowledge, skills, and experiences of early career junior secondary 

teachers in Queensland, particularly in the creation of effective summative 

assessment. 

 

1.3. Context of the Study 

While most people worldwide share the common experience of attending 

school and undergoing assessment, the nature of these experiences can be vastly 

different depending on the country, schooling sector, and governing bodies 

overseeing secondary education. Therefore, an introduction to schooling and 

assessment in Queensland, Australia, was important to situate the context of this 

research. Equally important is offering insights into the training received by pre-

service teachers in Queensland, including the requirements set by external bodies 
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for ITE programs. This foundational knowledge was necessary to understand the 

experience of early career teachers, both in their training and in their current 

professional environment. In addition, it plays a key role in informing the research 

problem and the resultant research aims and questions in this study. 

 

1.3.1 The Queensland Schooling Context 

Education in Queensland is divided into three levels: primary school, 

consisting of Foundation year to Year 6 (ages 5–12); junior secondary (Years 7–10), 

which is ages 12 to 15; and senior secondary (Years 11–12) for students aged 16 to 

18. Children must have commenced school by age six, and students must complete 

Year 10 (Schools Assistance Act 2008 [Cth]). They may continue with full-time 

education, training, or employment until at least 17 years old. There are three main 

sectors of schools—public (run by the Queensland Government Department of 

Education with free tuition), Catholic (governed either by Catholic Education or a 

school/diocese-run board, with varying costs depending on the school), and 

Independent (either religious or non-religious, governed by school boards or councils 

but within the bounds of legislation and government policy. Tuition costs are also 

dependent on the individual school). 

Secondary school students attend school for an average of six hours per day, 

five days per week. Each day comprises subject-specific classes; however, the 

number of subjects studied each day, and the length of each lesson are left to the 

discretion of individual schools. The curriculum for Queensland is determined by the 

Queensland Curriculum and Assessment Authority (QCAA), a statutory body of the 

Queensland Government. From Foundation to Year 10, QCAA has adopted the 

Australian Curriculum from the Australian Curriculum and Reporting Authority 
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(ACARA). This national, independent statutory authority has developed and 

continues to refine a curriculum for each key learning area that must be taught, 

assessed, and reported against for each student. The QCAA has set the curriculum 

for senior secondary.  

According to the Schools Assistance Act 2008 (Cth), all schools must provide 

parents with a written report on their student’s progress in each subject at least twice 

per year. This report must be based on at least one summative assessment against 

achievement levels (5-point scale A–E or equivalent) and be clearly defined against 

the content descriptions and achievement standards of the set curriculum. 

Summative assessment is therefore conducted at least once per semester, per 

subject, and the results are assumed to be accurate and reliable as a reflection of a 

student’s progress at that point in time. It is clear from these expectations from the 

Australian Government that summative assessment is essential to gauge and record 

a student’s educational development and communicate this to parents/caregivers as 

evidence of the quality of learning occurring. Through the implementation of explicit 

instructions concerning summative assessment, the Australian Government can 

establish summative assessment results as valid and reliable data. This data can 

then be utilised at a national level for informed decision-making, whether for funding 

allocations, identifying future industry priorities, or considering potential changes to 

the school curriculum. 

 

1.3.2 Secondary School Assessment Landscape in Queensland 

The summative assessment from Foundation–Year 10 is designed, written, 

implemented, marked, and reported on by the classroom teacher. In senior 

secondary, the first three assessment pieces are also created internally but must be 



 

7 
 

endorsed by the QCAA before being administered. As with Foundation–Year 10, the 

marking and reporting of these assessments is completed by classroom teachers. 

However, the final piece of summative assessment in Year 12 is externally set for all 

students studying the subject in Queensland. It is marked, moderated, and reported 

on by the QCAA using experienced classroom teachers as markers. The external 

examination in senior secondary is a recent change, only commencing in 2019. 

Since this change, the freedom for assessment conditions, formats or standards has 

been significantly tightened compared to conditions pre-2019. This change has 

brought in higher expectations for teachers of senior subjects to ensure graduating 

students are fully prepared to succeed in an external examination (QCAA, 2020). 

Consequently, there seems to be increased pressure filtering down to junior 

secondary teachers.  

There is a clear expectation that Year 10 students should be ready for the 

challenges of senior secondary assessment and, therefore, are expected to 

“practice” some of these assessment types, conditions, and standards while still in 

junior secondary (QCAA, 2023b). As such, junior secondary teachers must create 

summative assessment with more scrutiny attached to the design, marking, 

feedback, and outcomes. This necessity prompted the selection of junior secondary 

as the primary focus of this study. 

 

1.3.3 The Need for Effective Summative Assessment 

Effective summative assessment must accurately reflect the curriculum and 

content taught, allow for reliable marking and judgements to be made, and be 

unbiased, ensuring fair and equitable access for all students. These requirements  

guarantee the data collected is valid and reliable for educational systems and others 
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in education (DeLuca & Johnson, 2017; Panadero et al., 2022). To promote deep 

and personally meaningful learning experiences, assessment should also be 

authentic and incorporate an element of choice for the student (McEachen, 2017). 

Secondary school teachers are made aware that their assessment must be rigorous 

and of high quality, as assessment is “an integral part of learning and is seen as a 

key component in quality teaching” (Edwards, 2013, p. 213).  

Ostensibly, the results of summative assessment are used primarily as 

feedback for students to indicate their understanding of the previously taught 

content. Teachers also use summative assessment data to inform future teaching 

strategies and report on student progress to parents/carers. Assessment data, 

however, is no longer confined to the classroom; it serves a broader purpose. Other 

teachers of the subject at the same year level, Heads of Department, Heads of 

Curriculum, and Principals use summative assessment data for moderation, 

ensuring fairness, and consistency across classes. This data also informs decisions 

such as ability streaming, support for exceptional students, and the allocation of the 

following year’s budget. Notably, these results extend beyond internal use. Over the 

past decades, external organisations, including governments and industry, 

increasingly rely on assessment data for high-stakes future planning, emphasising 

the necessity for assessment to be highly reliable and trustworthy (Australian 

Government, 2018; Organisation for Economic Co-operation and Development 

[OECD], 2008). 

Accountability in education has strongly emerged as a global focus over the 

last three decades (DeLuca & Johnson, 2017). Governments, schools, industry, and 

parents have increasingly focused their attention on the performance of schools 

(Donnelly & Wiltshire, 2014). “Most countries now have national databases on 
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education and issue education statistics and indicators. International benchmarking 

is also increasingly common and is informing national education debates” (OECD, 

2013, p. 1). This performance has been judged primarily through the achievements 

of students, meaning the method of determining these achievements must be an 

accurate and reliable reflection of student knowledge and skills.  

In Australia, teachers have been tasked with creating summative assessment 

for students up to and including Year 10, and therefore, the quality of these items is 

expected to be high, allowing for accurate data to be collected. Some internal uses 

of this data are determining school quality, support for exceptional students, 

department funding, assuring “quality” student learning and appropriate progression, 

national benchmarking. (Australian Government, 2018; OECD, 2008). As a result, it 

is imperative that teachers have proficiency in understanding and creating 

assessment (DeLuca & Klinger, 2010; Iqbal et al., 2023; Mertler, 2009) right from 

their entry into the profession. 

Although teachers are aware of the need for their assessment creation to be 

effective, many do not feel confident that they can achieve this, particularly early in 

their careers (DeLuca et al., 2016; Maclellan, 2004; Mayer et al., 2015). Many 

beginning teachers feel as though they are not adequately prepared for this complex 

task during their initial teacher education degree (Mayer et al., 2015) and then do not 

feel supported in their pursuit to acquire this skill during their first years of teaching 

(Santiago et al., 2011). It is, therefore, imperative to develop an understanding of 

what is taught in an ITE program and how both pre-service and early career teachers 

can be supported to transition into their role as classroom teachers with competence 

and confidence (Bahr & Mellor, 2016; Paul et al., 2022; Wyatt-Smith et al., 2017).  
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1.3.4 Initial Teacher Education in Queensland 

All ITE programs require accreditation from several bodies, with the 

Queensland College of Teachers (QCT) (2023) being the accrediting body for 

Queensland tertiary institutions. QCT collaborate with the Australian Institute for 

Teachers and School Leadership (AITSL), which also ensures the programs comply 

with the standards established by the Tertiary Education Quality and Standards 

Agency Act 2011 (Cth) and the Education Services for Overseas Students Act 2000 

(Cth). The current requirements to be registered as a teacher in Queensland are for 

the successful completion of either an undergraduate or postgraduate degree in 

education, as well as a minimum of eighty days of supervised professional 

placement in schools (AITSL, 2022).  

In 2011, in response to the National Partnership on Improving Teacher Quality 

(Council of Australian Governments, 2008) and the Melbourne Declaration on 

Educational Goals for Young Australians (Ministerial Council for Education, 

Employment, Training and Youth Affairs, 2008), AITSL created a set of professional 

standards to improve teacher quality and ensure a baseline of knowledge and skills 

required of a teacher prior to graduation and entry into the profession. The Australian 

Professional Standards for Teachers (APST) (AITSL, 2011) were thus introduced to 

the teaching profession in 2012. 

The APST are made up of seven standards, grouped under three domains of 

teaching: Professional Knowledge, Professional Practice, and Professional 

Engagement (see Table 1.1). 
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Table 1.1 

Australian Professional Standards for Teachers 

Domain Standard 
Professional Knowledge 1. Know students and how they 

learn 
2. Know the content and how to 

teach it 
Professional Practice 3. Plan for and implement effective 

teaching and learning 
4. Create and maintain supportive 

and safe learning environments 
5. Assess, provide feedback and 

report on student learning 
Professional Engagement 6. Engage in professional learning 
 7. Engage professionally with 

colleagues, parents/carers, and 
the community 

 

 Each of the standards are further broken into several specific focus areas, 

totalling 37 individual focus areas, which identify what a teacher at various stages in 

their career (Graduate, Proficient, Highly Accomplished, and Lead) should be 

demonstrating in their practice (see Appendix A). Within an ITE program, pre-service 

teachers must be able to demonstrate knowledge and skills according to each of the 

focus areas at the Graduate career stage. As such, in an ITE program, each of the 

focus areas must be taught, allowed time for practice, and assessed a minimum of 

two times across the degree. The Graduate standard of focus for this research is that 

of Standard 5—Assess, provide feedback and report on student learning (AITSL, 

2011).  

 

1.3.5 Professional Standard 5: Responsibilities of ITE Programs 

Teacher competence in assessment is vital, and teaching this in ITE has been 

a priority for well over a decade. Prior to the release of the APST, the Review of 

Teacher Education and School Induction report (Caldwell & Sutton, 2010) stated the 
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first core skill of a graduate teacher was to “develop, implement, and use 

assessment” (p. 1). AITSL reflected this priority by devoting an entire professional 

standard to assessment. Professional Standard 5, “Assess, provide feedback and 

report on student learning” (AITSL, 2011), is comprised of five focus areas:  

1. assess student learning 

2. provide feedback to students on their learning 

3. make consistent and comparable judgements 

4. interpret student data 

5. report on student achievement.  

Each focus area remains the same irrespective of the career stage; however, the 

descriptors of what this means for each career stage are differentiated and clearly 

defined (see Appendix B). ITE programs are responsible for ensuring graduating 

teachers have demonstrated the five focus areas at the Graduate career stage. 

Neither QCT nor AITSL have dictated how this standard must be taught—

whether in a subject devoted to assessment, within a subject specifically covering a 

discipline subject, or even woven through curriculum and pedagogy subjects. What 

is stated, however, are the discrete skills that must be evidenced across the five 

focus areas. Figure 1.1 lists the Graduate career stage descriptors for each of the 

five focus areas. The cognitive verbs used for the Graduate career stage are 

demonstrate understanding (of the theoretical concepts of assessment strategies, of 

the purpose of providing feedback, of assessment moderation, and of the range of 

strategies for reporting) and capacity to interpret (student assessment data). These 

all relate to either using or interpreting existing assessment. 
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Figure 1.1 

APST Standard 5 – Graduate Career Stage 

 

Note: taken from (AITSL, 2011). 

 

Of note is the absence of a particular skill—creating assessment. This is a 

requirement that was removed from ITE programs with the introduction of the APST 

from AITSL in 2011. It is unclear exactly why the ability to create assessment was 

taken out of the requirements of a teacher upon graduation and replaced with the 

lesser requirement to understand, interpret, and use existing assessment. The only 

hint came from Wyatt-Smith and colleagues’ report on The Standards Project (2013–

2015) in 2017, which states, “the stimulus [for the project] came from the increasing 

recognition of the need for assessment-capable teachers on entry to the profession, 

recognising that professional learning would be ongoing throughout the career 
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[emphasis added]” (p. 251). It can be concluded from this statement, as well as the 

progression of the standards from the Graduate to Lead career stage, that there was 

an assumption that the development of assessment skills required time and 

opportunity to develop. The standard at which a teacher may graduate ensures they 

possess fundamental skills to appropriately assess students using existing 

assessment, mark and moderate the responses, and interpret the resulting data for 

reporting to key stakeholders. It is at this point where a gap in practice and difference 

in expectations emerges, thus identifying the research problem for this study. 

 

1.4.  Research Problem 

Prior to the APST being introduced in 2011, ITE programs in Queensland 

adhered to the Professional Standards for Queensland Teachers (QCT, 2006) for 

defining quality graduate teachers. Of note was Standard 5—Assess and report 

constructively on student learning. Teachers needed to “use multiple ways and 

varied sources of gathering evidence for making judgements about student learning” 

by “developing assessment criteria and appropriately communicating these to 

students…and stakeholders” (QCT, 2006, p. 11). Therefore, any teacher who 

graduated from an ITE program prior to 2011 in Queensland was taught how to 

create assessment, not only how to understand, use, and interpret existing items. 

Understandably, those who became teachers under this system, may reasonably 

assume that graduate teachers post-2011 acquired the same skills through their 

program of study.  

This difference in expectations of ITE training has led to a misunderstanding 

of the skills and knowledge with which a new graduate teacher enters the profession. 

Although AITSL has designed the APST with ongoing professional learning 
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throughout one’s career as an underpinning assumption (Wyatt-Smith et al., 2017), 

the ramifications of this are not well understood within the profession. Assessment 

has been acknowledged as a “complex area of teaching” by employers of graduates 

from across the three schooling sectors (Public, Catholic and Independent), yet they 

also are strong in their view that “[assessment] is in need of strengthening in ITE 

programs” (Wyatt-Smith et al., 2017, p. 255). The concern with this misalignment of 

expectations between AITSL, ITE programs, and current employers of teachers is 

that employers consider today’s graduate teachers to be underprepared (Schneider 

& Bodensohn, 2017; Craven et al., 2014). It would, therefore, be plausible that 

employers may not realise the necessity for significant professional learning and 

development to occur within the initial years of practice.  

This is the crux of the problem. The misalignment of expectations is not the 

fault of AITSL, ITE programs, employers, or graduates. However, there is a distinct 

lack of clarity in communication between AITSL and employers about where ITE 

ends and where the resultant professional learning must begin. Considering the 

AITSL standards came into effect over ten years ago, it is of considerable concern 

that this dilemma of expectations still exists and that neither specific intervention nor 

proactive systems have been implemented.  

At the heart of this issue are the early career teachers themselves and 

questions regarding how best to support them. Understanding their past and current 

experiences is essential to determine how they can be assisted in becoming 

competent and confident creators of summative assessment. As outlined by AITSL 

(2016), it is the responsibility of practitioners to direct their own professional 

development path once in the profession. Therefore, hearing directly from the 

practitioners themselves is imperative. This involves comprehending the skills and 
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knowledge acquired in ITE programs, understanding their feelings of preparedness 

on entry to the profession, and gathering data on the support provided as they 

progress to the Proficient career stage, whether through opportunities to learn more, 

practice, or receive tailored guidance. Lastly, it is crucial to listen to the perspectives 

of early career teachers regarding what they truly desire to aid their growth in crafting 

effective summative assessment. It is within the intersection of these considerations 

that this study seeks to position itself, aiming to propose a model of professional 

learning that supports early career teachers. 

 

1.5.  Purpose of the Research 

The purpose of this study was to explore the experiences of early career 

secondary school teachers in relation to the creation of summative assessment. The 

challenges I had personally experienced with assessment creation as an early 

career teacher and informal conversations with other educators, on top of the visible 

misalignment of expectations between AITSL, ITE programs, and current employers 

of teachers, all pointed to the need for study in this domain to be conducted. 

Additionally, initial reading into this issue revealed a gap in the literature. There were 

studies into specific areas of summative assessment and summative assessment 

items (Boud, 1990; Brady & Kennedy, 2019; Gulikers et al., 2004), assessment 

literacy of classroom teachers (DeLuca & Bellara, 2013; Laveault, 2016; Panadero et 

al., 2022), issues and challenges facing early career teachers (Ado, 2013; Lovett & 

Cameron, 2011; Mockler, 2022) and confidence of early career teachers in fulfilling 

their roles and responsibilities (Mockler, 2022; Moolenaar et al., 2012). However, 

considering the prevalence and importance placed on summative assessment in 

secondary schools within the Australian education system (Donnelly & Wiltshire, 
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2014), no studies were found that explored how to assist early career teachers to 

develop this skill following their graduation from tertiary study.  

If existing studies were not available, then further research was clearly 

warranted to gather these missing insights from the early career teachers regarding 

their experiences and needs. In fact, previous research has explicitly acknowledged 

this gap and the need for research to be conducted in “understanding assessment 

literacy of classroom teachers” (Volante & Fazio, 2007, p. 750), “teacher candidates’ 

and teachers’ prioritisation and valuing of assessment within their own professional 

development” (DeLuca & Johnson, 2017, p. 422), the “relationship between pre-

service education and candidate assessment efficacy” (Ogan-Bekiroglu & Suzak, 

2014, p. 342), and how to create an environment for early career teachers to 

improve skills in a way which promotes confidence (Ewing & Manuel, 2005; Matre & 

Solheim, 2016). Therefore, an exploratory investigation into not only the knowledge 

and skills but also the opportunities available for early career teachers to create and 

implement effective summative assessment could begin to address some of these 

recommendations for future research and contribute to supporting pre-service and 

newly graduated teachers.  

Given my aim of gaining empirical insights into early career teachers’ 

experiences with creating effective summative assessment that might contribute to 

more effective practice, it was imperative to clearly limit my research scope. 

Graduate teachers typically are given junior secondary classes when they begin in 

the profession. This study, by focusing on junior secondary summative assessment, 

would permit insights into the experiences of a cohort with a baseline of similar 

experiences. Moreover, gaining first-hand insights into the impact of the 2019 

changes in senior secondary assessment practices on junior secondary teachers 
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was both timely and essential for a comprehensive understanding. The existing 

literature highlights that early career teachers need to be supported to increase their 

assessment literacy. Given the increased pressure resulting from the changes in 

senior secondary education flowing down to junior secondary teachers, this research 

is not only important but essential at this time. 

 

1.6.  Research Aims and Objectives 

1.6.1 Research Aims 

The aim of this study was to explore the views and experiences of early 

career junior secondary teachers in relation to teacher-created summative 

assessment, with a particular focus on what support (if any) they needed to create 

and implement effective summative items.  

Therefore, the overarching research question for this study was: 

What do early career junior secondary teachers in Queensland need (if 

anything) to become effective creators of summative assessment? 

 

The following four sub-questions were determined as being able to help 

answer the overarching research question: 

1. What skills and knowledge did early career teachers believe they 

possessed at graduation regarding the creation and implementation of 

summative assessment? 

2. What opportunities are available in their current teaching role to create and 

implement summative assessment? 

3. What is the perception of confidence of early career teachers to create and 

implement summative assessment? 
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4. What do early career teachers want (if anything) to improve the 

effectiveness of their summative assessment creation? 

 

1.6.2 Research Objectives 

Based on the research questions above, the following key objectives were 

pursued throughout the study: 

1) To explore what was typically taught in ITE programs in relation to 

assessment prior to the APST being released in 2011 and what is now taught. 

2) To determine what opportunities are typically available for early career junior 

secondary teachers in Queensland to create and implement summative 

assessment while working towards the Proficient career stage. 

3) To explore professional development available in Queensland in relation to 

summative assessment creation and what early career teachers require. 

4) To gain an understanding of the level of confidence early career teachers 

have in relation to the creation and implementation of summative assessment. 

 

The project was planned and conducted using quantitative exploratory survey 

research. Given the perceived misalignment of expectations of graduate teachers 

regarding their ability to create summative assessment tasks, it was considered 

important and timely to understand the subject from the view of a broad range of 

early career teachers. Survey research has been reported to be particularly useful 

for gaining an objective, initial understanding of a situation in order to put forward a 

model or proposed solution (Anderson & Lightfoot, 2022). This aligned with the 

desired outcome of the research, and so was the methodology chosen. The 

objectives were considered throughout this study, and the literature review reflects 
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these as the focus. The results of the survey and subsequent analysis and 

discussion in Chapters 5 and 6 lead to a deeper understanding of the issues 

underlying the objectives. 

 

1.7 Scope of the Research 

The purpose of the study was to explore Queensland early career junior 

secondary school teachers’ experiences with creating summative assessment. The 

scope was delimited to Queensland, rather than Australia, with two primary 

objectives: enhance the validity of the findings by ensuring near parity of experience; 

and to present the views and experiences of teachers currently navigating the 

changes in senior assessment post-2019 and subsequent effects on teachers 

involved in junior secondary assessment creation. Also, Queensland ITE programs 

undergo accreditation by the QCT, meaning expectations and practice of what is 

taught in an ITE program should be similar.  

Early career teachers were chosen as the population demographic to explore 

current experiences of those who are the most significantly impacted by the 

misalignment of expectations regarding their ability to create and implement 

summative assessment. It is also the experiences in these first years that are the 

most difficult and critical to job satisfaction and retention (Karlberg & Bezzina, 2022). 

Change is a normal part of education; however, the effect of the notable change in 

assessment on an experienced teacher may look quite different to the effect on an 

early career teacher as they are still “finding their feet”. Therefore, it was important to 

understand what early career teachers want to know and how they want to acquire 

these knowledge and skills. 
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1.8  Significance of the Research 

Primarily, it is the intention of this research to contribute positively to 

supporting teachers to create more effective summative assessment by 

understanding their experiences and identified needs for support (if any). This then 

has the potential to benefit their students through more effective assessment 

creation. 

Further, teaching is well-known to be an incredibly stressful and demanding 

vocation with an alarmingly high attrition rate during the first five years of practice 

(DeLuca & Bellara, 2013; Ewing & Manuel, 2005; Pas et al., 2012; Wang, 2023). 

Supporting early career teachers is an important dimension to encourage them to 

stay in the profession. To identify the necessary support, this study garners the 

experiences of these teachers and based on the findings, proposes a framework for 

targeted professional development. The aim is to contribute to future practice by 

addressing the gap between the Graduate and Proficient career stages in 

assessment.  

The results from this study are significant in that they reveal what these 

current early career teachers knew at graduation and then at the time of participating 

in the study, what opportunities have been afforded to them to create summative 

assessment in junior secondary since graduation, and what and in which format they 

would like to improve the effectiveness of their teacher-created summative 

assessment.  

 
1.9.  Structure of This Thesis 

The presentation of this research is in the form of a thesis by publication. Four 

articles have been written and submitted—and in some cases, accepted into—

international, high-quality journals (Quality Assurance in Education, Teachers and 
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Teaching, Australian Educational Researcher, and Educational Assessment, 

Evaluation and Accountability), all which undergo a double-blind peer review process 

before being published. These papers form the basis of the research conducted for 

this study. A brief overview of this thesis follows. 

Following this introductory chapter, Chapter 2 presents a literature review 

focusing on the four central tenets of the study. The first key focus is that of 

summative assessment and what makes a piece of teacher-created summative 

assessment “effective” or “of high quality”. Without understanding what the goal is, it 

is impossible to determine if the goal is ever reached (Evans, 2019). Introductory 

reading was undertaken to find a commonly agreed-upon definition of what 

constitutes effective or quality teacher-created summative assessment as a starting 

point. This was not found. Therefore, the first section of Chapter 2 is a systematic 

literature review paper (Brownlie et al., 2023) to determine a set of characteristics, 

which, when considered in the creation of a piece of summative assessment, could 

be termed “effective summative assessment”. 

Chapter 2 continues after the first paper with an examination of relevant 

literature on the current preparation of pre-service teachers within ITE programs, the 

opportunities afforded to early career teachers to create and implement summative 

assessment, and the role confidence plays in teaching, especially within the early 

years. Chapter 3 consists of a submitted paper presenting the conceptual model 

designed for this study based on the preceding literature review.  

The method of the study is delineated in greater detail in Chapter 4, including 

the decisions made in the lead-up to the survey being administered. This chapter 

then details ethical considerations, the data collection, and analysis of results. The 

findings of the study are presented over two papers in Chapters 5 and 6. The first of 
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these was an exploratory factor analysis, which resulted in the identification of three 

significant factors that contribute to the improvement of teacher-created summative 

assessment: Competence, Confidence, and Opportunity. The delineation of these 

three factors led to the revision of the conceptual framework. The second paper 

(Chapter 6) presents a frequency and correlation analysis of the data, considering 

the four research sub-questions.  

Finally, in Chapter 7, the implications of the findings are considered, alongside 

reflection on the contribution of the study to the support of early career junior 

secondary teachers in the creation of summative assessment. Conclusions are 

made, and recommendations are offered for further research to build upon the 

outcomes of this study and to counter some of its limitations. 

A copy of the ethics application, approval, information and consent forms, and 

the final version of the survey can be found in the Appendices. A list of Appendices 

and the content of each chapter can be found in the Table of Contents.  

 

1.10.  Summary 

Chapter 1 has provided the background, context, and motivation for the study. 

An overview of the research problem and research questions was then presented. 

The chapter concluded with an overview of the structure of the remainder of the 

thesis, including the focus of each of the four papers submitted for publication. 

Extant literature surrounding the topic of study, as well as Paper 1 will be explored in 

Chapter 2. 
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CHAPTER 2: LITERATURE REVIEW 

2.1. Introduction 

The following literature review provides the theoretical basis for this study. As 

this thesis has been designed as a collection of articles intended for publication, it 

was essential to curate each article to function as both a standalone paper and as an 

integral part of the overall research project. Therefore, some aspects of the review of 

the literature have not been explored in full within this chapter. Rather, specific 

sections relevant to a particular paper were comprehensively described within that 

paper. For example, the knowledge and skills required for competence in summative 

assessment creation, as well as the alignment of opportunity to Kolb’s experiential 

learning cycle (1984), have been elaborated on in Paper 3, and the expectations of 

competence at graduation have been discussed in more detail in Paper 4.  

When considering the research problem and then considering how to 

respond, it was determined that four areas of literature needed to be explored. First, 

an answer to the fundamental question of “What is effective summative 

assessment?” was essential. When delving into this topic, I found that there was not, 

in fact, a universal consensus as to the definition of effective teacher-created 

summative assessment. This led to the first of four papers in this thesis by 

publication—a systematic literature review entitled Quality indicators of effective 

teacher-created summative assessment (see Chapter 2.2.2). The second theme 

examined in the literature review was how ITE programs address the teaching of 

assessment within the degree and the skills with which graduates enter the 

profession. This led to the third theme, which focused on the competence 

(knowledge, skills, and attributes) of early career teachers and how this can be 

developed within the early years of their practice. Finally, informed by the previous 
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three themes, I delved into the professional development opportunities accessible to 

teachers in their early years of practice to improve their assessment practices.  

 

2.2. Principles of Effective Teacher-Created Summative Assessment 

2.2.1 Introduction and Background to Paper 1 

At the outset of this study, I assumed that a universal, common definition 

existed for effective teacher-created summative assessment, serving as a baseline 

upon which to build my research exploring the views and experiences of early career 

teachers in this area of their career. Surprisingly, my engagement with the research 

literature revealed this assumption to be unfounded. The absence of a definitive 

determination of what constitutes effective summative assessment posed a 

challenge in articulating whether early career teachers, in fact, needed improvement.  

While the existing literature included statements such as “good assessment 

needs…” or “relies on summative assessment being of high quality”, the assumption 

that all readers would define “good” assessment in the same way as the authors is 

problematic. Additionally, some articles used different terms, such as “valid 

assessment” or “reliable assessment”, to describe “good” or “quality” assessment. 

Rather than explicitly stating that “valid” and “reliable” were positive attributes, the 

reader had to surmise this from surrounding paragraphs. Cookson asserts that 

“operating without a concrete understanding of key terms when conducting or 

reporting research can hamper or even reverse pedagogic progress” (Cookson, 

2018, p. 934). Brown is more emphatic, stating “it is critical that conceptions and the 

relationships of conceptions are made explicit and visible” (2004, p.303). As such, 

establishing a rigorous definition became a foundational priority for this research. 

To address this need, a systematic literature review was deemed necessary.  
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A systematic investigation, analysis, and synthesis of the existing definitions 

of effective teacher-created summative assessment was required to form a solid 

basis defining the endpoint of the study. Research into how to improve the 

effectiveness of a summative assessment item would be limited if the identified end 

goal was unclear. For a paper presenting an authoritative explanation of what 

constituted “effective summative assessment creation” to be submitted to an 

international research journal, particularly as a standalone paper, Fink’s (2005) 

definition of a systematic literature review needed to be followed. “…a systematic, 

explicit, [comprehensive], and reproducible method for identifying, evaluating and 

synthesising the existing body of completed and recorded work produced by 

researchers, scholars, and practitioners” (pp. 3, 17).  

The systematic review protocol was written (see Appendix C) but not 

published prior to the systematic literature review being initiated, mainly due to most 

of the protocol repositories available having a science/health focus, and therefore, 

the protocol for this study did not align. The Preferred Reporting Items for Systematic 

Review and Meta-Analyses (PRISMA) workflow (Moher et al., 2009) was followed 

and explained in the paper. The PRISMA flow diagram is shown below (Figure 2.1), 

and the method of data collection and analysis, including search string, 

inclusion/exclusion criteria, and stages of analysis were all identified in the paper’s 

method section. The final 154 articles were recorded by hand on a spreadsheet to 

determine emerging themes. This spreadsheet was included as supplementary 

material along with the paper for transparency and replicability and has also been 

included in Appendix D. 

 

Figure 2.1 
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created summative assessment but to present something that could be practically 

used by teachers. Therefore, the resultant findings contributed to a set of five quality 

indicators that could be used by teachers in the decision-making process when 

planning and designing a new piece of summative assessment (Figure 7.1).  

This paper was submitted to Quality Assurance in Education on 3 April 2023 

(see Appendix E), and feedback was received requesting minor revisions to be made 

on 27 May. The article was accepted for publication and published on 30 August 

2023. 

The systematic literature review led to the proposition that indicators of 

effective teacher-created summative assessment should include the presence of 

validity, reliability, fairness, authenticity, and flexibility. 

 

2.2.2 Published Paper 1 

Brownlie, N., Burke, K., & van der Laan, L. (2023). Quality indicators in effective 
teacher-created summative assessment, Quality Assurance in Education, 4. 
https://doi.org/10.1108/QAE-04-2023-0062  
   

  



This article cannot be displayed due to copyright restrictions. See the article link in the Related 

Outputs field on the item record for possible access. 
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2.2.3 Links and Implications for Paper 1 

As a result of the research in this paper, effective teacher-created summative 

assessment has been defined as having evidence of validity, reliability, fairness, 

authenticity, and flexibility. Quality Indicators of Effective Teacher-Created 

Summative Assessment (Paper 1) filled a gap in the extant literature where a 

universally agreed-upon definition of what constituted an item of effective summative 

assessment could not be found. From here, the standard to which assessment 

should be created has been set; however, the research question remains: what do 

early career junior secondary teachers in Queensland need (if anything) to become 

effective summative assessment creators? Consequently, an exploration of the skills 

and knowledge with which ITE programs equip teachers to enter the profession was 

required.  

 

2.3.  Preparing Pre-service Teachers in Assessment in Queensland ITE 

Programs 

A vital precursor to the first of the research sub-questions regarding the skills 

and knowledge early career teachers believed they possessed at graduation 

regarding the creation and implementation of summative assessment was to 

investigate the summative assessment training provided to teachers during their ITE 

program. In Chapter 1 (Section 1.3.4), a brief overview was provided regarding ITE 

requirements in accordance with the AITSL standards, particularly regarding 

Standard 5 – Assess, provide feedback, and report on student learning. ITE 

programs are required to prepare students with the skills and knowledge to enter the 

teaching profession at the Graduate career stage (AITSL, 2011). Two questions then 
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needed to be asked: what training is provided in ITE, and does the research indicate 

that the training provided is adequate to enter the profession? 

Standard 5 (AITSL, 2011) presents five statements describing the knowledge 

and skills ensured by ITE programs upon a teacher graduating and entering the 

profession (often referred to as “being assessment literate” or “assessment literacy” 

in research). Table 2.1 displays the focus area descriptor and examples of what may 

be taught in a Queensland ITE to address these APST.  
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Table 2.1 

APST Standard 5 and Examples of Associated Skills Taught in ITE 

Focus and descriptor Examples of skills taught in ITE 
Standard 5.1 Assess student 

learning.  
 

Demonstrate understanding of 
assessment strategies, including 
informal and formal, diagnostic, 
formative, and summative 
approaches to assess student 
learning 

 

Students would be made aware of diagnostic, formative, 
and summative assessment, the similarities and 
differences between them, as well as how they are used 
to inform learning, teaching, and planning. 

Standard 5.2 Provide feedback to 
students on their learning. 

 
Demonstrate an understanding of 

the purpose of providing timely 
and appropriate feedback to 
students about their learning 

 

Informal, formal, verbal, written, and group feedback would 
be taught, as well as how to determine the most 
appropriate in different situations. Practically, students 
may also be taught how to mark assessment, giving 
appropriate feedback both as an overall summary as well 
as throughout the assessment process. 

 

Standard 5.3 Make consistent and 
comparable judgements.  

 
Demonstrate an understanding of 

moderation and its application to 
support consistent and 
comparable judgements of 
student learning 

 

This may look like practical moderation exercises of 
marking and moderating an example of student 
assessment (such as at the University of Southern 
Queensland [EDC2300, 2023]) or exploring how 
moderation occurs within a school as well as interschool 
or in accordance with QCAA. 

 

Standard 5.4 Interpret student data.  
 

Demonstrate the capacity to 
interpret student assessment 
data to evaluate student learning 
and modify teaching practice 

This standard particularly looks at how a teacher can use 
data gathered from all forms of assessment to inform 
future teaching as well as further understand the needs 
of the individual students in the class. Standardised 
tests such as NAPLAN (ACARA, 2023) are taught, 
along with how to interpret and use the resultant reports 
for future teaching. Informal and immediate data is also 
considered, such as body language of students 
indicating engagement and understanding or confusion 
(position of body, eye contact, fidgeting). Diagnostic 
assessment and entry/exit tickets can also give a 
teacher deeper insight into what needs to be adjusted in 
their teaching. 

 
Standard 5.5 Report on student 

achievement.  
 
Demonstrate understanding of a 

range of strategies for reporting to 
students and parents/carers and 
the purpose of keeping accurate 
and reliable records of student 
achievement 

This teaching in ITE may be in the form of how to craft a 
report statement to parents/carers for an end-of-
semester report card or how to calculate an overall grade 
for a unit of work. The importance of transparency in the 
assessment process, including reliability and fairness of 
marking, determination of a grade, feedback, fairness, 
and appropriateness of assessment chosen, would all be 
included as part of this focus area. 

Note. (AITSL, 2011). 
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These APST highlight a broad scope, and they do not prescribe specific 

methods for addressing these elements within the ITE program. Universities in 

Queensland tend to use a variety of approaches to teach assessment (Wyatt-Smith 

et al., 2017), including “explicit, integrated and blended assessment education 

models” (DeLuca et al., 2018, p. 175). For example, some ITE programs teach 

assessment explicitly, with a course devoted entirely to assessment. These may or 

may not include a period of embedded professional experience (e.g., University of 

Southern Queensland, 2023; Queensland University of Technology, 2023). An 

integrated approach where specific assessment modules are embedded within other 

courses, such as a curriculum, pedagogy, or teaching area course, have been used 

at Central Queensland University (2023). Still other ITE programs (such as James 

Cook University, 2023) integrate Standard 5 as it applies within other courses but do 

not necessarily have it explicitly signposted in their course specifications (DeLuca et 

al., 2018). Cowan (2009), in her study of ITE in New Zealand found that when a 

course was dedicated to assessment and was combined with a period of 

professional experience in a classroom, this approach was particularly beneficial to 

pre-service teachers in understanding and developing assessment as they were able 

to see first hand the links between theory and practice. 

Based upon the focus areas and descriptions under Standard 5, it was clear 

that AITSL regard the understanding, interpreting, and enactment of all forms of 

assessment as both complex and important aspects of the daily role of the teacher 

(2011). This was further confirmed and explicitly addressed in the Teacher Education 

Ministerial Advisory Board Review of ITE (Craven et al., 2014), which stated an 

explicit need for ITE programs to prepare graduate teachers who were “assessment 

literate” and “classroom ready” (p.36). To be “assessment literate” is to “understand 
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how to construct, administer, and score reliable assessments and communicate valid 

interpretations about student learning” (DeLuca & Bellara, 2013, p. 356). It is 

recognised that the practical scope of assessment is far broader than summative 

assessment only; however, other forms are deemed to be outside the scope of this 

study. Although the ability to create assessment, whether summative, formative, or 

diagnostic, is not a requirement upon graduation from an ITE program according to 

AITSL graduate standard 5.1, it is clear the profession believes this ability to be an 

essential skill upon entry to the profession (Craven et al., 2014; Schneider & 

Bodensohn, 2017; Wyatt-Smith et al., 2017). However, it is not only the profession 

overseeing ITE that are concerned with the assessment literacy of graduate 

teachers. 

Researchers in ITE and early career teaching state the assessment literacy of 

graduate teachers is not adequate (DeLuca et al., 2016; Koh et al., 2012; Schneider 

& Bodensohn, 2017; Wyatt-Smith et al., 2017; Xu & Brown, 2016). In Craven and 

colleagues’ 2014 report, the expertise of beginning teachers according to different 

stakeholders was clearly presented. An advisory group of government employers 

from Queensland identified “a significant gap between school and system 

expectations and teacher education provision” (p.30). According to school principals, 

early career teachers were not adequately prepared in ITE for the practical realities 

of teaching, particularly in relation to assessment creation (p.30). More 

disconcertingly, Mayer and colleagues (2015) identified that early career teachers 

themselves did not feel adequately prepared to engage in assessment creation due 

to their ITE experiences. 

The most concerning misunderstanding of the content and skills expected to 

be taught in ITE is revealed in two reports to the Australian Government on Initial 
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Teacher Education after the introduction of the APST. A 2016 report, when 

considering “effective contemporary teachers” as a result of ITE, stated “they must 

know how to design [emphasis added] and implement assessment that is valid and 

reliable” (Bahr & Mellor, 2016, p. 35). And again in 2018: “Systems [in ITE] must, 

therefore, ensure teachers are deeply involved in developing [emphasis added] 

…assessment at all levels and that assessment is authentic and integrated with 

teaching and learning” (Gonski et al., 2018, p. 61). Whether this misinterpretation 

has occurred because of the experiences and, therefore, assumptions of what is 

included in the APST by researchers, systems, principals, and system experts is 

unknown. What is clear, however, is there is a significant misalignment of 

expectations as to the skillset with which a graduate teacher comes to the 

profession. Given the significant focus on assessment creation within a secondary 

teacher’s remit, training and continued professional development opportunities after 

graduation must be readily available to ensure continued and advancing 

understanding and skills.  

 

2.4. Competence in Summative Assessment Creation  

Wyatt-Smith and colleagues (2017) were clear in their research that the APST 

were developed based on the underlying assumption that teaching is a profession in 

which teachers must continue to develop and improve. Given the recognition that 

many newly graduated teachers do not have the knowledge and skills to create 

effective summative assessment at the commencement of their career (Craven et 

al., 2014), it is imperative to consider the literature regarding how teachers can 

develop and grow in competence within the initial years of professional practice. 

Competence has been broadly defined as the cultivation of relevant knowledge, 
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skills and attributes required to perform a set task in a work setting (Hines et al., 

2017; Roy Schwarz & Wojtczak, 2002). Competence is further said to be achieved 

when an individual’s knowledge, skills and attributes align with the requirements of a 

specific task (Boyatzis & Saatcioglu, 2008). According to AITSL and ITE 

accreditation requirements (2022), it is acknowledged that a teacher, upon 

graduation, has the requisite knowledge and skills relating to summative assessment 

to understand the theoretical principles underlying assessment creation and know 

how the assessment process works. What they may not know, however, is how to 

take the curriculum and design an effective summative assessment item to be used 

with their students, as this skill is only required at the Proficient career stage rather 

than the Graduate career stage (AITSL, 2011). 

Considering summative assessment creation, Brookhart’s (2011, p. 3) 

definition of competence as “the skills and knowledge teachers require to measure 

and support student learning through assessment” has been widely adopted 

(DeLuca et al., 2016; Edwards, 2017; QCAA, 2023a). Upon graduation, teachers are 

expected to swiftly acquire the competence to create effective summative 

assessment task sheets and rubrics. This is a crucial expectation of their role, 

aligning with the progression toward the demonstration of Standard 5.1 at Proficient 

career stage (AITSL, 2011). This standard encompasses not only the interpretation 

and use of existing assessment but also the design of original assessment.  

There is, however, limited guidance available in Queensland for practising 

teachers on how to create effective summative assessment. The only such publicly 

available guidance is an example document on the QCAA website (State of 

Queensland, 2023), a template of a task sheet from which a summative assessment 

task sheet can be populated (see Appendix F). Similarly, a template for a generic 
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rubric is also provided by QCAA (Appendix G). However, these templates do not 

provide any additional understanding as to why the task sheets and rubrics are 

created as they are. The task sheet template identifies what to fill in and very general 

instruction (“Assessment tasks should be of appropriate scope and scale to provide 

meaningful, realistic, and challenging opportunities for students” [Task description]) 

but does not provide additional guidance, such as where an early career teacher 

may understand what is determined by QCAA as “appropriate scope and scale”.  

Similarly, the QCAA rubric template provides a completed generic rubric with 

appropriate cognitive verbs identified at each achievement level and identifies the 

“C” standard as aligning with the Achievement Standard of the year-level curriculum. 

However, no advice is given regarding weighting, interpretation of evidence of the 

cognitive verbs, or even how to make the rubric specific to the task. Templates such 

as these may be seen as useful, as teachers need only to “fill in the blanks”. 

However, for the template to be genuinely beneficial to teachers, a prerequisite is a 

substantial theoretical understanding of the principles of effective summative 

assessment to comprehend the “why”. As such, it is concluded that these resources 

might not necessarily assist an early career teacher with improving either their 

knowledge or skills in summative assessment creation.  

When considering the definition of competence in professional contexts, it is 

not merely the concepts of knowledge and skills that are essential; attributes were 

also cited as a necessary concept (Hines et al., 2017; Roy Schwarz & Wojtczak, 

2002). The literature on summative assessment creation did not pinpoint a single 

attribute as the most important or essential factor in cultivating competence. Instead, 

it highlighted the inclusion of multiple attributes, alongside knowledge and skills, as 

important contributors. Beliefs about assessment (Herppich et al., 2018; Stiggins, 
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2004), as well as perceptions of assessment (DeLuca & Johnson, 2017), have been 

shown to influence how well a teacher can create summative assessment; but the 

most prolific attribute mentioned in the literature as having a positive effect on a 

teacher’s competence is that of confidence (Looney et al., 2018). 

 Confidence, in the context of assessment creation, is often written under the 

term “self-efficacy in assessment” (DeLuca & Klinger, 2010; Mockler, 2011; Xu & 

Brown, 2016). There are clear overlaps between confidence in assessment creation 

and self-efficacy in assessment creation. Self-efficacy is a concept explained by 

Bandura (1997) as an individual’s belief in their capacity to begin, persevere, and 

complete a specific task. It particularly looks at one’s belief in their ability to control 

their motivation, social environment and own behaviour when considering attempting 

a task. Confidence, however, is a more overarching concept, considering a belief in 

one’s capabilities. It is, therefore, unsurprising that a considerable volume of 

research into teacher improvement and professional development to increase 

teacher competence also studies how to increase teacher confidence. 

Mockler (2022) explored the importance of professional learning early in a 

teacher’s career to build confidence in their professional judgement and, as a result, 

contribute to the “renewal and revitalisation” of teachers (p. 176). Guskey and 

Passaro (1994) asserted that by increasing confidence in teachers, their beliefs in 

their ability to improve student learning and achievement extend even to unmotivated 

and “difficult” students. An increase in teacher confidence has also been linked to 

improved teacher performance (DeLuca et al., 2018; Gumus & Bellibas, 2021; Kyndt 

et al., 2016).  

Literature purports the positive effect of an increase in competence on the 

resultant summative assessment created (DeLuca et al., 2013, 2016; Schneider & 
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Bodensohn, 2017). In fact, it has been empirically demonstrated that increasing 

competence will result in more effective assessment being created (Fan et al., 2011; 

Mertler, 2009; Ogan-Bekiroglu & Suzak, 2014; Volante & Fazio, 2007). Therefore, by 

increasing competence, knowledge, skills, and confidence all increase—leading to 

an improvement in effective summative assessment creation. What has not been 

shown is how an early career teacher is to access this knowledge and how they can 

improve their skills. Based on existing studies, it is thus evident that opportunities 

must be made available for this increase in competence to occur.  

 

2.5. Opportunities in Summative Assessment Creation for Early Career 

Teachers 

The third theme of literature was reviewed to determine what (if any) 

opportunities were available and effective in equipping early career teachers to 

become more competent and confident in their ability to create and implement 

effective summative assessment. The importance of professional development was 

clear. In fact, Zhang and colleagues (2021) explained that it is only when teachers 

have had the opportunity to engage in intentional learning that they can stimulate 

“knowledge transformations” within their classrooms. Given the trajectory of the 

APST was established with the fundamental assumption that learning and skill 

development are continuous, and continual professional development is an integral 

aspect of a teacher’s workload (for example, Caldwell & Sutton, 2010; Gonski et al., 

2018; Gumus & Bellibas, 2021; Wyatt-Smith et al., 2017), it became imperative to 

investigate the professional development of early career teachers. 

 A national (or even state-wide) program for early career teachers to develop 

the skills and knowledge required to move from the Graduate to Proficient career 
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stage was sought. Again, literature on such a program was scarce. There was only 

one professional development initiative explicitly designed for teachers at the 

Graduate career-stage, aimed at developing proficiency in the 37 APST. In 2016, 

AITSL developed and released a document: Graduate to Proficient: Australian 

guidelines for teacher induction into the profession. This document proposed a 

formal program and additional support for graduate teachers. This was termed 

“teacher induction”, which AITSL proposed should be “extended (usually about two 

years), embedded in daily practice and emphasise skill development and inquiry into 

practice” (2016, p. 8). This document identified multiple strategies that were 

recommended as being effective in developing and inducting a graduate teacher into 

the profession. These included practice-focused mentoring, leadership contact, 

networks, and collaboration, targeted professional learning, study of teaching, 

practical information, and time allocation (p. 8).  

Practice-focused mentoring was clearly the focus of the induction program, as 

it was the only strategy elaborated upon. AITSL identified practice-focused 

mentoring as: “a structured program; set up by leadership; with a more experienced 

teacher within the same teaching area; clearly identified goals for each meeting; 

including observation and feedback on graduate teacher teaching; and a time 

allocation given by leadership” (p. 10). In theory, this seems like a vital opportunity, 

clearly aligning with a plethora of research articles promoting the benefits of a 

mentoring relationship on an early career teacher’s career (e.g., Amitai & Van 

Houtte, 2022; Caldwell & Sutton, 2010; Gonski et al., 2018; Tschannen-Moran & 

Hoy, 2007). However, the program came with a significant set of disclaimers (see 

Figure 2.2). 
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Figure 2.2 

Differences between induction programs 

 

Note. (AITSL, 2016, p. 3) 

 

This set of statements indicates that schools can implement the program 

independently, without explicit consistency regarding how, for how long, and 

according to what standards the program will be delivered. Although it may be 

assumed the period of induction would last as long as the teacher requires to 

demonstrate Proficient career stage in all 37 APST, this is not explicitly stated and 

could thus conclude arbitrarily. Further, given that 34% of teachers in Queensland 

are on a contract rather than permanent and ongoing employment (AITSL, 2023), 

the provision of the program to teachers in this category is unclear.  

It thus appears that the induction program could be seen as “the gold 

standard” rather than what every graduate teacher can expect in their first few years 

of teaching. AITSL designed this program as a response to the Teacher Education 

Ministerial Advisory Group’s report (Craven et al., 2014), where it was stated: 

Comprehensive induction programs are needed to support the transition from 

graduate teacher to proficient teacher. There is concern that currently, 

employers and schools are not consistently working together to effectively 
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support beginning teachers to reach the Proficient level of the Professional 

Standards in the important early years in the profession. (p.40) 

Recommendation 30, in response to this, indicated that: “[AITSL] develop national 

guidelines for beginning teacher induction that will guide consistent implementation 

[emphasis added] of effective induction programs” (p.45). Recommendation 31 was 

similarly clear: “School systems and employers provide effective induction for all 

beginning teachers, including those employed on a short-term or casual basis” 

(p.45).  

It is evident that the recommendations by Craven and colleagues (2014), to 

this point, have not been followed accurately by either AITSL or in practice. 

Therefore, it is vital to investigate the actual practices by seeking input directly from 

early career teachers. Early career teachers cannot receive what they need to 

improve if their voices and current experiences are not heard. 

 

2.6. Summary 

Exploration of the literature on summative assessment creation resulted in the 

emergence of four themes: preparation of pre-service teachers to create summative 

assessment, competence of early career teachers, opportunities for early career 

teachers, and the definition of effective summative assessment. The conclusions of 

these overarching themes revealed the potential for a conceptual framework through 

which to guide the conduct my research. Existing research stated: 

1) Teachers enter the profession ill-equipped with the knowledge and skills to 

create effective summative assessment (Brookhart, 2011; DeLuca & 

Klinger, 2010; Looney et al., 2018; Pastore & Andrade, 2019).  
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2) Early career teachers need to improve their knowledge and skills in 

assessment creation (Andersson et al., 2019; Ekström, 2013; Klug et al., 

2018).  

3) Early career teachers need time and opportunities to practice their 

assessment creation (DeLuca & Johnson, 2017; Gumus, 2021; Stiggins, 

2002).  

4) Professional development of practising teachers is essential to improving 

knowledge, skills, and resultant assessment (DeLuca & Johnson, 2017; 

McChesney & Aldridge, 2019; Popham, 2006). 

Based on these key conclusions from my review of the literature, I resolved to 

investigate my research problem by considering whether it might not be a case of 

“one or the other”, namely: 

a) improvement of assessment creation is facilitated by improving knowledge, 

skills, and attributes; or  

b) improvement of assessment creation is facilitated by having more 

opportunities to practice; or  

c) improvement will occur after participating in professional development. 

Of further consideration was the possibility that the improvement of 

summative assessment creation may also be more effective with a combination of 

these proposals. Thus, the development of my conceptual framework (Chapter 3) 

emerged as a direct outcome of considering the issues identified in the literature 

within this chapter. 

Three distinct factors arose when considering the existing literature 

surrounding this topic of study: the absence of a clear, universally agreed-upon 

definition for what constitutes “effective teacher-created summative assessment”; the 
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competence of the practitioners in creating effective summative assessment, and the 

available opportunities for their early career development. It is now known that for 

summative assessment to be effective, it needs to have high levels of validity, 

reliability, fairness, authenticity, and flexibility. Also, pre-service teachers have been 

taught the basic skills of interpreting and using summative assessment within their 

ITE program (Ado, 2013; Cochran-Smith, 2005). It is also clear that early career 

teachers require opportunities to develop their skills and knowledge of summative 

assessment to progress to the Proficient career stage, according to the AITSL 

standards (AITSL, 2011). Links between improving competence have been shown to 

improve assessment creation (e.g., Fan et al., 2001; Mertler, 2009; Ogan-Bekiroglu 

& Suzak, 2014). Likewise, links between opportunities for development have affected 

the quality of assessment (e.g., Biesta, 2017; DeLuca & Johnson, 2017; Lovett & 

Cameron, 2011). However, research that has investigated the intersection of a 

teacher’s competence (combining knowledge, skills, and confidence) and the 

opportunity to create and implement summative assessment in their early years of 

practice has not yet been thoroughly undertaken. These gaps in the literature have 

led to the creation of a conceptual framework, which would go on to guide the study. 

The conceptual framework is presented and explained in Chapter 3.  
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CHAPTER 3: CONCEPTUAL FRAMEWORK 

3.1. Introduction 

The following chapter presents the conceptual framework for this study. In 

conducting the literature review, distinct themes emerged from summative 

assessment literature. The importance of improvement was the key concept, with 

some papers identifying the relationship between developing competence 

(knowledge, skills, and/or confidence) and improved summative assessment creation 

(e.g., Fan et al., 2001; Mertler, 2009; Ogan-Bekiroglu & Suzak, 2014). Other papers 

underscored the significance of early career teachers’ engagement with professional 

development or opportunities for creating assessments in the improvement of 

summative assessment creation (e.g., Biesta, 2017; DeLuca & Johnson, 2017; 

Lovett & Cameron, 2011). This led to a consideration of whether there could be a 

correlation between competence (called capacity in Paper 2) and opportunity in 

enhancing the effectiveness of summative assessment to a greater extent than 

solely through the improvement of competence or opportunity.  

Paper 2 was written early in the doctoral study process, at which point I 

conceptualised capacity as the amalgamation of knowledge, skills, and self-

efficacy—a key factor in the emerging conceptual framework. At that stage, I also 

delineated the concept of opportunity based on my teaching practice rather than 

relying on authoritative literature. Since the submission of this paper, my thinking has 

evolved. These are minor adjustments, but they are crucial for shaping my 

perspective from this point onward in the thesis write-up. 

Two considerations caused me to change the concept of capacity to 

competence. Firstly, throughout my study, it was important to ensure my definitions 

were clear and accessible to all readers. Therefore, when contemplating capacity, all 
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definitions included the potential for as a part of capacity. When teachers graduate 

from their ITE program, it is acknowledged they would have the capacity (potential) 

to create summative assessment, but this certainly does not mean they possess the 

knowledge and skills to do this immediately upon graduation. This definition, upon 

considerable reflection, was rejected in favour of the definition of competence—

having the knowledge, skills, and attributes required to perform a set task in a work 

setting (Hines et al., 2017; Roy Schwarz & Wojtczak, 2002). However, the concepts 

and reasoning behind capacity/competence as a construct in my conceptual 

framework are still valid. 

The second change was updating the word “self-efficacy” to “confidence”. 

Again, as described in Chapter 2 (Section 2.4), self-efficacy and confidence are 

similar and, in fact, have often been used interchangeably in the literature. However, 

on deeper exploration of the research problem and my objectives in this study, I 

found that confidence, defined as “knowing one can successfully complete a task” 

(Nolan & Molla, 2017, p.12), emerged as a more suitable concept. I wanted to gauge 

a general understanding that went beyond the teacher’s confidence in their ability to 

start, persevere, and complete the task of creating the task sheet and rubric. Instead, 

I wanted to know how confident they were in all aspects of summative assessment 

creation—where they desired improvement, if they were willing to create summative 

assessments given the opportunity, and whether they engaged in reflection (or 

received feedback) on their assessment and if this influenced any changes to the 

task or rubric. Again, although the decision was made to change the term mid-way 

through this study, I believe I was aligning my thinking and writing with the essence 

of confidence rather than self-efficacy, specifically at the point of submitting Paper 2. 



 

62 
 

In my exploration of the research literature on the concept of increased 

opportunity to practice leading to improved results in summative assessment 

creation, I encountered Kolb’s (1984) theory of experiential learning. The cycle of 

concrete experience, reflective observation, abstract conceptualisation, and active 

experimentation is closely linked to the concepts I had outlined within the construct 

of opportunity, with one exception—reflection. This was a clear oversight and one 

that I had assumed to be part of the process but did not identify in the presented 

framework in Paper 2. 

This paper was submitted to Teachers and Teaching on 28 November 2022 

(Appendix H). As of the point of submitting this thesis, it had passed the editor’s desk 

and was out for review. When feedback on this paper is received, I will change the 

terminology to “competence” and “confidence” during the revision process. 

 
3.1.1 Submitted Paper 2 

Brownlie, N., van der Laan, L., & Burke, K. (2023). Improving the effectiveness of 

teacher-created summative assessment: Conceptualising the link between 

capacity and opportunity [Manuscript submitted for publication]. School of 

Education, University of Southern Queensland. 
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3.1.2 Links and Implications for Paper 2 

As a result of Paper 2, in addition to the further thinking and reading that 

occurred after the submission of this paper, a modified conceptual framework has 

been used for the remainder of this study (Figure 3.1).  

 

Figure 3.1 

Conceptual Framework for the Improvement of Effective Teacher-Created 

Summative Assessment 

Note. *Established in literature: (Fan et al., 2001; Mertler, 2009; Ogan-Bekiroglu & 

Suzak, 2014). 

**Established in literature: (Biesta, 2017; DeLuca & Johnson, 2017; Lovett & 

Cameron, 2011).  
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It is proposed a combination of competence (knowledge, skills, and attributes) 

and opportunity (through a reflective cycle of create/implement, reflect, learn, and 

plan [Kolb, 1984]) will result in the summative assessment created being more 

effective (valid, reliable, fair, authentic, and flexible [Brownlie et al., 2023]). It is 

through this lens of combining constructs that data were collected and considered. 

The methodology of the study, including considerations of epistemology, research 

design, ethical considerations, and method of data collection and analysis, will be 

explored in detail in Chapter 4.   
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CHAPTER 4: METHODOLOGY  

4.1  Introduction 

This chapter describes the research methodology and methods used in this 

study. It consists of seven sections and begins by grounding the research within a 

quantitative methodology based on my ontological and epistemological positioning 

as a researcher (Chapter 4.2). This is followed by an explanation of how the survey 

was designed (Chapter 4.2), data collection (Chapter 4.3), data analysis (Chapter 

4.4), and ethical considerations (Chapter 4.5). It is important to note that Papers 1, 3, 

and 4 explain the specific methodologies used in relation to the research conducted 

in those papers; however, this chapter will address the overarching methodological 

decisions and choices, including those made prior to the data collection and any 

details which were not able to be included in the submitted papers due to word 

count. 

 

4.2 Theoretical Underpinnings 

Creswell and Creswell (2018) define a research paradigm (or “worldview” as 

they identify it) as “a general philosophical orientation about the world and the nature 

of research that a researcher brings to a study” (p. 6). Essentially, a research 

worldview describes how one perceives reality (ontology) and the nature of how one 

comes to know it (epistemology). Bryman (1988) focuses this definition on what this 

means for research when explaining a paradigm “dictates how research should be 

done and how results should be interpreted” (p. 4). Both ontology and epistemology 

underpin and shape the entirety of the research process. Choices are then made by 

the researcher regarding how the research question is framed based on their 

ontological and epistemological beliefs. According to the methodology determined, a 
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method for collecting data is aligned, and finally, decisions are made regarding the 

ways that the data will be analysed. 

The art of research is as varied as the researcher themself. Research may be 

a hypothesis to be proven, a phenomenon to explore, or even a story of what is 

observed or experienced. However, before any research is chosen or certainly 

enacted, one must consider the researcher and their innate understanding of 

knowledge, reality, and truth. For each of the research examples listed in the 

preceding sentence, it becomes evident that underlying beliefs about reality 

(ontology), truth (epistemology) and research process (methodology) can vary 

significantly. For the scientist proving a hypothesis, there is a truth to be found. This 

truth is absolute and not dependent on people’s thoughts and experiences. 

Therefore, a specific method must be followed to find this truth. Meanwhile, for the 

researcher wishing to explore a phenomenon occurring in a particular human context 

they may acknowledge that truth and reality might differ depending on the context of 

the phenomenon and human experience. Therefore, their research may be to 

observe and record a different experience to their own, without determining whether 

one life experience is right or wrong.  

An overview of my philosophical beliefs and, therefore, choices made for how 

I approached this study are presented in Figure 4.1 and will then be explained. 

 

 

 

 

 

 



 

92 
 

Figure 4.1 

Research Methodology Used in This Study 

Note: This figure depicts the gradual specificity of research methodology from 

ontology to data analysis. The choices I have made as a researcher in each of these 

areas are identified to the right. 
 

 

 

 
 

Ontology considers the nature of reality (Crotty, 1998). When considering the 

intended focus of this study (how early career teachers can be assisted to improve 

the quality of summative assessment they are creating), the reality was 

acknowledged to exist, whether I, as a researcher, was aware of this reality or not. I 

do not align with the realist ontological view that there is a single, tangible reality that 

is measurable, objective, and independent of the researcher’s interest in it (Guba & 

Lincoln, 1994). Teachers’ experiences are not identical; however, the reality of this 

research could not be described as socially constructed either. Summative 
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assessment must meet certain benchmarks to be considered assessment, 

considered summative, and considered appropriate or effective. Therefore, in this 

way, a reality existed in the context of this research focus. However, the 

opportunities and events each teacher experiences are unique. The reality of each 

individual’s career varies, and the data obtained from surveys may not be entirely 

objective. Therefore, the concept of critical realism as an ontological perspective 

resonated with me.  

Critical realism resounded with my understanding regarding the nature of 

reality within the construct of this research. There is a recognition that reality extends 

beyond merely the observable world (Trochim, 2006). As researchers, one can only 

know and understand the observable word, yet critical realism recognises the 

existence of not just an observable world but also a real world that is not always 

observable by the researcher. In this research project, it was my desire not only to 

observe and comment on what I could see but also to be able to explain events and 

outcomes in natural and evolving contexts.  

Bhaskar (2014) purports that reality is multi-layered and can only be known to 

a point (not wholly). When an event changes on one level, a new experience 

emerges (Archer et al., 2013), and a researcher can only discover reality within a 

certain realm of probability (Mertens, 2009). Hence, reality can be understood, but it 

is the product of a set of circumstances culminating at a specific point in time. This 

view resonated with my views when considering this study. All participants would 

have the same baseline of education prior to beginning the profession, a similar 

context (junior secondary) and a similar level of experience. To this end, reality could 

be identified due to the similarity of the participants’ “starting points”. However, the 

“critical” nature of critical realism is enacted when asking about the experiences of 
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the participants since their graduation. Each teacher’s reality will look different due to 

the events and circumstances occurring post-graduation. However, provided that 

valid and reliable research is conducted, the insights and experiences of each of the 

participants can, therefore, be observed and measured with confidence, according to 

the ontological theory of critical realism (Bhaskar, 2014). Nonetheless, events may 

be understood and interpreted differently from person to person, based on their own 

biases and individual experiences, thus potentially having a slightly different reality 

from another. Taking the stance of a critical realist permits the acknowledgement 

that observations may involve error, allowing theories to be modified rather than 

reality being exact and infallible (Trochim, 2006).  

 

 

Epistemology is concerned with knowledge and how it is obtained and 

distributed. From a critical realism perspective, knowledge can be gained through 

analysing the experiences of research participants (Bhaskar, 1998). The 

epistemological objective of critical realism is to describe and clarify underlying 

relationships to achieve an explanation of how things work (Lawani, 2021). To 

achieve this, I adopted a post-positivist epistemological viewpoint. Positivism 

considers knowledge to be that which can be tested empirically, is objective and 

therefore independent of the thoughts and beliefs of the researcher (Eichelberger, 

1989). Considering my ontological view that reality acknowledges that there is a 

human (and therefore experience-specific) aspect to scientific research, I believe 
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that although the positivist view is mostly true, perfect objectivity is not completely 

achievable; instead, it is approachable (Creswell & Creswell, 2018; Lawani, 2021).  

Creswell and Creswell (2018) explain that post-positivists hold a “deterministic 

philosophy in which causes and relationships determine effects or outcomes” (p. 7). 

They go on to discuss that knowledge based in post-positivism is based on “careful 

observation and measurement of the objective reality that exists in the world” (p. 7). 

In my research, I did not want to simply explore and present a multitude of individual 

viewpoints of what early career teachers wanted (if anything) to help them improve 

the effectiveness of their summative assessment creation. I set out to explore 

whether there were specific factors that may contribute to the desired outcome or 

whether the factors mentioned by participants were related to each other. This 

thinking led to considering the methodological approach that would fit me as a 

researcher and my desired outcomes for the study. 

 

 

Within the post-positivist paradigm, the purpose of research is to test a theory, 

find relationships between variables, or observe phenomena. Although I wanted to 

hear the experiences of early career teachers (which would typically require a 

qualitative methodology), I also sought to observe the phenomena of early career 

teachers’ experiences and thoughts on summative assessment creation. I aimed for 

a “big picture” perspective rather than an in-depth understanding of specific stories 

that might be less representative of the key issues worth considering. It was 

important to me to be able to explore potential trends, general strengths, 
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weaknesses, and needs across a large cohort so that the findings may contribute to 

actionable strategies addressing these identified needs.  

Quantitative research was therefore chosen as an appropriate methodological 

approach. This approach depends on data that are observed or able to be measured 

to examine questions about a sample population (Allen, 2017). A quantitative 

methodology involves collecting data that can be numerically represented, either as 

actual numbers (such as the size of the school population) or aligned to a scale of 

agreement with a given statement from 1–5. This numerical data allows for statistical 

analyses, resulting in aggregated data that reveals relationships (Allen, 2017).  

In quantitative research, a problem statement is typically identified with either 

a hypothesis to be tested or, at a minimum, variables to be explored (Mills & Gay, 

2019). In this research, the conceptual framework was not presented as a hypothesis 

to be proved or disproved; rather, the aim of this study was derived from previous 

research and practice relating to three variables: 

1. the importance of summative assessment being effective, 

2. the understanding that increasing competence leads to more effective 

assessment creation, and  

3. increased practice leads to more effective assessment creation.  

It therefore stood to reason that a combination of the latter two variables may 

improve the effectiveness of assessment creation even further.  

Research observing an environment which is currently occurring or has 

already occurred (such as what is currently happening in schools without 

implementing an intervention) is called nonexperimental or ex post facto research 

(Hoy & Adams, 2016). This represents research in which “the researcher does not 

have direct control of the independent variable because the variable has already 
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occurred” (p. 17). I had no desire (nor could I) to control the assessment creation, 

the knowledge being imparted, or the opportunities being provided to early career 

teachers. Rather, I wished to understand early career teacher experiences across as 

many environments as possible in Queensland to explore whether these variables 

were related in any way. This understanding is valuable as it provided an opportunity 

to see “the lay of the land”, with the potential to pave the way for future intervention. 

However, any intervention to follow would be based on a theoretically and empirically 

sound base of current practice. 

 

 

A method for collecting data then needed to be chosen. Firstly, considering I 

wanted to observe what experiences early career teachers had experienced so far in 

their career, I was not setting out to prove a hypothesis. Rather, I was taking an 

inductive approach to this study. Inductive research is used when the research 

problem and research questions indicate there is a gap in knowledge and practice 

that needs observation to begin considering how to address the problem (Yin, 2016). 

When contemplating the research problem and questions for this study, this 

inductive approach was deemed appropriate. It was only after observing what was 

happening in practice that a theory or proposal for future action could be created. In 

this way, the method needed to be exploratory (Creswell & Creswell, 2018).  

The method of data collection was then determined, considering key factors 

such as:  

• objectivity, transparency of method, and replicability  

• minimisation of researcher bias  
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• A design capable of capturing the thoughts and experiences of as 

many early career junior secondary teachers in Queensland as 

practical  

• data collection conducive to statistical analyses 

• a snapshot of experiences, knowledge, and opinions of potential 

participants at this specific point in time since the introduction of senior 

secondary changes in Queensland (cross-sectional rather than 

longitudinal) 

• a data collection method that appealed to early career teachers, both in 

terms of the time required to participate and the minimisation of feeling 

“judged” in their current capacity  

 

A multitude of methods exist within the qualitative research “world”; whereas 

quantitative methods typically include either experimental or nonexperimental 

designs (Creswell & Creswell, 2018). An experimental method did not align to the 

focus or desired result of my study, therefore nonexperimental designs were 

explored. Survey research is defined as providing “a quantitative description of 

attitudes or opinions of a population by studying a sample… with the intent of 

generalising from a sample to a population” (Creswell & Creswell, 2018, p. 13).  

Survey research is also described as having systematic, objective, and 

replicable methods; as well as being created and administered using objective, 

intersubjective, and replicable procedures (Nardi, 2018). Both explanations 

confirmed that exploratory survey research would fit the criteria set for this study. As 

such, it was determined that an online survey, which would be more accessible for 

early career teachers, especially those in rural and remote Queensland, would be 
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the most suitable method. To encourage candid responses, the survey was designed 

to be anonymous. This approach ensured that participants could freely express their 

views without concerns about potential judgment or repercussions from their 

schools, thereby contributing to the reliability and honesty of the data collected. 

 

4.3 Survey Design 

Surveys are used frequently in educational research to “describe attitudes, 

beliefs, opinions” and other information (McMillian & Schumacher, 2010, p. 22). The 

primary purpose of this study was to explore the experiences of early career 

secondary school teachers in relation to the creation of summative assessment, 

particularly considering their competence, confidence, and opportunity and how 

these may contribute to the effectiveness of the resultant summative assessment 

creation. The development of the survey followed the steps set out by McMillan and 

Schumacher (2010) as shown in Figure 4.2 and then described in detail.  
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Figure 4.2 

Steps in Developing a Survey  

Note: Adapted from (McMillan and Schumacher, 2010, p. 195). 

 

4.3.1 Justification, Review of Literature and Selection of Method 

The justification for a survey, rather than another method of data collection, 

was based on a thorough review of the literature as well as alignment to the 

considerations identified for the research problem. Existing surveys were deemed 

inappropriate for this study. This was predominantly because this research was 

investigating a specific gap in the literature and existing surveys were either 

focussed on externally written and administered summative assessment (Alkharusi 

et al., 2012), assessment as a whole rather than summative assessment only 

(DeLuca et al., 2018), assessment during ITE programs (Volante & Fazio, 2007), 

different sectors (Brown et al., 2011), self-efficacy rather than confidence (Elliott et 

al., 2010), or very specific contexts which were not transferable (Edwards, 2017).  
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4.3.2 Item Construction and Response Scales. 

Measurement items were developed for this survey for each of the 

constructs identified in the conceptual framework (Figure 3.1), as well as for each of 

the research sub-questions. As researchers are not able to edit or change the survey 

once it is published, the question creation was considered carefully. The following 

guidelines as recommended by McMillan and Schumacher (2010) were adhered to:  

1. Make items clear: Each item used unambiguous language to encourage the 

same easy interpretation by all participants. For example, the initial draft listed 

a significant number of subject names under teaching areas. Upon reflection, 

it was decided to simplify the options to align with the learning areas set by 

ACARA , which is commonly used and understood by all teachers. 

2. Avoid double-barrelled questions: Items were limited to a single idea, rather 

than combining two ideas with “and”. 

3. Respondents must be competent to answer: For items requiring participants 

to remember what was taught in their ITE program, an “unsure/neither agree 

nor disagree” option was included to allow for true and honest responses.  

4. Questions should be relevant: Items considered early career teachers’ 

experiences, rather than hypothetical items. McMillan and Schumacher (2010) 

explain if questions are deemed unimportant or uninteresting, participants are 

more likely to respond expediently, rather than giving careful consideration 

when answering. 

5. Short, simple items are best: Instructions for items were short and written in 

clear and straightforward English. For instance, an original instruction “at this 

point of your career” was edited to “now” for conciseness. 
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6. Avoid negative items: Avoiding negative terms, such as “no” or “not,” was a 

deliberate choice to prevent misinterpretation. The only items incorporating 

these terms were “Can you briefly identify why you have not had the 

opportunity to create a summative assessment task sheet/rubric?”. 

Importantly, the response options were carefully crafted to minimise any 

potential for misinterpretation. 

7. Avoid biased items or terms: To minimise potential bias when asking teachers 

about their colleagues, particular roles (Head of Department, Deputy 

Principal, etc) were mentioned in two items. Participants were specifically 

asked to identify the title of individuals providing feedback on either task sheet 

or rubric creation, without an opportunity to judge the quality of the feedback. 

Care was taken to ensure that survey items and terms were free from any 

potential bias. 

8. Avoid loaded or leading questions: Two items could have potentially been 

seen as “loaded” (one that evokes emotion) or “leading” (suggesting a 

particular response): “I would have liked the opportunity to create a task 

sheet/rubric since becoming a teacher.” However, the placement of these 

items was carefully considered. These items were asked immediately after “if 

you have not created a task sheet/rubric, can you identify why.” All responses 

to these items allowed the participant to explain why they were yet to create 

summative assessment, without any blame or responsibility being placed on 

them (such as “I have not been asked,” “we have used existing rubrics” or “I 

offered to create one and was declined”). Therefore, when then responding to 

a potentially loaded or leading item, the pilot testers agreed they did not feel 

swayed to answer a particular way. 
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All demographic items were of closed form where participants picked a 

response from a predetermined list, except for the postcode item. The rest of the 

questions were a combination of closed form and scale items. Each Likert scale item 

had five responses including an unsure/neither agree nor disagree/not applicable 

option. As the survey was to be published and completed online, participants 

selected their response, with each option listed vertically in a list with the select 

“button” to the immediate right or left of each option. This minimised confusion 

relating to identifying the aligned selection button for the chosen option. 

 Each item in the survey was mandatory, eliminating the possibility of missing 

responses. Although some participants chose to abandon the survey partway 

through, the completed survey responses required no calculation of missing values. 

There was only one item which was not mandatory to answer. This was an open 

question at the end of the survey asking if the participant had anything else they 

wished to share about their summative assessment experiences that had not been 

asked. 

 Survey items were designed using the conceptual framework (see Figure 3.1) 

and the research questions as a basis. The list of items is shown in Appendix I. The 

alignment of the items to both the conceptual framework, research questions and 

type of required response is shown in Table 4.1.  
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Table 4.1 
Alignment of Survey Items to the Research Questions and Conceptual Framework 

 
Research 
Question 

Conceptual 
Framework 
Alignment 

Item focus Item numbers Required 
Response Type 

RQ1: What skills 
and knowledge 
did early career 
teachers 
believe they 
possessed at 
graduation 
regarding the 
creation and 
implementation 
of summative 
assessment? 

Competence 
(particularly 
knowledge and 
skills) 

What sort of focus 
was placed on 
assessment in 
ITE?            

What skills and 
knowledge were 
taught in ITE? 

Do ECT know 
principles of 
effective 
assessment? 

16 
 
 
 
17-32 
 
 
43-47 

Choose as many 
as apply 

 
 
Likert 5-point 

agreement 
scale 

Choose the 
correct answer 

 
RQ2: What 

opportunities 
are available in 
their current 
teaching role to 
create and 
implement 
summative 
assessment? 

 
Opportunity 

(particularly 
create/implement 
and reflect) 

 
Are ECT given the 

chance to create 
assessment? 

 
 
Does this have 

anything to do 
with the 
location/size of 
the school? 

Do they want the 
opportunity? 

 
48, 52–53, 55, 
59–60 
49–51, 54, 56–
58, 61 
 
1–15 
 
 
 
54, 61 

 
Choose one 
 
Likert 5-point 

agreement 
scale 

Choose one 
 
 
 
Likert 5-point 

agreement 
scale 

 
 
RQ3: What is the 

perception of 
confidence of 
early career 
teachers to 
create and 
implement 
summative 
assessment? 

 
Competence 

(particularly the 
attribute of 
confidence) 

 
What confidence 

level do ECT 
have in different 
aspects of 
summative 
assessment 
creation?  

Has this confidence 
increased since 
graduation? 

 
33–45, 66–70,  
 

 
Likert 5-point 

agreement 
scale 

 

 
RQ4: What would 

early career 
teachers want 
(if anything) to 
improve the 
effectiveness of 
their summative 
assessment 
creation? 

 
Opportunity 

(particularly learn 
and plan) 

 
With which aspects 

do ECT want 
assistance? 

What is the 
preferred nature 
of this 
assistance? 

Do they have 
access to 
assistance to 
improve and is 
this the form they 
need/want? 

 
62–65, 71–73 
 
 
 
74–82 

 
Likert 5-point 

agreement 
scale 

 
 
Choose one 
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4.3.3 Assessment of the Survey’s Validity and Reliability 

Validity in the context of research design looks at whether the instrument (in 

this case, the survey) collects the data required to answer the research question 

(Lewin, 2011). Reliability in research design considers the consistency or 

“repeatability” of an instrument (Creswell & Creswell, 2018, p. 154). Therefore, the 

next step of creating the survey was to assess its validity and reliability. The types of 

validity considered for this study were content, concurrent and construct validity 

(Creswell & Creswell, 2018). Reliability was considered in terms of the survey’s 

internal consistency, or the degree to which sets of items behave in the same way. 

Cronbach’s alpha (α) value was calculated for this survey. 

Content validity, like in summative assessment creation (Brownlie et al., 

2023), looks at whether the items measure the content they were intended to 

measure. Construct validity examines whether the items measure the concepts 

proposed (Creswell & Creswell, 2018). The survey items were planned to align to 

both the research questions, which emerged from the perceived research problem, 

and the concepts proposed in the conceptual framework. This alignment (presented 

in Table 4.1) demonstrated a high level of both content and construct validity. 

Concurrent validity considers whether results would correlate with other results 

(Creswell & Creswell, 2018). A bivariate correlation analysis was run and considered 

against the table of critical values for Pearson’s r (Statistics Solutions, 2023) using a 

2-tailed approach at a significance level of 0.01 with degrees of freedom (df) equal to 

50. For the survey to have high concurrent validity, all or a vast majority of the “total” 

item needed to be 0.273 or higher. Appendix J shows this, highlighting the only 

correlations below this value. Therefore, the instrument was deemed to have a high 

level of concurrent validity. 
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The reliability of the survey was measured by calculating the Cronbach’s 

alpha (∝) of the items. A result of between .7 and .9 are considered optimal 

(Creswell & Creswell, 2018). The survey items returned a Cronbach’s alpha result of 

.903 for the 55 eligible items. Therefore, the items demonstrated above optimal 

internal consistency. Overall, the validity and reliability for the items proposed and 

the response options were considered appropriate to begin the survey drafting 

process. 

 

4.3.4 Development of Draft Survey and Pilot  

The items were combined and ordered into a draft survey. The survey 

consisted of seven sections and an introductory cover page. Each section is listed in 

Table 4.2. 
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Table 4.2 

Sections and Focus of the Survey, Including Alignment to the Item Numbers 

Section 
number 

Focus of section Item numbers in 
each section 

1 Demographic and non-identifying personal 
information 

1–15 

2 Summative assessment teaching and 
experiences in ITE program 

16–22 

3 Identification of knowledge, skills, and 
preparedness to assess upon graduation 

23–32 

4 Confidence of knowledge and skills now 33–45, 66–68 
5 Identification of the theoretical principles of 

effective summative assessment  
43–47 

6 Opportunities to create and implement 
summative assessment from graduation to now 

48–53, 55–60 

7 Identification of professional development needs 
and wants 

54, 61–65, 69–
82 

Note. Please see Appendix I for a complete copy of the survey. 

 

The items were ordered in such a way that the flow of the survey made logical 

sense; questions were asked about ITE training, thoughts of knowledge and skills at 

graduation, experiences in summative assessment creation up to the point in time of 

response and desires for the future. It was decided not to create a random order of 

items. Even though randomising has been purported to minimise the risk of survey 

fatigue and less dependable responses at the end of the survey (Creswell & 

Creswell, 2018), it was determined that responses would be more authentic, and the 

survey would be more logical if the items followed an order.  

The draft survey was piloted with six colleagues, who were a mix of school 

teachers and ITE lecturers. These colleagues considered the item construction 

against the guidelines (avoiding double-barrelled items, etc.), the time it took to 

complete, logical flow of items and ease of interpretation. Apart from some very 

minor wording edits, the survey was deemed ready to publish. 
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4.3.5 Publish and Administer Survey 

After gaining ethical approval to approach potential participants (see Appendix 

K), the survey was published and administered online. Online surveys have the 

benefits of more expedient research, niche targeting, greater cost-effectiveness, and 

accessibility to a wider potential participant base, leading typically to a greater 

response rate (Comley & Beaumont, 2011). Demands on a teacher’s day are already 

almost unmanageable (Mockler, 2022), particularly for early career teachers. Not 

only this, but teachers identify non-teaching workload (administrative tasks) as one 

of the biggest complaints about their job and is the second highest reason for 

teachers leaving the profession (Rothman et al., 2018). I was therefore acutely 

aware of the time I was asking participants to give to assist my study as well as 

trying to avoid particularly busy times of the school calendar.  

Rather than an email invitation sent out during work time that could potentially 

be seen as “another job to do,” I made the choice to recruit participants through 

social media. I wanted participants to feel relaxed at the time of seeing the invitation, 

not feel coerced into participating, and experience a sense of agency regarding their 

decision to share their experience with someone who wanted to listen. When 

considering which platforms on which to publish, the demographics for the largest 

consumers were considered. Table 4.3 shows some the most used social media 

platforms, along with their largest consumer demographic.  
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Table 4.3 

Popular Social Media Platforms and the Largest Demographics of Users 

Social media 
platform 

Largest demographic 
of users 

Identified Demographic’s 
percentage of total users 
worldwide 

Australian 
engagement with 
platform per month 

Facebook 25–34 years 29.9% of 2.963 billion 18.5 million 
Instagram 18–24 years 30.8% of 1.35 billion 10 million 
Twitter 18–29 years 42% of 237.8 million 5.8 million 
LinkedIn 30–39 years 31% of 930 million 6.5 million 

Note. Social media platforms such as Snapchat, TikTok, Pinterest and YouTube 

were not considered as an invitation and link could not easily be published.  

 

The age targeted for promotion of the invitation was 23–30, which accounted 

for 74% of all ITE graduates (AITSL, 2019). Therefore, Facebook, Twitter and 

LinkedIn were chosen as the main social media platforms for the survey. The survey 

was constructed and housed with the online survey service, Question Pro. This 

service allows users to create surveys and stores the data. Responses are coded 

automatically and are easily imported into SPSS for data analysis. 

The ideal time of year to publish a research survey for teachers is a difficult 

choice to make. I wanted to garner the thoughts and experiences of early career 

teachers after they had some time in the classroom, but before they achieved 

Proficient career stage (AITSL, 2011). Therefore, I chose (somewhat controversially) 

to publish the survey link on social media platforms on Boxing Day (26 December) of 

2021. My rationale was that at this time: teachers had finished school for the year at 

least two weeks prior, Christmas preparations were done, planning for the new 

school year would not yet have started, and Boxing Day in Queensland tends to be a 

very relaxed day. It is a day where most are recovering from Christmas, relaxing, 

and not thinking about work. I noticed an increased number of posts and activity on 

all three social media platforms chosen in the week between Christmas and New 
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Year in the two years prior to the release of the survey and surmised I may be able 

to reach a greater number of potential participants in a relaxed mood if I published at 

this time. 

 

4.4  Data Collection 

A non-random (rather than random) sample technique was used for this 

study. A random sample considers the entire population under study and then 

randomly generates a sample from this entire cohort to participate in the study. A 

non-random sample collects data from a subgroup of the entire population; however, 

it is not entirely random. In this case, it was difficult to determine the exact number of 

teachers who would identify as “early career” in Queensland, or who had completed 

their ITE program in Queensland. There were too many factors at play to calculate 

the exact total population (such as part-time, those who had taken time off, etc.). In 

this case, if the participant fulfilled the inclusion criteria and completed the survey 

voluntarily, their response was included in the data. It was important to ensure that 

participants volunteered their experiences honestly, without coercion, and felt 

agency in their participation.  

It was then considered that not only would a non-random sample be 

appropriate but opting for a purposive convenience sample would be the best way to 

obtain the most accurate data from participants (Mills & Gay, 2019). A purposive 

sample is chosen by the researcher with the belief that it is the best choice to 

adequately represent a given population (Mills & Gay, 2019). In this case, a specific 

criterion for participants was chosen (see Chapter 4.4.1) with the invitation for the 

survey posted in specific groups on each of the social media platforms, rather than 

simply on a general or personal page.  
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Inclusion and exclusion criteria were set for the study. These are the criteria 

set to define the parameters of the population being studied in the project. When 

considering the background of the study, research problem, research aims and 

questions, as well as the current literature, parameters for the characteristics of 

those who were going to be invited were clearly defined before collecting data.  

 

4.4.1  Participants 

The survey was designed to garner experiences and thoughts from:  

• Teachers who identify themselves as “early career.” This means they 

are either still on “provisional registration,” on a Permission to Teach1 

registration (QCT,2023), or in their first two years of practice; and  

• Teachers who either completed their ITE program in Queensland or 

who currently teach in Queensland; and 

• Teachers who are currently teaching into junior secondary (Years 7–

10). 

Therefore, anyone who was not currently teaching in a secondary school with 

a junior secondary class, who had not studied in Queensland, was not trained in 

Queensland, or was no longer considered to be “early career” was not eligible to 

participate. By having these inclusion and exclusion criteria, it could be assured that, 

as much as possible, the sample would be in the same career stage with similar 

training and using the same curriculum (which requires teacher-created summative 

assessment to be used).  

 
1 a provisional registration given by QCT for those who are still studying their ITE program 

whilst also teaching in a school. 
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The survey was published and made open on 26 December 2021 and was left 

accessible for just over three months. I was advised by my supervision team that as 

the response rate had been constant with no new complete surveys for three weeks 

(despite continued promotion), it would be appropriate to close. The survey was 

closed to new responses on Friday 9 April 2022. Two hundred and fifty-eight people 

had opened and begun the survey, with 116 completed responses. 
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4.5 Data Analysis 

  

All raw data were entered into SPSS Statistics version 29.0.1.0 where values 

were assigned according to the response options used in Question ProPro. The 

measure of data (string, numeric, or scale) was checked, as well as a search for 

missing data undertaken. Any invalid cases were removed (for example a primary 

school teacher, or one who would not be considered “early career”).  

Alongside a descriptive statistical analysis, which included a frequency 

analysis of the data and a correlation analysis, the primary goal of the analysis was 

to conduct an Exploratory Factor Analysis (EFA) to identify underlying factors that 

influence the creation of effective teacher-created summative assessment.  

To ensure the parsimony of the data, incomplete cases were deleted, which 

were cases where the dropout occurred predominantly at the demographic and 

survey stages, resulting in a final sample size of 116 complete responses out of 258 

initial respondents. No missing values were detected during the data screening and 

analysis process, as the questions were designed to require a response. The data 

was checked for normal distribution using skewness and kurtosis statistics, as well 

as probability (P-P) plots. Upon analysis, the results demonstrated no significant 

deviations from normality, thereby providing a strong basis for further analyses. From 

this finalised data set, frequencies were generated to provide an initial overview of 

the data (see Appendix L). 

An EFA was conducted as a dimension reduction technique using the Kaiser-

Meyer-Olkin (KMO) and Bartlett's test of sphericity for sampling adequacy. The EFA 

adopted a Maximum Likelihood Estimation method with Oblimin rotation and Kaiser 
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Normalization. Oblimin rotation was selected because it was anticipated that the 

resultant factors would have some degree of correlation. 

 

4.6 Ethical Considerations 

This study invited Queensland early career secondary school teachers to 

share their perspectives regarding experiences of summative assessment creation. 

Any investigation involving people necessitates respectful and ethical data collection 

methods being employed (Creswell & Creswell, 2018). The University of Southern 

Queensland (UniSQ) Ethics Committee granted Human Ethics approval under 

reference number H19REA020 (see Appendix K) before the survey was distributed. 

In line with Section 4.2.5 of this chapter, the survey adhered to UniSQ's 

Human Research Ethics Committee guidelines before dissemination and data 

collection. Participants were provided with information on the landing page of the 

survey to explain and ensure informed consent, with a clear emphasis on their right 

to withdraw from participation during the survey by simply exiting the survey without 

completing. To ensure anonymity and minimise indirect identification risks through 

response combinations, participants were not asked to provide the name of their 

school. Postcodes were collected to ensure data was collected from Queensland. 

Question Pro was used for deploying and storing responses, ensuring participant 

anonymity, and safeguarding their responses.  

This data was then imported into SPSS to be analysed with all primary data 

stored according to the National Statement on Ethical Conduct in Human Research 

(2007 – updated 2018). The participant information sheet attached to the landing 

page of the survey can be found in Appendix M and the front matter, including 

consent is shown in Appendix N. 
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4.7   Summary  

This chapter has outlined the research process undertaken, beginning with an 

exploration of my underlying beliefs about truth, knowledge, and research, 

demonstrating how these beliefs logically led to the chosen research method. The 

decisions related to data collection, participant recruitment, and measures to ensure 

ethical gathering, use and storage of data have been explained and justified. 

Chapters 5 and 6 present the results from this data collection in the form of two 

submitted papers reporting on two distinct aspects of the data, all responding to 

separate aspects of the research question.  
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CHAPTER 5: EXPLORATORY FACTOR ANALYSIS 

5.1  Introduction  

The following chapter contains the first of two papers that present results of 

the study. Paper 3, titled Dilemma of expectations? Identifying the factors 

underpinning early career teacher professional development in summative 

assessment creation, follows the research journey from the conceptual framework 

proposed in Paper 2. Steps towards answering the primary research question of 

What do early career junior secondary teachers in Queensland need (if anything) to 

become effective summative assessment creators? are made within Paper 3.  

This exploratory study sought to initiate a preliminary empirical investigation 

that would validate, reject, or refine the conceptual model previously proposed, 

which was derived from the literature (see Figure 3.1). The purpose of an exploratory 

study was to examine whether there were factors underpinning the creation of 

effective summative assessment that would assist early career teachers as they 

navigate the expectations of competence from the profession. The analyses utilised 

quantitative data from a sample of 116 early career teachers. An Exploratory Factor 

Analysis (EFA) was conducted which revealed a well-fitting model with a statistically 

significant three-factor solution consisting of Competence, Opportunity, and 

Confidence, all associated with the creation of effective summative assessment. The 

findings provide initial empirical support for the model opening future lines of enquiry 

that may have implications for supporting early career teachers’ assessment 

practice. 

The conclusions presented in Dilemma of expectations? Identifying the factors 

underpinning early career teacher professional development in summative 

assessment creation present two propositions for future research:  
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1. Competence, Opportunity and Confidence are positively related to the 

creation of effective summative assessment 

2. An iterative cycle of interactions between Competence, Opportunity 

and Confidence is likely to lead to improved performance in creating 

effective summative assessment. 

This paper was submitted to Australian Educational Review on 12 September 

2023 (see Appendix O). At the point of submitting this thesis, it had undergone 

editorial review and was in the process of blind peer review.  

       

5.2  Submitted Paper 3  

Brownlie, N., & van der Laan, L. (2023). Dilemma of expectations? Identifying the 

factors underpinning early career teacher professional development in 

summative assessment creation [Manuscript submitted for publication]. 

School of Education, University of Southern Queensland. 
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5.3 Links and Implications for Paper 3 

Findings reported in Paper 3 indicate a strong emphasis on the foundational 

knowledge and skills (Competence) required for creating assessment, 

complemented by the necessity of confidence (Confidence) in applying theoretical 

understanding practically. Moreover, the study highlighted the importance of 

providing opportunities (Opportunity) for teachers to practice and receive feedback 

on their assessment creation, emphasising the iterative nature of the three factors in 

enhancing performance. Paper 3 thus provides a practical framework for addressing 

the challenges faced by early career teachers in creating effective summative 

assessment.  

This exploratory factor analysis paper provides empirical evidence for the 

conceptual framework proposed in Paper 2 (Chapter 3). The conceptual framework 

is supported by the experiences reported by early career teachers who completed 

the survey. The following chapter and paper explore the wider results gathered from 

the survey for any further insights to further answer the research question: What do 

early career junior secondary teachers in Queensland need (if anything) to become 

effective creators of summative assessment? 
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CHAPTER 6: DESCRIPTIVE, FREQUENCIES AND 

CORRELATION ANALYSIS 

 
6.1.  Introduction 

The following paper presents insights derived from the frequencies, 

descriptive analysis and correlation analysis conducted using the survey data. Paper 

4, entitled Demystifying the creation of effective summative assessment by early 

career teachers: What do they really think? explores the perceptions of early career 

teachers as they relate to enabling conditions they require to create and implement 

effective summative assessment. Four research questions were asked in conducting 

the analysis for this paper: 

1. What skills and knowledge did early career teachers believe they 

possessed at graduation regarding the creation and implementation of 

summative assessment? 

2. What opportunities are available in their current teaching role to create and 

implement summative assessment? 

3. What is the perception of confidence of early career teachers to create and 

implement summative assessment? 

4. What would early career teachers want/need (if anything) to improve their 

ability to create and implement summative assessment? 

As indicated by the aim of the paper and the research questions, this paper was 

directly considering the research aim and questions of this PhD study. Paper 4 was 

submitted to Educational Assessment, Evaluation and Accountability on 12 

September 2023 (Appendix P). At the time of writing, the paper is at the stage of 

blind peer review.  
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6.2 Submitted Paper 4  

Brownlie, N., van der Laan, L., & Burke, K. (2023). Demystifying the creation of 

effective summative assessment by early career teachers: What do they really 

think?  [Manuscript submitted for publication]. School of Education, University 

of Southern Queensland. 
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6.3 Links and Implications for Paper 4 

Demystifying the creation of effective summative assessment by early career 

teachers: What do they really think? explored the investigations undertaken 

regarding the perceived proficiency of early career teachers in creating and 

implementing summative assessment, addressing the four research sub-questions. 

The paper began by highlighting the diverse roles of assessment in education, 

emphasising its pivotal role in informing teaching and learning processes. This was 

followed by an exploration of the experiences of early career teachers, beginning 

with their experiences of their preparation for assessment in ITE programs. Findings 

revealed concerns about explicit teaching in summative assessment, with 4% of 

programs lacking such instruction.  

Despite varied opportunities post-graduation, there was a notable positive 

correlation between the composite items of Opportunities to create and implement 

summative assessment, with Competence in creating summative assessment, and 

Confidence in skills and knowledge over time. The discussion underscored the 

importance of early opportunities for fostering positive associations between the 

composite items of Competence and Confidence. However, a dissonance was noted 

where participants desired more Opportunities to create and receive feedback on 

summative assessment, but exhibited limited interest in formal professional 

development, preferring ongoing, relationship-based learning.  

This paper presented the early career teachers’ views on their experiences 

with summative assessment creation and desires for additional support or 

professional development. It was the final puzzle piece to be added to the research 

and from here overall conclusions regarding each research sub-question could be 

drawn on the original research question for this PhD thesis: What do early career 
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junior secondary teachers in Queensland need (if anything) to become effective 

creators of summative assessment?  

The following, final chapter will draw links between each of the four papers in 

relation to the research questions, present the contributions made by this study, 

identify the limitations acknowledge and also indicate where future research may 

continue in this area. 
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CHAPTER 7: CONCLUSION 

7.1 Introduction 

In the final chapter of this thesis, key findings from the four publications are 

synthesised and the research project’s conclusions are presented. As this has been 

a thesis by publication, each paper already includes a discussion section which 

draws together findings and recommendations from each paper. Therefore, this 

chapter considers each research question in terms of all data gathered and 

combines each paper’s contribution to present a conclusion of what has been found 

during this study as a whole. Limitations of this study are briefly identified, followed 

by recommendations for future research. Throughout the chapter, I have additionally 

woven personal reflections of my evolution as a researcher through my PhD journey 

as part of the overall story of this research and its culminating contributions to the 

field.  

 

7.2 Overview of the Research Project 

This research began with personal and professional experience. A significant 

struggle as an early career teacher was with creating summative assessment. 

Looking back now, even though I could not articulate it, I recognise I lacked the 

knowledge, skills, and confidence at graduation from my ITE program to create 

effective summative assessment. I had more opportunities to create assessment that 

I wanted in my first years of teaching, due to my first school being in a regional area 

with a small population and no other staff in my teaching area. Although the 

opportunities afforded to me to create assessment contributed towards more 

effective task development (Edwards, 2017), I always felt I needed more knowledge, 

more skills, and guidance from someone from whom I could learn.  
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My teaching focus in tertiary education in an assessment course, coupled with 

the changes to the senior secondary years of education in Queensland in 2019 only 

strengthened my recognition of the value of further research into this domain and 

culminated in this study in which I sought to understand: What do early career junior 

secondary teachers in Queensland need (if anything) to become effective creators of 

summative assessment? To support early career teachers in their creation of 

summative assessment I needed to know:  

1. What early career teachers knew and could do upon graduation from their 

ITE program.  

2. What experiences early career teachers had been given to create 

summative assessment while still in the Graduate career stage (QCT, 

2023). 

3. How early career teachers felt about creating summative assessment. 

4. If early career teachers wanted to improve their assessment creation; and 

if so,  

5. How early career teachers would like to improve. 

This doctoral study therefore sought to explore the views and experiences of early 

career junior secondary teachers in relation to teacher-created summative 

assessment, with a particular focus on what support (if any) they needed to create 

and implement effective summative items.  

The project has been presented as a thesis by publication, with key stages of 

the research presented through four publications and additional explanations linking 

the four manuscripts to demonstrate how each contributes to the thesis’ overarching 

goals. An overview of each paper and how it connects to the larger research project 

is shown in Table 7.1. 
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Table 7.1 

Overview of the Four Papers and Their Connection to the Study 

Paper Number Connection to the study as a whole 
Paper 1 (Chapter 2) 

Systematic Literature Review leading 
to Quality Indicators of Effective 
Teacher-Created Summative 
Assessment 

A clearly defined set of quality indicators 
that provide an empirically-based 
criteria for “effective assessment” was 
presented.  

Paper 2 (Chapter 3) 
Conceptual Paper presenting the 

existing research leading to my 
conceptual framework 

 

A conceptual framework was developed 
and justified which underpinned the 
study as a whole, and which was 
rooted in existing research. 

Paper 3 (Chapter 5) 
Results of an Exploratory Factor 

Analysis which provided initial 
empirical support for a three-factor 
model of the conceptual framework 

 

Empirical support of the conceptual 
framework was developed through 
analysis of data. 

Paper 4 (Chapter 6) 
Results from the survey, which 

presented early career teachers’ 
views and experiences in summative 
assessment creation 

The results from the survey gave 
practical support for the conceptual 
framework. Participant responses, 
particularly those focused on desires 
for the future, echoed both the EFA 
and proposed conceptual framework. 

 

It was my intention to structure the publications as both a series of articles, 

taking readers on a journey through my doctoral study, as well as stand-alone 

articles which provided new insights to the field of summative assessment creation 

individually. Careful planning of these articles was therefore imperative. It was 

important that each article had something new to contribute, with minimal repetition 

in each paper’s introduction and review of the literature. Obviously, there would be 

some overlap due to the context and background of the study, which needed to be 

stated in each article; however, repetition was avoided as much as possible.  

As can be seen in Table 7.1, each paper had a different focus using different 

research questions to establish their specific contribution. The development and 
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submission of publications throughout the process of the research journey has 

meant that evolutions in my thinking are documented in the various publications, 

which is evident when reading the articles in succession. An example of this is 

evident in Paper 2, where the concept of capacity was identified, which was later 

updated to competence. Additionally, as a result of findings reported in Paper 3, 

Confidence was added as a demonstrated factor to the conceptual framework. The 

final process of writing the connecting thesis chapters has represented a fascinating 

journey, revealing my growth in thinking and evolution of my understanding of the 

existing research problem and research process. It is satisfying to know that this 

journey of research has produced two tangible contributions in the field: 

1. A set of quality indicators of effective teacher-created summative assessment; 

and 

2. A practice framework for the improvement of teacher-created effective 

summative assessment. 

These contributions are now presented, with explanations regarding how the study 

has responded to the original research question (and sub-questions) of this study.  

 

7.3 Contribution 1 – Quality Indicators of Effective Teacher-Created 

Summative Assessment 

Although not directly addressing one of the research questions set for this 

study, this paper formed an important foundation for the study by filling a gap in the 

literature regarding an empirically grounded definition of effective teacher-created 

summative assessment.  

 Paper 1 involved more than just compiling existing definitions of terms like 

“good”, “effective” or “quality” in relation to teacher-created summative assessment 
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found in the literature. It also entailed analysing and synthesising what was left 

unaddressed. Some papers, in their pursuit of improving assessment practices, 

omitted explicit definitions of what characteristics the resultant summative 

assessment should display.  

This contribution of an empirically determined definition of effective teacher-

created summative assessment was necessary, not only to this study, but to the 

wider body of literature on summative assessment in contexts where classroom 

teachers are tasked with the responsibility of creation. The paper not only presented 

an empirically based definition on what constitutes effectiveness in an item of 

summative assessment, but further offered a set of quality indicators. The quality 

indicators proposed were a set of questions a teacher may either consider as they 

plan an item of assessment, or a “checklist” to assure themselves and other 

stakeholders of the quality of a created item (see Figure 7.1). 
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Figure 7.1 

Indicators of Quality in Summative Assessment Creation
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7.4 Contribution 2 – Practice Framework for the Improvement of Teacher-

Created Effective Summative Assessment 

Paper 2 originally presented the practice framework as a conceptual 

framework, based on what the extant literature identified as factors in improving 

summative assessment. Some studies (e.g., Fan et al., 2001; Mertler, 2009; Ogan-

Bekiroglu & Suzak, 2014) showed that an improvement in knowledge and skills led 

to improved summative assessment, and others showed that increased opportunities 

led to improved summative assessment (e.g., Biesta, 2017; DeLuca & Johnson, 

2017; Lovett & Cameron, 2011). In Paper 2, I proposed that it was, in fact, a 

combination of the two which would lead to the resulting summative assessment 

being more effective than an improvement in one factor alone. 

In Paper 3, I then went on to determine if the proposed conceptual framework 

could be supported empirically through an exploratory factor analysis to reduce and 

group the scale items in the survey. The results of the EFA essentially supported the 

framework; however, it showed that confidence, previously combined as the 

predominant attitude within the definition of competence, was a robust factor on its 

own. This led to a modified framework. The results of the survey were then 

considered according to this modified framework to determine whether this 

framework had implications for practice.  

Paper 4 confirmed that early career teachers did, in fact, express thoughts 

that an increase in their Competence, Confidence and Opportunity would lead to an 

improvement in the quality of their summative assessment creation. Further, when 

participants were asked to consider the professional development that was most 

desired or already undertaken, it was revealed that early career teachers wanted to 

improve these over time. One-off opportunities to gain competence, confidence or 
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opportunities were not highly desired; rather, continuous, context-specific 

professional development such an ongoing mentoring relationship, ongoing training 

from someone within the school or the opportunity to simply ask questions as they 

arose were strongly sought after. 

As a result of this study, the presentation of a practice framework for the 

improvement of teacher-created summative assessment (Figure 7.2) is a 

contribution to theory, with implications for practice.  
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Figure 7.2 

Practice Framework for the Improvement of Teacher-Created Effective Summative Assessment 
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7.5 Response to Research Sub-Question 1 

 

The survey asked early career teachers about specific skills and knowledge 

required for the successful creation and implementation of summative assessment in 

the teaching profession. These questions were based on the literature regarding the 

knowledge (for example Five & Barnes, 2020; Brookhart, 1997; Imlig & Ender, 2018; 

Baird et al., 2017) and skills (for example QCAA, 2023; Murchan & Shiel, 2017; 

Wiggins & McTighe, 2005; AITSL, 2011) identified as being imperative for a teacher 

to be deemed competent in summative assessment creation. The results to this sub-

question were addressed most specifically in Paper 4 and Chapter 6.  

The results of this study in addressing research sub-question 1 begin to 

address Volante and Fazio’s (2007) recommendation for future research into 

understanding the assessment literacy of classroom teachers, as well as Ogan-

Bekiroglu and Suzak’s (2014) provocation to consider the relationship between pre-

service education and candidate assessment efficacy.  

Volante and Fazio (2007) defined assessment literacy as “an understanding 

of the principles of sound assessment” (p. 750). The outcomes of the systematic 

literature review in Paper 1 make an important contribution by clearly identifying 

principles of effective summative assessment, thus providing a definitive foundation 

which was lacking. My survey asked participants to match definitions to each 

principle of effective summative assessment, and the findings revealed a generally 

sound understanding, nonetheless with inconsistencies in early career teacher 
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theoretical understanding of the principles constituting effective summative 

assessment. Therefore, responding to Volante & Fazio (2007), the research reported 

in Paper 4 has identified a beginning level of understanding the assessment literacy, 

certainly of early career teachers. The results of this research have revealed the 

need to focus efforts on increasing the assessment literacy (termed Capacity in my 

study) of early career classroom teachers.  

Turning to Ogan-Bekiroglu and Suzak’s (2014) proposal that the relationship 

between pre-service education and candidate assessment efficacy be explored, 

Chapter 6 provided some initial insight. It was revealed that the only skill taught in 

ITE programs that has significant impact on the Confidence of early career teachers 

in assessment was how to interpret summative assessment. All other skills taught in 

ITE were shown to not affect Confidence; rather, the opportunities and skills 

developed while teaching had more effect. This result provides further justification for 

the need for the Practice Framework for the Improvement of Teacher-Created 

Summative Assessment (hereafter referred to as the Practice Framework) to be 

created (Figure 7.2). 

Overall, this research has revealed that early career teachers generally did 

not feel highly confident, nor diffident in any of the knowledge or skills taught in ITE 

programs at graduation. Cameron and colleagues exhort the importance of teacher 

knowledge as “one of the most critical factors influencing student achievement and 

[that it] plays a vital role in the learning process” (2013, p. 377). This research 

therefore provides valuable insights that might underscore future policy and practice 

by providing early career teachers with the opportunity to develop their knowledge 

and skills early in their career, given the evidence that they do not feel fully equipped 

to create summative assessment upon graduation.  
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7.6 Response to Research Sub-Question 2 

 

This study has revealed that there are multiple opportunities available across 

Queensland for early career teachers to create, implement and receive feedback on 

summative assessment. However, the experiences of participants were vastly 

different. Although not confirmed, correlation and descriptive analysis indicated this 

may be due to location, population of school, leadership and/or whether a formal 

mentoring program for early career teachers had been established.  

Paper 2 identified that the concept of opportunities for practicing summative 

assessment creation includes not only the chance to create summative assessment, 

but also participate in professional development within the initial years of practice. 

The survey asked early career teachers questions regarding the number of times 

they had been given the opportunity to create a task sheet, rubric, taught the 

subjects for which they had written the summative assessment, and professional 

development opportunities offered and taken up. As expected in a context as diverse 

as Queensland (particularly in relation to geographical remoteness and population of 

school), the opportunities to create and implement summative assessment were 

varied, indicating a lack of consistency in supporting early career teachers in the 

creation of summative assessment.  

The factor of Opportunity did not correlate significantly with either 

Competence or Confidence in Paper 3. Thus, although a factor in creating effective 

summative assessment, Opportunity does not seem to be directly impacted by the 
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increase in Competence or Confidence. However, the research reported in Paper 4 

clearly revealed that early career teachers were exposed to opportunities, albeit 

varied and disparate. 

The results of this study in response to this research sub-question have 

identified that the formal program proposed by “Graduate to Proficient: Australian 

guidelines for teacher induction into the profession” (AITSL, 2016) is not currently 

implemented Queensland-wide. If this program was being implemented across the 

state, responses to questions about opportunities to create assessment and 

practice-focused professional development would be anticipated to be more 

consistent, due to similar opportunities being presented and undertaken statewide. 

This study’s results have supported contemporary research on teacher professional 

development (such as Darling-Hammond et al., 2017; Evans, 2019; and Keay et al., 

2019) which suggests that “good teacher professional learning is: differentiated; 

contextualised; connected to teachers’ problems of practice, curiosities and prior 

knowledge; collegial and collaborative; and encouraging of risk taking and 

experimentation” (Mockler, 2022, p. 170).  

This study has thus contributed to the body of knowledge by bringing to light 

the disparity in opportunities for early career teachers in Queensland to create and 

implement summative assessment while still at the Provisional career stage. 

Opportunity, as evidenced by Papers 3 and 4, is a significant factor in improving the 

quality of teacher-created summative assessment and is therefore vital to the 

development of early career teacher assessment literacy. 
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7.7 Response to Research Sub-Question 3 

 

The factor of Confidence in the creation and implementation of summative 

assessment has been revealed as instrumental in effective summative assessment 

creation as a result of this study. At the commencement of my research, the concept 

of confidence was acknowledged in literature as important; however, it was included 

as the prevailing attribute within the concept of competence (defined as knowledge, 

skills and attributes required to do a particular task – see Chapter 2). Papers 3 and 4 

revealed the factor of Confidence to be a more important requirement for early 

career teachers creating and implementing effective summative assessment than 

previously identified in the literature. As a result of this study, Confidence has been 

identified as an essential third factor, along with Competence and Opportunity, that 

are integral to the effective creation of summative assessment. 

The results from Paper 4 provided further evidence to support the Practice 

Framework, which was developed through findings presents in Paper 3 (Figure 7.2). 

Strong, statistically significant correlations were found to exist between Competence 

and Confidence.  

The response to this research question, possibly more than the others, has 

significant implications for future research to be undertaken. The inclusion of 

Confidence has contributed to current knowledge by identifying the importance of 

belief in one’s abilities to begin, persevere through and complete the creation of 

effective summative assessment. Confidence cannot be overlooked, with only 
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Competence and Opportunity considered when looking to improve an early career 

teacher’s assessment literacy. This new knowledge has practical implications also. 

By considering Confidence in the Practice Framework (Figure 7.2), a more direct 

focus by those implementing the framework may be placed on supporting the 

development of confidence in teachers while in the Provisional career stage. 

 

7.8 Response to Research Sub-Question 4 

 

Literature exists on what is “best” for early career teachers, how to “best” 

improve assessment in some form and what “should” happen to support professional 

development. However, there has been a discernible gap in understanding the 

specific needs and preferences of early career teachers to support their 

improvement in summative assessment creation.  

The study began with an identification of a misalignment between the skills and 

knowledge with which a graduate teacher enters the profession and the assumptions 

from more experienced teachers of the “entry level skills and knowledge” with which 

a graduate should enter the profession. As such, this final research sub-question 

was both interesting and important to the study. It was unknown whether early career 

teachers would feel as though they needed anything (knowledge, skills, 

opportunities, or confidence) so soon after four years (at least) of tertiary study. The 

study revealed that early career teachers were predominantly united in their 

responses to this research question, indicated in Paper 4. There was a clear 
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preference revealed for context-specific, just-in-time, and personalised professional 

development as it relates to summative assessment creation.  

Participants had either already engaged in, or wanted to engage in, a 

mentoring relationship with a senior colleague, ongoing informal conversations as 

required, or participate in regular internal training by a senior colleague. The results 

from the participants confirm what contemporary literature identifies as “best-practice 

professional development” – “differentiated; contextualised; connected to teachers’ 

problems of practice, curiosities and prior knowledge; collegial and collaborative” 

(Mockler, 2022, p. 170). Therefore, not only is ongoing, relational, context-specific 

professional development stated as best practice; but contemporary early career 

teachers in Queensland prefer this over other, more formal formats available. 

The results of this study have shown how schools in Queensland can create 

an environment for early career teachers to improve skills in a way which promotes 

confidence, thus addressing Ewing & Manuel’s recommendation of the need to “hear 

the voices of new teachers” (2005, p. 13). The Practice Framework (Figure 7.2) 

provides flexibility for  early career teachers to choose how they improve their 

Competence, Confidence and Opportunities. However, the voices of these early 

career teachers, as expressed in my study, strongly advocate for a sustained focus 

on enhancing  Competence, Confidence and Opportunities over an extended period 

of time. 
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7.9 Response to the Overarching Research Question 

 

The two contributions—Quality Indicators of Effective Teacher-Created 

Summative Assessment (Figure 7.1) and the Practice Framework (Figure 7.2) 

represent an empirically-grounded response to the overarching research question for 

this study. Queensland secondary early career teachers’ voices were heard through 

an anonymous online survey. The feedback indicated a need for opportunities to 

enhance Competence (theoretical knowledge and skills), Confidence, and 

Opportunities to create and implement summative assessment with high levels of 

validity, reliability, fairness, authenticity, and flexibility. Importantly, the two 

contributions derived from this study are not limited to early career teachers or 

exclusively applicable to secondary teachers. These contributions can be beneficial 

to teachers at various career stages, spanning primary and secondary education. 

With minor adjustments, they may also find utility in tertiary institutions or educational 

contexts in other countries where teachers are involved in creating their own 

summative assessments.  

Papers 2–4 provide contribution to knowledge in the area of summative 

assessment creation by disseminating the key aspects of this study in the public 

domain, accessible by any interested party. Paper 1, concluding with the creation of 

a set of quality indicators, provides a theoretical contribution, with implications for 

practice. Secondary teachers with whom I’ve worked with in Queensland are already 

beginning to use these quality indicators as a guide when planning and creating 
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summative assessment. Likewise, the Practice Framework (Figure 7.2) provides a 

contribution to theory with implications for practice. This empirically grounded 

presentation of an iterative process for ongoing professional development over time, 

allows early career teachers to develop their theoretical knowledge and skills, 

building confidence to then create, implement, reflect, learn, and plan summative 

assessment. This process will further develop new theoretical knowledge, initiating a 

deeper level of understanding.  

  

7.10 Limitations of the Study 

Like many, COVID-19 unexpectedly changed the course of my research 

journey. I had originally planned an exploratory sequential mixed methods study for 

this topic; beginning with interviews with early career teachers to hear their 

experiences first-hand. This was to be followed by a document analysis of an 

example of their summative assessment to determine whether their understanding of 

effective summative assessment creation was aligned with their actual practice. 

Finally, the survey would be administered to determine whether the experiences of 

interviewees were confirmed by a larger population of early career teachers in 

Queensland. Lockdown had a considerable impact on teachers, who not only had to 

adjust to a life of lockdown for themselves and their families, but still had to 

somehow continue to teach. Many had to learn how to prepare and deliver content 

solely online, as well as experiment with new pedagogies to keep their students 

engaged. Understandably therefore, any responsibility that was not completely 

necessary was either cancelled or postponed indefinitely, and this was often 

enforced by schools, meaning research activity with many schools was mandated to 

halt.  
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Therefore, after waiting (and thinking that COVID-19 would be over in the next 

week or month!) my supervisors and I made the decision to rework the scope of my 

study by limiting my data collection to online survey only in order to respect the time 

of teachers, focusing on a more extensive quantitative analysis of this data. At this 

time, I reconsidered my study in its entirety and pivoted in how to approach the topic 

from a different perspective. A time of reflection allowed me to re-plan and become 

clear in my methodological approach and include more comprehensive quantitative 

analysis. It is recognised that qualitative insights through interviews and document 

analysis may have revealed greater insights into the perception versus practice 

regarding summative assessment creation. This, however, represents an opportunity 

for future research, which will be explored shortly.  

This study was restricted to early career junior secondary school teachers in 

Queensland. With any research, the applicability of outcomes to other contexts must 

be considered. While this study focused only on Queensland, it is useful for providing 

a basis for further research in other states and contexts where external examinations 

are used at the culmination of senior secondary schooling and prior years use 

teacher-created assessment for summative purposes. The conceptual framework 

was found to be accurate in providing a basis for the significant factors in improving 

the effectiveness of summative assessment and could be further tested with other 

early career teachers. 

The data was collected from participants who volunteered to provide their 

opinions on assessment experiences; therefore, it is possible that the voices of those 

who are not interested in improving or have had negative experiences of creating 

assessment may not have been captured in this study. A study in which all (or a 
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random sample of) early career junior secondary teachers were required to complete 

the survey may have yielded different results. 

The size of the sample is a limitation acknowledged for this study. A sample 

size of 116 is not ideal for generalisable quantitative data analysis, which caused 

some initial concerns from journals to which I had submitted Papers 3 and 4. I 

undertook extra reading on sample size in an attempt to strengthen my articles and 

concluded the following. 

Methodological issues must be considered when carrying out an exploratory 

factor analysis (EFA). There are rules of thumb guiding sample size which are 

usually based on a ratio of participants to items (for example Gorsuch, 1983). 

However, more recent research has questioned the guidelines based on item / 

response ratios (O’Dwyer & Bernauer, 2013; Watkins, 2018). As such, more 

emphasis is now placed on other aspects such as high communalities of measured 

variables (0.8 or higher on average) and each factor being overdetermined (a 

minimum of 3 – 5 variables with significant loadings on each) as this can ensure the 

quality of data, even with a relatively small sample size (Fabrigar & Wegener, 2012). 

Although this study had 116 completed responses and could therefore be considered 

small in terms of response numbers with respect to the target population, the 

communalities of the measured variables were high, and each factor was 

overdetermined (see Paper 3). Therefore, according to Fabrigar and Wegener 

(2012), this data was appropriate for an EFA to be carried out and to expect 

reasonable results. 

Finally, when considering the results in Paper 4, I began to wonder whether 

early career teachers were not just wanting more confidence. What if they actually 

need improvement in specific aspects of self-efficacy? As I had not used the 
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Generalised Self-Efficacy scale (Schwarzer & Jerusalem, 1995) in my survey, it was 

not possible to test for this. However, some of the results could be interpreted as 

trending toward a desire for particularly mastery experiences, vicarious experiences 

or verbal persuasion (Bandura, 1986), rather than generalised confidence. This 

aspect of confidence lends itself as a consideration for future research. 

 

7.11 Recommendations for Future Research 

This research project provided the opportunity to study what supports exist 

within initial teacher education and in schools within the initial years of practice to 

assist early career teachers with the large responsibility of summative assessment 

creation. Several questions have been raised through this process that open up 

future possibilities for research. I am currently already facilitating professional 

development workshops with teachers (both early career and experienced) based on 

the Quality Indicators. I am collecting data from these workshops and look forward to 

analysing their pre and post assessment items as a result of these workshops. In 

addition to the initial professional development and associated data collection 

already beginning, there is certainly scope for longitudinal study in this area.  

Primarily, research to evaluate the implementation and effectiveness of the 

Practice Framework is recommended. Follow-up research that assesses early career 

teachers’ created summative assessment against the Quality Indicators prior to and 

following engagement with the Practice Framework is recommended. Such an 

investigation would determine whether the Practice Framework has the proposed 

effect of increasing the effectiveness of resultant summative assessment. Further, as 

identified in Paper 3, a confirmatory factor analysis is recommended to confirm the 

exploratory factor analysis undertaken to this point. Further specific results on 
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exactly how early career teachers wish to increase their confidence could come from 

testing for the different aspects of self-efficacy. To determine whether the results of 

this study are able to be generalised to a wider population, I recommend a repeated 

study of early career teachers, potentially as a truly random sample. This increased 

sample size would provide more data, which, if triangulated with the data gathered 

from the aforementioned longitudinal study could provide a well-rounded analysis of 

both the effectiveness of the Quality Indicators and practicability of the Practice 

Framework. 

 

7.12 Conclusion 

A doctoral level study into understanding the Competence, Confidence and 

Opportunity of early career secondary teachers to create effective summative 

assessment has provided me with multiple opportunities. I have experienced the 

entirety of the research process, from conceptualisation to conclusion. I have been 

granted insight into the thoughts and experiences of early career teachers as I work 

to prepare my own students as best I can within the scope of initial teacher 

education. It has been a joy to speak in different settings with early career teachers, 

over the years of working on this study to hear their thoughts on what I have learnt 

and where my thinking was leading me. I am now being given opportunities to share 

this work, both within the university and in the broader school community in south-

east Queensland and find it a joy an honour to be recognised for my growing 

expertise in the area of assessment creation. It excites me to think that, as a result of 

this research, teachers are being supported to create more valid, reliable, fair, 

authentic, and flexible assessment with confidence, which may ultimately result in 

students being given the opportunity to present their understanding of a topic in a 
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new way. Of course, I am pleased to see my first paper—Quality Indicators of 

Effective Teacher-Created Summative Assessment in print and being used by higher 

education students. I hope the other three papers currently in review will also be 

published and therefore useful to others interested in this topic.  

However, I think the most important opportunity this study has afforded me 

has been to self-reflect. As with any substantial undertaking, there were emerging 

situations, interruptions and generally the peaks and valleys of life. Looking back on 

this journey, I realise I have become more determined, more resilient, and more 

flexible in my approach to tasks. I am proud of myself for following this journey 

through and for setting this example of determination and hard work for my children. 

This PhD journey has taught me about myself, not just about assessment. For that I 

am grateful. 
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4-5 5.0 
6+ 10.9 

Location of 
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Metropolitan 43.6 
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Number of 
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secondary 
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