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Abstract 

This study examines IB (International Baccalaureate) students’ conceptions of assessment and 

their learning outcomes. Twenty pre-DP (Diploma Programme) students from two different 

classes from a Swedish school were interviewed for this research. Students were given two 

different tests – essay and short-answered questions – to observe possible differences in 

learning outcome based on test design. The findings here show that students have a positive 

outlook on their graded assessment but generally has negative feeling about time constraints 

for in-class tests. Three main conceptions on the purpose of assessment were found: assessment 

makes student accountable; assessment describes and measures student learning progress and 

historical thinking; and assessment improves the quality of their learning. They believe teachers 

use the information from assessment to improve their teaching. The results also show that 

students perceive assessment as important and has a number of different effects on their 

learning. Students emphasise the significance of detailed feedback for their learning. Despite 

doing two different tests, the students’ conceptions of their learning outcomes were similar to 

a great extent. Most agree on their deeper understanding of context and different perspectives 

on the causes of World War One. Students also concur on the improvement of their knowledge 

on certain concepts, cause and effect relations, and their analytical skills. The students’ results 

did not show significant difference between classes in the retainment of information by doing 

an online quiz three weeks after their test. The only slight difference in their responses is that 

class 1, who wrote the in-class essay, may have learned a bit more in-depth knowledge about 

nationalism due to their essay question. This study is one of the first in Sweden to examine 

students’ conceptions of assessment (SCoA) by applying Brown’s (2017) SCoA Codebook and 

Peterson and Irving’s (2008) model. The results provide insight to how assessment can help 

students learn based on the learners’ perspective and should be utilised by Swedish and IB 

educators. However, there are a number of improvements that can be applied for further and 

more robust research and results. 
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2 Introduction  

Students’ perspectives on assessment - their feelings and understanding as well as approach to 

assessment - might considerably affect learning behaviour and academic achievement.1 Indeed, 

the existing literature on high school students’ interpretations and conceptions of classroom 

assessments is scarce even though assessments are so readily given on a daily or weekly basis.2 

With such a push in educational society to give varied assessments and collect data on student 

learning, could it be possible that the classroom assessments teachers give may not be as 

beneficial as they think when helping students to learn? Gaining insight from students as to 

what classroom assessments and strategies teachers use to benefit their learning would be a 

significant contribution to educators and other interested parties. Although the benefits of, as 

well as, consequences from classroom assessments are greatest for students, virtually nothing 

is known about how students perceive the value of such assessments. The existing research 

shows that students’ conceptions about the purposes of assessment in general can be identified 

in different ways.  Since assessment is a prevalent part of daily school life, it is an important, 

yet complex area of study which entails a number of problematic features.3 A large portion of 

the teachers' work involves assessing students' knowledge and skills in different ways. As part 

of their assessments, students are often required do some form of test.4 Assessments can provide 

useful information but can also carry negative emotions. For instance, it can be perceived as 

laborious and time consuming for teachers and stressful for many students as well as they 

provoke anxiety or worry about bad performance among students.5 

Moreover, assessment is neither a clear concept nor has it an obvious or clear demarcation as 

an area of study.  It can mean trying to estimate or weighing something, to give an opinion on 

something or someone, to evaluate or review something, to examine something / someone or 

to rate or grade something.6 According to Gipps’ definition of assessment, it is a “wide range 

of methods for evaluating pupil performance and attainment including formal testing and 

examinations, practical and oral assessment, classroom-based assessment carried out by 

teachers and portfolios.”7 Whilst Bowen and Ellis define assessment as “the measurement of a 

learner’s potential for attainment, or of their actual attainment. The assessment of potential can 

be carried out through aptitude tests or tests of intelligence or verbal acuity. In a general 

educational context, however, most assessment focuses on the measurement of attainment. This 

may be diagnostic, formative, ipsative, or summative.”8 The potential set against the actual; the 

https://www-oxfordreference-com.proxybib.miun.se/view/10.1093/acref/9780199679393.001.0001/acref-9780199679393-e-76
https://www-oxfordreference-com.proxybib.miun.se/view/10.1093/acref/9780199679393.001.0001/acref-9780199679393-e-272
https://www-oxfordreference-com.proxybib.miun.se/view/10.1093/acref/9780199679393.001.0001/acref-9780199679393-e-378
https://www-oxfordreference-com.proxybib.miun.se/view/10.1093/acref/9780199679393.001.0001/acref-9780199679393-e-509
https://www-oxfordreference-com.proxybib.miun.se/view/10.1093/acref/9780199679393.001.0001/acref-9780199679393-e-984
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method paralleled with the measurement; the different forms of methods – formal, informal 

testing, practical, oral, classroom-based – in comparison to the types of measurement – 

diagnostic, formative, summative or ipsative – show a glimpse of the vastness of this subject 

area. 

 

Furthermore, assessment comes in different forms and a range of diverse purposes or function 

and can therefore have different effects. 9  Researches on this subject, differ based on the 

educational context (pre-school, comprehensive/compulsory school, upper secondary, higher 

education) and level (classroom, school, national and international).10 From a comprehensive 

and international large scale assessment level for instance, OECD's Programme for 

International Student Assessment (PISA) 2018 results have significant implications. Although 

there has been a positive change for Sweden’s reading, mathematics and science performance 

between 2009 and 2018, with score differences 8, 8 and 4 respectively, there has been a 

continuous decline when comparing 2018 results to 2006, score differences are -2, 0 and -4 

respectively.11 This type of information, along with International Large-Scale Assessments 

(ILSA), is used to measure the quality of Swedish education in comparison to international 

standards and are widely accepted evaluations.12 Despite principals’ and teachers’ statements 

about the modest direct effects of ILSAs on their work, they argue that poor or stagnating 

Swedish results in international assessments have had indirect effects.13  An example of this 

has prompted the introduction of a new national curriculum.14 In fact, Arnesson illustrates how 

most teachers are eager to improve Sweden's performance, in order to maintain the country's 

competitiveness and that they would like to develop their teaching by referring to successful 

countries as example.15 This epitomizes the psychometric tradition that dominates Swedish 

research and the majority of it are based on compulsory years.16  

 

Nevertheless, there is scarce research based on upper secondary school and the few that exist 

essentially focus on national level, such as national tests, or on final grades as selection for 

further studies.17 This means therefore that the focus is also on the psychometric measurements 

and more on the final stages of upper secondary school rather than concrete assessment practice 

in the schools.18 Thus the subject history is not necessarily included as Swedish national tests 

include mathematics, Swedish, Swedish as second language and English.19  
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Similarly, despite the fact that assessment is going through a paradigm shift from psychometrics 

to a more extensive model of educational assessment,20 Linberg presents the need for more 

research focused on the classroom, teacher, and student experience and observation about 

assessment, specifically on formative assessments.21 William and Leahy argue that formative 

assessment should be prioritised by all teachers because students can learn more by practicing 

tests, but the results of the assessment do not shape the focus on their future learning. In fact, 

the benefit arises from practicing tests even if they are never graded. It can also show the 

teachers which students need extra support so that they can help the students who need it best.22 

Despite William and Leahy’s endorsement of formative assessment, they acknowledge the 

difficulty in finding an agreement on its definition.23 For instance, Broadfoot et al, and Lundahl, 

uses assessment for learning instead of formative assessment.24 Gipps corroborates this by 

stating that when considering which form of assessment will be used, the first question should 

therefore be ‘What is assessment for? Or assessment for what?’. 25  Since Gipps’ view of 

assessment is primarily to support teaching or learning process, assessment for learning is 

applied on her study.26 In addition to this, Black and William reveal that several studies show 

firm evidence that innovations designed to strengthen the frequent feedback about students’ 

learning yield substantial learning gains and is therefore encouraged when assessing for 

learning.27 It is therefore understandable why researches on assessment has a new focus, the 

shift from ‘purely summative to summative-formative’, which combines the aim of both 

evaluation and learning improvement.28 

 

However, “history assessments are generally designed to test students’ knowledge of particular 

eras and geographic areas at the same time that they measure students’ thinking 

competencies”.29 This presents another challenge which is to design an assessment for learning 

history, especially if the goal includes using assessments to ‘identify historical thinking 

processes and learning difficulties in order to address them’.30 

 

Studies based on teacher perspective about classroom-based assessments are further limited and 

even more so from the students’ perspective.31 In view of the fact that teachers are able to 

change and implement successful designs of classroom assessments, it is therefore important to 

obtain teachers’ perspectives.32 On the other hand, there is a significant lack of literature with 

reference to the students’ perceptions of these same classroom assessment strategies and 

techniques.33 There is consensus that assessments have significant implications for students and 

teachers. Lundahl states that “those who are assessed are affected by how the assessments are 
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designed. Therefore, assessments direct or control teaching and learning processes”.34 Lundahl 

also states that assessment can be used to support student learning and knowledge development. 

Thus, assessment ‘can and should be assessment for learning’.35 Given that grades are part of 

assessments and are brief evaluations on students, it has a decisive importance for an 

individual’s future.36 Subsequently, it is also a known fact that historically, written exams are 

still of great importance and have been a common form of assessment.37  Different types of 

tests encourage different learning strategies and students adapt to what the exams require. This 

means that exams affect student learning. Consequently, it is important for a teacher to consider 

what effect different types of exams and test questions can have.38 

 

The reason for conducting this study is to address the lack of research on Swedish student’s 

perspectives on classroom-based assessments. This is to obtain additional and unique overview 

of the students’ experience and perspectives about how their learning are affected by different 

designs of written tests in history. The intention of the study is not to test any hypothesis but to 

apply existing theories on assessments and students’ learning as framework to coincide with 

students’ views.  
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3 Aim: 

This paper will examine students’ conceptions of classroom-based assessment for learning on 

a specific unit of study in history – the long and short term causes of World War One. This will 

be done by analysing students’ perspectives on two different written tests in history done by 

first year upper secondary school Pre-DP (Diploma Program) students.39 The students come 

from a Swedish public school and are from two different classes within the IB (International 

Baccalaureate) Program . This study will focus on these specific questions: 

3.1 Qualitative Questions 

Question 1 

How do students perceive written tests in terms of their purpose and effects in general, and 

specifically on the purpose assessment for learning? Do students usually perceive 

assessment as beneficial for the improvement of their learning? 

 

Question 2  

What goals of history education can be achieved in conducting different tests? 

 

Question 3 

Do students' learning outcome differ depending on the design of the test/exams and exam 

questions – short-answer questions or essay questions? 

 

The student voice is a key concept for this study focusing on the ‘assessment purpose’- to 

improve learning – assessment for learning. It will also be important to understand from the 

students themselves about their perceptions related to their interpretation and understanding of 

feedback which is a significant feature of assessment for learning.40 Indeed, the significance of  

understanding student perspectives is supported by Black and William  when they identified 

this as an area for further research. They proposed that an important aspect to be researched 

limited in most of the studies in literature is ‘the perceptions and beliefs held by the learners 

about themselves as learners, about their own learning work, and about the aims and methods 

of their assessment’.41  

39 Pre-DP or first year students in Sweden corresponds to year/grade 10 in UK/US education. 

40 Black & William 1998. 

4141 Black & William 1998, pp.58-59. 
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4 Previous Research: 

Researches on the general purposes and effects of assessment and on students’ responses to 

assessment will be presented here. The first part “Assessment and Learning” will focus on the 

purposes and effects and their connection in order to present the role of assessment in students’ 

learning. The second part “Students’ Conceptions of Assessment” will account for some of the 

studies that explore student experiences and perspectives on assessments.  

There are studies that explore students’ responses to assessment practices generally and on 

those designed specifically for formative functions.42 Numerous studies, using a version of the 

Students’ Conception of Assessment (SCoA) inventory, explore students’ general perspectives 

to a variety of assessment orientations.43 While these studies are informative, they do not focus 

discretely on formative functions of assessment, rather they consider multiple purposes and 

practices for classroom assessment. Nonetheless, from this research, it is evident that students 

value a general improvement function for assessment (i.e. formative) compared with other 

assessment purposes.44  

 

4.1 Assessment and Learning: 
Assessment can be viewed both in a narrow and a broader sense.45 The former focuses on 

assessment as the ‘direct evaluation of a performance’ such as the scoring of a test, whilst the 

latter sees assessment as “…a complex process including an assessment situation (a task and a 

context or format), a performance (related to the assessment situation), a result (a primary 

judgement like scores), inferences (a secondary judgement or an action), and consequences 

(value implications and social consequences of the assessment)...”46 Based on these views, the 

purpose of assessments vary. Newton confirms this and states that assessment purpose can be 

interpreted in a number of different ways.47 

 

 

4.1.1 Purpose of Assessments: The Move Towards Assessment for Learning 

Identifying assessment purposes can be challenging given that assessment designs are based on 

the intended purpose.  

 

“When considering optimal design characteristics for future assessment 

systems it is necessary to bear in mind the underlying purposes of those 

systems. The fact that a system which is fit for one purpose will not 
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necessarily be fit for all purposes is a fundamental consideration when 

evaluating the legitimacy of proposals.” – Newton 2007 

 

There is a lack of clarity in the discourse of educational assessment. This is apparent when the 

term ‘assessment purpose’ can be interpreted in different ways48. Newton (2007) identifies at 

least three levels of interpretations.  Firstly, the assessment which concerns the technical aim 

of an assessment event can be found at the judgement level.49 The purpose at this level is to 

derive a standards-referenced evaluation, expressed as a grade on a range such as A to E. The 

second level is the decision level, which involves the use of an assessment judgement. The 

purpose here, for instance, is to support a selection decision for entry to higher education.50 

This appears to be the level that is most commonly associated with the term ‘assessment 

purpose’ in the technical literature. Hence this is taken to be the most significant usage of the 

term ‘assessment purpose’.51 Lastly, the level which concerns the intended effects of running 

an assessment system is the impact level.  As an example, the purposes at this level are to 

guarantee that students remain motivated, and that ‘all students learn a common core for each 

subject’.52 Newton asserts that in this level the design of the assessment system are attributed 

to these intended impacts. 

 

 

However, Newton maintains that distinguishing the differences between formative and 

summative assessment has been effective in identifying the assessment undertaken by students 

and teachers.53 If the purpose of assessment is a summary of what someone can do, it is called 

summative assessment.54 This type of assessment can be found in traditional models of learning 

such as standardised psychometric testing.55 If it is intended to improve learning and teaching, 

it is an assessment in a formative sense.56 Previously, the terms summative and formative 

judgment were used distinctively, but it has now been abandoned since a summative judgment 

can also be used formatively.57 A distinctive characteristic for assessment in the formative sense 

is that some form of feedback / response is given in order to determine where the student is in 

his/her learning, what the student should achieve and what is needed to get there.58 Gipps argue 

that current cognitive and constructivist learning theory implies that the psychometric approach 

is inappropriate because if isolated facts are learnt quickly, they have the tendency to disappear 

from the memory - shallow learning.59 It enables students who do not necessarily understand 

the material they are learning, to succeed on ‘objective’ tests.60 This means that this model of 

learning maintain that the best way students learn is by ‘actively making sense of new 
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knowledge’ because when things makes sense, they are easier to learn.61 Consequently, recent 

studies recommend designing assessments to promote learning.62 

 

Assessment for Learning, which targets higher-order skills such as “understanding of principles, 

applying knowledge and skills to new tasks, and investigating, analysing, and discussing 

complex issues and problems” 63  should be promoted because of the global changes in 

technology and communication and the impact of a more global economy.64 Additionally, this 

type of learning are generally retained longer, and these types of skills and understanding proves 

more valuable as well as they facilitate continuous learning and better interpretation of factual 

information.65  

 

 

 

4.1.2 Impact of Testing 

“Research has shown that assessment can have significant influence on learning, and it is vital 

that assessment is viewed as part of the mission to improve learning.”66 Andersson presents a 

way that assessment affects student learning and maintains that it plays a significant role in the 

way students study.67 He recognises that teachers’ assessments, conducted through internally 

designed tests and/or the performance of students during the lessons, have been a decisive factor 

for grading.68 Andersson argues that it is the external demands on the teacher to assess grades 

and the requirements from students as well as the importance of grades for the students that 

affect teaching and study. Grades could cause stress to students.69 Accordingly, the teachers’ 

way of teaching and students’ method of studying are affected by assessments, which in turn 

affect student learning. Although it is difficult to specifically distinguish the significance of the 

grades have on students, Andersson addresses this problem by making comparisons possible 

when the grades were removed as shown in Larsson’s study from 1980.70 As a consequence, 

the forms and content of the teaching became more open, the teachers could allow themselves 

to get lost in the material, they could expand and be more comprehensive with their lessons, the 

teacher-pupil and pupil-pupil relationships improved, and pupils learned more thoroughly.71 

Fransson and Larsson (1982) also believe that the change meant that the content of the teaching 

was of less importance…instead, it became more important how they worked, and that they 

actually worked.72 These changed requirements were especially true for students who were 

perceived as weak. 73  This highlights the significance of graded assessments on students’ 
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learning because the aforementioned higher-order skills become the focus when the grades were 

abolished. 

 

Nevertheless, Andersson illustrates the different ways of how assessments affect study 

orientations and students learning. He maintains that assessments of students are part of 

education and they are also important for university entrance selection. Andersson therefore 

focuses on the assessments used in this selection, and the effect of the assessments to studying 

on secondary level.74 He therefore presents a compilation of studies that show how learning is 

affected mainly by graded assessment. 

 

4.1.2.1 Average Person Perspective: 

Becker et al (1968/1995) maintains that there is a trade-off between academic work, 

organisational life (associations etc.) and private life especially for university students. 75 

Students therefore choose to allocate importance on each. However, grades matter even outside 

the academic life of a student. The reason behind this is because even in the organisational and 

private life, grades are a way of assessing people. He argues that good grades can be used as an 

indication of maturity and success. Other interests must be sacrificed if they are in conflict with 

the pursuit of good grades. This could mean doing what is required or needed to get good grades. 

The criteria for assessing others are based on the grades and these grades are used as a personal 

evaluation of themselves and others because everyone who wants can get good grades, thus 

failure can be used as a sign of immaturity.76  Students with different priorities may choose to 

trade off academic achievement, for instance if they aim for better personal/private life. 

Additionally, teachers can be evaluated on how they objectively/ subjectively make good grades 

attainable. 

4.1.2.2 Thermometer or Side-effect: 

Kvale (1980) conducted a study based on a theory of thermometer or side-effect and shows that 

grades, as part of assessment, has side effects in a number of respects regarding, for example, 

the relationship with teachers and other students, self-perception and learning (Kvale, 1980b).77 

The fact that the grades are used in selection for higher education can lead to a reversal of the 

functions of knowledge as the goal and assessments as the means - assessment is no longer used 

to gain knowledge, but knowledge becomes a means of achieving the intended goal of acquiring 

a certain grade level.78 Thus, the grades do not function merely as "thermometers" - as measures 

of achievements. Kvale therefore shows how graded assessment – final grades, used for 
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selection, can become the ultimate goal. This can have a significant effect on students’ learning 

because students run the risk of studying and learning for test focusing on content therefore 

becoming exam-smart rather than learning higher-order skills. The ultimate goal becomes 

achieving a certain grade in order to get in to further education.79 

4.1.2.3 Assessment as Drugs: 

Lundahl and Öquist (1999) use the metaphor of drug trade to describe the function of the 

assessments and grades. They claim that the significance of the grades is especially evident in 

relation to the self-esteem and the view of knowledge, and they act as a form of drugs - they 

give praise and self-confidence, they can give an intoxicating happiness and help as well as to 

knock someone down.80 Thus in this case, the effect on learning can differ depending on past 

experiences of assessments. Students who feel like they have been knocked down may lose 

motivation studying and have negative effects on learning and vice versa. 

 

4.1.2.4 Admission Rules Affect Studies via the Grading System  

The rules that apply for admission to higher education can, through the grading system, affect 

high school students, their way of looking at the future and how they behave when it comes to 

their studies. Kim (1983) describes two groups where rules and requirements have different 

consequences. One group of students are favoured by the admissions rules, who aim "high" and 

consciously and look optimistically at the opportunities, and another group who feels 

discouraged, hindered and uncertain of the future.81 This study also points to the risk of adapting 

the students’ wishes and plans to the grade level and what they experience as "reasonable" plans, 

rather than to one's own interests and dispositions.82 Thus, students in the group who feels 

discouraged can be affected negatively in their learning as they may be willing  to lean at a 

minimal level while the contrary applies to the group of students who aim high. 

4.1.2.5 Strategic Study Orientation: 

An important point of view regarding the role of- and approach to knowledge in students’ 

studies, is the distinction between shallow/superficial and extensive knowledge or between 

atomistic and holistic orientation in the learning process.83 Säljö (1975) illustrates how different 

types of questions about a text affect learning.84 The students report that the questions affect 

them, which is shown in their answers.85 Given the same text, students were asked questions 

which either focused on superficial or deep knowledge. The students who were given questions 

focused on superficial knowledge were also shallowly oriented in their further reading. The 
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students who received deep knowledge-focused questions became an extensive-oriented 

group.86  

 

In a discussion of the significance of tests and grades for the studies, the distinction between 

internal and external motivation is useful. Fransson (1978) has conducted a study of the 

"interaction between anxiety, motivation and learning” among university students in pedagogy 

and sociology. 87  Exams, other forms of assessments and grading can serve as external 

motivation, while the internal motivation in this context is about learning based on their own 

self-interest. Fransson's results show that a lack of interest and attempts to adapt to expected 

test requirements increase the likelihood of superficial-oriented learning. On the other hand, 

those who have a strong interest seem to adapt to external requirements to a lesser extent and 

perform better on a test that covers the entire content.88  Whatever the motivation is, Fransson 

shows how assessments can encourage learning. 

 

4.1.2.6 Comparison between different groups 

However, there are some situations when graded assessments can affect learning to a lesser 

extent. Sutter (1983) explains that students can either aim for theoretical or practical 

education.89 The differences between theoretical and practical education must be viewed in the 

light of the importance that (good) grades have in the selection for higher education, something 

that many students of theoretical education aim for.90 In practical or vocational education 

students are more focused on getting a job, and Andersson's (1991) results also show that the 

grade level is not so important then - employers see the grade as an "entry ticket", but other 

factors such as personality, references and previous work experience are more important. 

Despite this, perhaps a more skill-based learning can be affected by assessment for vocational 

students due to practical requirements for later career prospects. 

 

 

4.2 Students’ Conceptions of Assessment 
Research relating to student conceptions of assessment is relatively limited.91 The existing 

research shows that students’ conceptions about the purposes of assessment in general can be 

identified in different ways.  One common notion is that assessment makes students accountable 

because they perceive this to indicate their achievement and as a measure of themselves and 

their performance.92  In fact in Brookhart and Bronowicz’s (2003) study of 161 high school 
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students show this predominant thought by presenting students’ interpretation of assessments 

as a measure of self-worth, self-efficacy and reputation.93 This makes student accountable for 

their own assessment results. However, Peterson and Irving present a contrasting view where 

the students ascribed their poor performance to their teachers, making themselves less 

accountable.94 Moreover, some students conceive assessment as irrelevant because it can be 

interpreted as bad or unfair for a number of reasons. 95   They can either be perceived as 

subjective, unreliable or there is a lack of professionalism in the scoring of student tests or tasks 

which makes students view assessments as irrelevant or inaccurate.96  A common example of 

perceived irrelevant assessment is group work which students argue, does not reflect nor give 

credit to individual effort.97 Rather it perhaps shows the average performance of the group as a 

whole. A third conception of assessment  purpose is that it improves teaching and student 

achievement and learning.98  In Peterson and Irving’s study, students indicate this by presenting 

the assessment-feedback-learning loop, wherein students value the feedback given after 

assessment which then contributes to improvement and further learning.99 Another students’ 

notion about assessment is that it is fun and enjoyable.100 Students’ attitudes towards varying 

formats of assessments were positive.101 An additional interpretation of how students conceive 

the nature and purpose of assessment is that assessment is used to assess external factors outside 

their own control.102 Assessment is therefore linked to students’ external attributes such as their 

future performance or job, the quality of their schools and their intelligence.103 Furthermore, a 

number of studies clearly indicate that students are aware that assessment has impact on their 

‘emotional well-being and the quality of relationships they have with other students’.104 Lastly, 

students’ conceptions of assessment most likely centres around their own interests and needs. 

Hence, students focus on grades as a mechanism to show their achievement and performance, 

their knowledge, and their personal development, and they also expect honest guidance and 

advice from teachers.105 

 

The students’ conceptions of assessment differ depending on their level of schooling and age.106 

For instance, Brown and Hirschfeld presents the differences between primary and secondary 

students where the results in their study show that the students’ awareness of how assessment 

improve their quality of learning develops with their experience.107 In addition to this, when 

using the Students Conceptions of Assessment 108 version 6 (SCoA-VI) inventory109 which 

elicits four assessment attitudes – assessment: improves teaching and learning, measures 

external factors, has affective impact/benefit, is irrelevant – Brown and Harris revealed that the 
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older students agreed more with the irrelevance conception and less with improvement, 

affect/benefit, and external factors conceptions. 110  They argue that there is an increased 

negative attitude among students towards assessment as they continue further with their 

education. 111 The biggest changes occur during the transition from primary to secondary school 

(Moni, van Kraayenoord, & Baker, 2002) and secondary to tertiary (Thomas, Bol, & Warkentin, 

1991) because students encounter different assessment purposes, routines and procedures.112 

Another reason presented for this change is that students become more aware of the increasing 

consequences or implications of their assessments or test results. 113 However, high school 

students conceptions of assessment is more complex as they maintain their relatively negative 

emotional stance but realise and accept its frequency and importance for life chances. 114 

Consequently they attribute success internally and consider assessment important for success 

especially because they are given the opportunity to improve their achievement and proficiency 

through feedback.115  

 

Although these studies are informative because they consider multiple purposes and practices 

for classroom assessment, the formative function of assessment is not their focus.116 In fact 

there is a lack of research specifically on this function despite the shift in assessment paradigms 

and policy recommendations for designing assessments for learning.117 In the SCoA inventory, 

this points to the students’ conception of assessment which is to improve their learning. It is 

nevertheless evident that students value the improvement function of assessment (i.e. formative) 

relatively more than the other assessment purposes. 118  Contrary to the presented negative 

attitudes towards assessment mentioned earlier, the results in DeLuca et al’s (2018) study show 

that students are positive and appreciate the benefit of feedback for their learning.119  
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5 Theoretical Framework: 

 

New directions in assessing historical thinking are necessary due to new technologies, new 

sociocultural contexts and new understanding of assessments.120 According to Ercikan and 

Seixas (2015), in order to work out new directions in assessing historical thinking, three 

essential sets of problems should be considered, which will be addressed in the first part – 

“Overview of Problems”. The next part will discuss the two most common written assessments 

used for history – “Assessment designs for History”. Lastly, a brief description of the 

hypotheses will be presented. 

 

 

5.1 Overview of Problems in Assessing Historical Thinking 

 

First, models of cognition and learning in historical thinking must be defined. This means that 

goals of history education must be defined in terms of knowledge, skills, competencies and/or 

dispositions. This also entails discovering the paths through which students can achieve them. 

Second, tasks and assessments targeting historical thinking ought to be designed. Educators 

should therefore aim to understand and recognise what students know by distinguishing tasks 

and tests. This will provide the type of information needed in order to guide the process of 

education in the right way. Lastly, the score meaning, or interpretation of assessments should 

be validated. Ensuring that our interpretations of students’ performance are valid indicators of 

progress or lack thereof in reaching the goals of history education.121 

 

 

5.1.1 Goals of History Education: Models of Historical Cognition and Learning  

There are multiple approaches to history education. Ercikan and Seixas (2015) state that there 

is tension between models due to their similar claims of universality and the heterogeneity of 

their aims. This means that these models are mainly juxtaposed against each other and each 

profess that their specific model represent what ‘school of history should be about’. 

Nevertheless, Ercikan and Seixas (2015) maintain that “history education and assessment 

communities might do well to embrace this heterogeneity, as long as they are clear about what 

pieces of historical thinking/ consciousness/competence they are targeting. Precisely because 

of the broad range of conceptions of history education, clear definitions of what is being 

assessed (that is, the cognition model) are an imperative starting point”.122 
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5.1.1.1 Empirically Pragmatic Model (U.S.) 

Ercikan and Seixas (2015) presents this model of cognition with the advantage of ‘workability, 

communicability, and thus utility with practitioners’ and focuses on the division of ‘content’ 

and ‘skills’. 123  ‘Content’ pertains to ‘historical knowledge and perspective’, includes the 

knowledge and understanding of people, events, concepts, themes, movements,  contexts, and 

historical sources. It also includes the ability to sequence events, recognise multiple 

perspectives and consider an era or movement through the eyes of different groups, wherein 

themes, chronological period and regions are specified. While ‘skills’ refers to ‘historical 

analysis and interpretation’, entails the explanation of issues, identification of historical 

patterns, identification of cause-and-effect relationships, discovery of value statements, 

establishment of significance, application of historical knowledge, evaluation of evidence to 

draw sound conclusions, creation of defensible generalisations, and depiction of insightful 

accounts of the past.124 

 

5.1.1.2 Theoretically Rich (European) 

These models of cognition in Europe bear the theoretical tradition based more on the philosophy 

of history rather than in education of history. Ercikan and Seixas asserts that the challenge here 

‘has been to ground theory in an empirically testable model of cognition, ultimately useful in 

shaping history education’.125 Furthermore, the key concept in history education for this model 

is ‘historical consciousness’ and the cognition model is built around broad “competencies”. 

Thus, the relationship between the past and the present is highlighted in this cognition model, 

whilst this relationship may be fundamentally absent from the U.S. contributions. In fact, in 

Sweden, the curriculum presents this as one of the aims of history as a subject. It is specified 

that ‘students should be able to reflect upon their own and others’ use of history in the 

present’126  

 

5.1.1.3 IB Programme Model 

History course for the IB Diploma Programme combines the two models mentioned earlier, the 

Empirically Pragmatic and Theoretically Rich models. As stated in the course guide for the 

nature of history as a subject:  
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“History is a dynamic, contested, evidence-based discipline…It is a rigorous 

intellectual discipline, focused around key historical concepts such as change, 

causation, and significance. History is an exploratory subject that fosters a 

sense of inquiry. It is also an interpretive discipline, allowing opportunity for 

engagement with multiple perspectives and plurality of opinions. Studying 

history develops an understanding of the past, which leads to a deeper 

understanding of nature of humans and of the world today” (IB Diploma 

Programme History Guide 2017, p.6).  

 

In addition, the aim and assessment objectives for history also shows a combination of the 

models’ aims (see Figure 1 and 2). Point 8, 10 and 11 in History aims as well as Assessment 

objective 1, 2 and 3 coincide with the content and skills of the U.S. model.  The knowledge and 

understanding of concepts, context, events, historical sources as well as the skills in historical 

analysis and interpretation are highlighted in these points. Simultaneously, the last sentence of 

the nature of history subject mentioned above “Studying history develops an understanding of 

the past, which leads to a deeper understanding of nature of humans of the world today”. This 

is characteristic of the European model – historical consciousness - that emphasises the 

relationship between the present and the past. Assessment objective 4, as well as 1, 2 and 3 

shows the competences required for IB history course which coincide with the three out of four 

dimensions of competencies in the European model: questioning, methodological, subject area. 

However, the orientation competence, which is ‘the ability to relate history to one’s own life’, 

is not included in the assessment objectives. This means that there is a lack of guideline in 

assessing the orientation competence nor the ability of the students to ‘reflect upon their own 

and others’ use of history in the present, the relationship between past and the present’.  

 

 

 
Figure 1: History Aims – IB Diploma Programme History Guide 2017 
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Figure 2 : History Assessment Objectives – IB Diploma Programme History Guide 2017: 

 

 

 

 

 

5.1.2 Issues in Designing Assessments Targeting Historical Thinking:  

There are three key issues which arise when designing tasks to assess historical thinking and 

the target constructs in history assessments.127 

 

5.1.2.1 The relationship of the assessment tasks to the targeted constructs of historical thinking: 

Aligning the assessment tasks to the targeted constructs are one of the issues a teacher or 

educator has to undertake. According to Seixas et al (2015), in order to engage students in 

historical thinking, the first step is for students to understand historical concepts. This means 
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teachers need to define concepts to ‘student understandings’, in order to understand clearly what 

needs to be learned. Next, teachers should be able to observe and see evidence of the students’ 

understanding and learning. Therefore, a description of ‘observable behaviour’ should be the 

goal for educator. Lastly, the tasks should be designed based on these ‘observable behaviours’. 

In this way of designing the assessment, an educator or teacher should be able to generate these 

same observable behaviours which can then be used in order to interpret students’ responses to 

these assessments.128  

5.1.2.2 How to deal with ‘content’ knowledge: 

The relationship of content to historical thinking is another issue when designing assessment. 

Content has a variety of categories and definition as well as different approaches. 129 One 

approach focuses on the minimal need for previous knowledge and therefore tasks are designed 

accordingly by providing primary source documents to analyse or by summary information 

section, or even both. Another approach design tasks in order to assess both knowledge and 

thinking, wherein content and skills are not separated from each other. The third approach is 

where content and factual knowledge is an important piece on its own to be assessed.130 It is 

worth noting that Ercikan and Seixas (2015) states that “in the history classroom, teachers are 

generally less interested in isolating historical thinking from content knowledge”.131  

5.1.2.3 How to deal with reading and writing requirements: 

Assessing historical thinking independent of the students’ reading and writing literacy can be 

difficult especially if the students have limited proficiency in the language of the assessment 

being administered.  Ercikan and Seixas (2015) suggests that efforts to minimise this challenge 

for students should be made wherein student’s literacy skills should not be penalised. In 

addition, Reisman (in Ercikan and Seixas 2015) state that ‘disciplinary literacy’ have been 

promoted where the focus has been on identifying ‘reading strategies’. The intention for this is 

to focus on reasoning and interpretation rather than memorisation. However admirable the 

intention is for history as a subject, Reisman argues about the importance of ‘background 

knowledge’.132  

 

 

5.1.3 Validation of Score Interpretations: 

“Validation of score meaning requires making intended inferences explicit at the outset”.133 

This means that teachers need to determine the accuracy of the assessment in indicating the 

student’s history knowledge and thinking. One way of ensuring validity of score meaning is by 
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ensuring that the tasks are aligned with the construct or concept that are targeted for assessment. 

Additionally, another evidence that shows validity is based on students’ interactions and the 

cognitive processes they engage in when dealing with the tasks. This includes their 

understanding of the test questions.  

 

 

 

5.2 Assessment Designs for History: 
 

In its ‘Statement of Excellence in Classroom Teaching of History, the American Historical 

Association (AHA) argues that “written assignments are important components of the excellent 

history classroom because they ask students to use critical thinking skills…Writing in the 

history classroom is not only an important part of the process of learning, it is an effective 

assessment tool.”134 In addition to this, worldwide colleges and universities in the 1980s have 

developed  Writing Across the Curriculum (WAC) programmes which emphasise the 

advantages of writing for student learning and assessment.135 These programmes imply that 

students practice higher-order thinking skills when writing frequently in classroom because 

writing demands organisation, analysis and synthesis.136 Historians use different approaches to 

end-of-semester tests and final exams, which have consequences for students.137  Catherin Horn 

presented in a discussion of standardized testing that ‘different approaches provide different 

types of information, and the choice of measurement method can have serious implications for 

the conclusions drawn about a student’s competency’.138 This part presents two alternatives of 

written assessments in history that are recommended by scholars. 

5.2.1 Are Short-Answer Questions Better than In-Class Essays? 

 

“The in-class essay is not an effective means to assess student ability in a 

history exam. History teachers should instead ask short-answer questions in 

order to test what the American Historical Association calls ‘objective’ 

knowledge: the ability to identify concepts, historical actors, organisations, 

events, and so forth. Such questions, admittedly, do not measure the analytical 

and cognitive skills that most historians consider a central goal of humanities 

education. Nevertheless, factual knowledge tests cultural literacy, which 

should remain an important part of history teaching.”139  

 

Although Maxwell states that methodological diversity might actually be the most desirable 

way of assessing students because of their different learning styles, he proposes that short-
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answer types of assessments are better in order to test ‘objective knowledge’.140 From his 

proposition, it is made clear that the goal is to ‘test objective knowledge’. However, Maxwell 

also addresses the central goal of most historians which is ‘to measure the analytical and 

cognitive skills’. This is shows Ercikan and Seixas’ recommendation of new directions of 

assessing historical. They maintain that the goals for history education should not be juxtaposed 

against each other but instead accept their heterogeneity as long as there is a clear indication of 

what ‘pieces of historical thinking/consciousness/competence are being targeted.  

 

However, Sundberg (2006) and the 1997 AHA report advocate research essays: 

“Although the objective may be useful to prompt students to read assignments, 

it should never represent the bulk of student evaluation or be the final measure 

of student success…the excellent history course revolves around analysis and 

interpretation, student evaluation must be based on written and other work 

that allows students to develop and present their own analyses.”141  

 

Sundberg reiterates AHA’s recommendation above by stating that essay writing require the use 

of higher order thinking skills because it asks students to assemble, evaluate and/or interpret 

and synthesise materials’ in order to address the task.142 In fact, Sundberg maintains that essays 

require historical reasoning, which in turn encourages students to ‘understand and use historical 

material, rather than just to memorise it.143 Furthermore, historical reasoning therefore helps in 

the retention of factual information.144 Sundberg conducted a study using two different study 

groups who had different assessments throughout the course. 145  One group wrote essay 

questions on all exams while the other group did not write any essay answers and only wrote 

exams that consisted of only objective questions. The study administered the same pre- and 

post-tests from the standardised, nationally-normed tests from the multiple-choice portion of 

the Educational Testing Service.146 The findings in Sundberg’s study shows that the students 

who wrote essays on exams reflected greater net gain from the pre-test scores to post-test 

scores. 147  These results provide information that essay writing positively affects student 

learning and that it presents quantitative support for the widely held perception that writing is 

beneficial for content learning in history.148 Sundberg essentially tries to show that studying for 

essay exams has a better effect for content learning than studying for objective tests. 

Additionally, Sundberg’s research show the efficiency of retaining knowledge and how 

preparing for essays makes students learn more efficiently due to the understanding and 

historical reasoning required for essay preparation. Moreover, this efficient learning is evident 

when students who wrote essay showed higher tendency of retaining factual information.  
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On the other hand, Coffman questions the reliability of essay marks as a measurement of 

student’s learning. He asserts that ‘different readers tend to assign different grades to the same 

paper’ and that ‘a single reader tends to assign different grades to the same paper on different 

occasions’.149 Anatol and Hariharan (2009) corroborates the validity of Coffman’s argument in 

their quantitative study of the reliability of evaluating students’ answers to essay type 

question.150 Their findings show that there was a considerable discrepancy among markers or 

examiners in the evaluation of answers to essays questions. On the other hand, the study accepts 

the ‘overall test reliability’ to justify the continued use of this type of assessment. In addition, 

this study was based on clinical reasoning and might also differ slightly to history teachers’ 

evaluation. 151 

 

In addition to this, Pharr and Buscemi (2005) show the importance of students’ perspectives 

and asserts that “writing an essay in class under time constraints is a situation that many students 

fear.”152 Maxwell adds that although AHA recommends essay writing, it does not necessarily 

mean ‘in-class’ essay writing. He argues that this type of assessment “…punishes ‘depression 

and exam-related stress’ as opposed to lack of study” which raises concerns, particularly when 

these disproportionately affects disadvantaged social groups base on several researchers.153 

Given that in-class essay-writing skills can be taught, Maxwell further argues that this indirectly 

measures ‘competency in performing a specific genre of test rather than measuring ‘the 

student’s ‘mastery of historical knowledge’. 154  Indeed, Maxwell further claims that short-

answer questions provides for objective grading scheme, which reflects the results of the 

exceptional students at both ends of the grading scales. On the contrary, essay grades cluster 

around the centre grades “centre of the bell curve”. This means that there is a tendency to grade 

students around the average grades and outliers are therefore uncommon.155  

 

5.3 Student Perspectives on Assessment for Learning  
Research on students' perspectives on assessment purpose is scarce and even more limited on 

the specific purpose to improve learning. This is evident despite Assessment for Learning (AfL) 

approaches continuously dominating the discourse on global educational policies. Most agree 

that researchers and policy-makers alike have adopted this ‘feedback-driven pedagogical 

approach’, promising to enhance student learning outcomes and improve teaching practices.156 

Understanding the effects of assessment for the purpose of improving students’ learning from 
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the learners’ point of view could add valuable insights, and complement the illustration being 

developed by other researchers.157 DeLuca et al (2018) presents  their understanding of AfL as:  

 

“…the use of ʻeveryday practicesʼ158  by teachers and students ʻto decide 

where the learners are in their learning, where they need to go and how best 

to get thereʼ. 159  Specifically, AfL involves teachers and students 

collaboratively establishing learning targets and success criteria and then 

actively using assessments (of various forms) to provide self-, peer-, and 

teacher feedback on student learning toward the established targets.”160 

 

Peterson and Irving (2008) examine this purpose of assessment – AfL - based on students’ 

perspective. They conducted focus group interviews with 41 high school students from four 

different high schools in New Zealand with the aim of creating knowledge about students' 

perceptions of assessment.161 The students perceived that the main purpose of assessment was 

to produce feedback, which in turn had a number of functions. 162 One is to help students (and 

teachers) know what and how to improve, which is in line with one of Brown’s (2017) inventory 

of four major student conceptions – “assessment is used by students to improve their learning 

and by teachers to guide students into improved learning”. 163 The students in Peterson & 

Irving’s study generally responded in a way that show how their perception of the inextricable 

link between assessment and feedback.164 Assessment is also perceived by students as less 

relevant in some situations. 165  As previously mentioned, some reasons for this is that 

assessment was not perceived as fair, or that assessments did not include a grade, or when 

assessment is done by a classmate and not by the teacher. The students strongly expressed that 

the grade made them understand how they were doing, and that it was the grade that motivated 

them.166 Students did not compare with their own past performance to determine if a grade was 

good and whether they were happy with themselves or not, it was instead determined in 

comparison with other students' grades.167  

 

Although studies on students’ conception differ slightly, there is consensus on ‘assessment 

purpose’ for improvement. This is in line with the recommendation for using AfL or formative 

assessment which requires feedback. 168  Table 1 shows some comparisons on students’ 

conception of assessment and shows the common notion of assessment used for improvement. 

There are other common conceptions shared between the three models see Table 1 below. 
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Table 1: Comparison between Brown’s SCoA- Students’ Conception of Assessment 
version III, VI and Peterson & Irving’s Conceptions of Assessments found in 
Secondary Students: 

Students’ Conception of 

Assessment Version Six  

Students’ Conception of 

Assessment Version Three 

Peterson & Irving’s 

Conceptions of 

Assessments  

“Assessment is used by 

students to improve their 

learning and by teachers to 

guide students into improved 

learning. [Improvement]” 

“Assessment, or at least 

some formats or procedures, 

may be beneficial, even 

enjoyable, in improving the 

quality of student learning.  

[Improvement]” 

“Assessment is for the 

improvement of student 

learning and may inform 

teaching (e.g., assessment 

information helps me 

improve, sometimes helps 

teachers to teach better next 

year) “ 

“Assessment is linked to 

external attributes of the 

student such as their future 

performance or job, their 

intelligence, and the quality 

of the school they attend. 

[External Attribution]” 

“Assessment, including 

classroom assessment, acts 

to make them and schools 

accountable. 

[Accountability]” 

“Assessment does not make 

students accountable for 

their learning progress, but 

it does indicate their 

learning progress (e.g., 

shows learning progress to 

parents, teachers and 

students) “ 

“Assessment is oppressive, 

inaccurate, and ignored by 

the student [Irrelevance]” 

“Assessment is something 

that students may be forced 

to participate in, but it is 

unfair, bad, or irrelevant to 

the students. [Irrelevance]” 

“Assessment is irrelevant 

(e.g., not relevant to my 

future,  

is not graded, if the 

feedback is dishonest or 

unfair)”  

“Assessment requires and 

builds on the quality of 

student cooperation and 

classroom climate and elicits 

strong positive emotion of 

enjoyment [Affect]” 

“Assessment is a way to 

determine how much or 

what students have learned, 

identifies and measures my 

thinking skills [Describe]” 

 

“Assessment does not make 

schools accountable, but it 

does hold teachers 

accountable for student 

learning (e.g., teachers 

didn’t teach me well, 

teacher doesn’t like me) “ 

Source: Peterson & Irving 2008, p.243, Brown 2017, p.21 & p.41, Brown & Hirschfeld 2005, p.3-4. 

 

 

 

5.4 Hypotheses  

5.4.1 Hypothesis 1 

The first hypothesis, which addresses Question 1 in this study, is that the (first year) Pre-DP IB 

students would have  conceptions in line with the three SCoAs on Table 1. This is specifically 

applicable to the purpose of assessment for improvement of teaching and learning – assessment 

for learning – since all three models agree on this point as well as the focus on this study is on 

this ‘assessment purpose’. However, it could also be possible that other conceptions from each 
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model can be captured here. Based on Error! Reference source not found., assessment as 

irrelevant is another shared conception among all three. Similar to Peterson and Irving’s 

hypotheses, it is likely that students’ conceptions of assessment and feedback would be focused 

on grades as a measure and description of their performance, achievement and learning progress 

and students’ conceptions would similarly be concentrated on their own interests and needs.169  

 

5.4.2 Hypothesis 2 

The second hypothesis here is that a combination of goals of the Empirically Pragmatic Model 

(U.S.) and Theoretically Rich (European) will be achieved through these written assessments, 

or at least hope to achieve given that the IB history model (above) appear to be a combination 

of both. Hence, historical knowledge and perspective, historical analysis and interpretation, 

and historical consciousness should be seen as part of the learning outcome of doing the 

assessment which addresses Question 2 of this paper. 

 

5.4.3 Hypothesis 3 

Given that Sundberg (2006) and Maxwell (2010) seem to differ in their theories about which 

written assessment is best for history, the last hypothesis here is that the students’ learning 

outcome would not differ so much between students from either class. The reason behind this 

is because Sundberg’s and Maxwell’s goals are different, while the goal for both assessments 

in this study is the same. The goal here is to understand the different perspectives of the causes 

of the First World War. Therefore, using the aforementioned concepts as goals – historical 

knowledge and perspective, historical analysis and interpretation, historical consciousness. 

The same hypothesis can be applied when considering retainment of information as the 

measurement for learning outcome. Hence the quiz results online should not differ that much 

between students from Class 1 and from Class 2. The reason behind this is because the other 

group in Sundberg’s (2006) study, although her results show better retainment of information 

from students that did the essay, did not take test in the form of short-answered questions for 

assessment.  
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6 Method: 

The aim of this study is to examine how students perceive written tests (as assessments) in 

terms of purpose and effects on their learning. Qualitative semi-structured, 30-minute 

interviews were chosen for this study. Unlike quantitative methods, qualitative research 

interviews capture individual perception, feelings, motivations and attitudes. In fact, Mann 

(2016) corroborates this in his study by stating that: 

“the common use of qualitative interviews is also undoubtedly due 

to their potential to provide in-depth information related to 

‘participants’ experiences and viewpoints of a particular topic’ 

(Turner 2010: 754). Kvale (1996) defines qualitative research 

interviews as attempts to understand the world from the subjects’ 

point of view. This process unfolds the meaning of peoples’ 

experiences and uncovers their lived world. Weiss (1994:1) talks 

about the importance of interviewing for being able to access 

interviewee’s interior experiences.”170 

 

6.1 Context 
As part of the author’s 10-week teaching practice placement within the IB (International 

Baccalaureate) programme, an opportunity was presented to conduct this study. The IB 

programme is an international, English program in Sweden. It is different to Swedish upper-

secondary programmes relating to model, aims, assessments, and grading system. Two Pre-DP 

classes were taught by the author on the history subject unit – Long- and Short-term Causes of 

World War One. As part of the teaching practice placement, different activities were conducted 

and a final assessment was given to each class, which was graded by the author with the advice 

and support of two supervisors. Davies (2008) states that “the data produced by an interview 

should include both a record of what is said and how it was said, including the contexts – 

physical, set up, language, the interviewer, the interviewee and ethical considerations. ... but 

the full notes as to the contexts and how these various contexts are likely to affect the 

interactions that formally constitute the interview.” 171  

 

6.1.1 The physical context: 

Mann presents that interview location is significant but not often reported because ‘different 

choices bring their own set of expectations’.172 The interview was set up in the school where 

the interviewees attend and where the interviewer works. In this regard, the setting hopefully 

does not provide and domination of professional identities nor power relations due to the setting 
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being a common ground. Conference rooms were mainly used for the interviews although a 

number of them were conducted in a meeting room inside the library which provided better 

sound quality. 

 

6.1.2 Set-up  

Mann (2016) brings up some ‘practical considerations concerning place and equipment’. 

Although there were no issues with the recording device Iphone 11 Pro, an extra recording 

device could have been used in order to capture correct and clearer statements as there were 

some noise interruptions outside the meeting rooms, apart from the meeting room in the library. 

There were in fact a number of issues regarding the booking of conference rooms where other 

staff have not checked prior bookings. Consequently, alternative rooms needed to be set up 

swiftly. This may have caused slight stress for both the interviewee and the interviewee. 173 

Additionally, a specific explanation to what the research is designed to accomplish was not 

given to interviewees. However, the general the topic was introduced to the students – 

assessment. This was decided in order to gain an understanding of neutral and objective idea of 

the students regarding assessments and their purpose. 

 

6.1.3 Language context  

“One issue that does not get as much attention as it ought to is the language in which the 

interview is conducted… Often, the interviewee will be using a second language when giving 

his/her responses. This reality may well effect how much detail the interviewee can give or if 

he/she is able to express ideas effectively.”174 Although 14 out of 20 interviewees do not have 

English as their first language (see Table 2), they are all highly competent in the English 

language due to the IB programme being an English speaking programme. However, it cannot 

be implied with certainty that students were able to effectively and clearly express their ideas 

during the interview. 

 

6.1.4 The interviewer  

According to Mann, the identity and relationship of the interviewer to the interviewee may have 

an impact on the ‘unfolding interaction’ during the interview.175 The interview was conducted 

by the author, who also taught the students the history unit – Long-term and short-term causes 

of World War One. The type of assessments and questions given to the students were decided 

in collaboration with the author’s supervisors. These factors could possibly have an effect 

towards a more positive feedback regarding the assessment from the students. However, prior 
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to starting the interviews, students were told to answer honestly and freely in order to capture 

correct and appropriate information from them. 

 

6.1.5 Familiarity  

Mann further presents that familiarity in terms of insider or outsider status as well as prior 

relationships could have implications.176 Mann claims that researcher’s familiarity could be 

beneficial because it enables ‘better in-depth understandings of participants perceptions and 

interpretations’ but there is also a greater risk of ‘projecting his/her own experience and using 

it as the lens to view and understand participants’ experiences’.177  The interviewer has both 

insider status as well as prior relationship, which was found useful for interview efficiency 

purposes as well as comprehension. 

 

6.1.6 Ethical considerations  

Informed consent was given although as previously mentioned, only the general topic of 

assessment was given. If full disclosure was given in terms of intended purpose of the study as 

well as interview questions, could some of the interviewees have changed their minds about 

participating? 178 

 

6.1.7 Interviewees  

Most students volunteered to participate while 2-3 students were asked directly if they could 

participate to get better variation for the study. The interviewer stated that the students’ 

responses would be anonymous, and they should answer honestly to represent clear analysis. 

They were given the information that their answers would not affect any relationship with the 

interviewer (also the teacher) nor would it affect their grades.  

 

 

 

6.2 Data Collection and Analysis: 

6.2.1 Participants 

Data for this study was collected through interviews with 20 students who volunteered from the 

two Pre-DP (Diploma Programme) IB (International Baccalaureate) classes. The students have 

a variety of background in terms of previous knowledge of the cause of WW1, first language, 

gender, and previous school system. It is worth noting that most of the interviewees from both 

classes, got top grade on their results. Pre-DP student grades ranges from 1-6 and DP students 

1-7, with 4 as pass grade and 6 or 7 as top grades respectively. History is a mandatory subject 
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for Pre-DP students, but DP students can choose other subjects.179  10 out of the 20 students 

will be choosing history as a subject of their DP studies, 4 from Class 1 and 6 from Class 2, 

most of whom got top grades for their respective assessment. Majority of the students are 

Swedish native speakers and other students from other non-English speaking countries. The 

language of instruction as well as assessment is English for all core subjects in this programme 

including history.  (see Table 2 Descriptive Statistics on Participants) 

 

6.2.2 Preceding Process Before Interview:  

As Seixas et al (2015) above suggests, assessments should be aligned to the targeted constructs 

in order for students to understand clearly what needs to be learned. These were given to 

students from class 1 and 2 in general and brief terms, which is to understand different 

interpretations of the causes of World War One, based on historians’ accounts as well as 

primary sources. The ‘observable behaviour’ for students’ understanding and learning here is 

that the students ‘makes justifiable inferences from primary sources and historiography in order 

to distinguish different interpretations of WW1. When dealing with the next issue for assessing 

historical thinking - content knowledge - above, the objective was to assess both historical 

thinking and content knowledge of WW1 and not to isolate it. The graded assessments were 

hand-written, in-class essay for Class 1, and hand-written, in-class short-answer question test 

for Class 2. Both classes had 1 hour and 10 minutes for their respective assessment. This 

enabled Class 2 to write longer answers. The essay question was given to Class 1, a week before 

their test date sin order for them to prepare beforehand. This was decided together with their 

main history teacher with consideration to students who may not have previous experience of 

writing an in-class history essay in English. Class 2 were given the short-answered questions 

and their assessment was decided together with their main history teacher. The essay question 

and the test questions can be found in Appendix 1: Class A – Essay Question and Appendix 2: 

Class B – Test.  

 

Three weeks after completing the assessments, students who were interviewed were asked to 

complete an online multiple-choice questions quiz on quizziz.net. Sundberg’s (2006) theory 

was “that the retention of factual information was linked to the historical reasoning required for 

the essays” and the results of the online quiz for each group as well as individually were 

analysed and compared to their final grade as well as their feedback about their specific 

assessment. This was done by the students before doing the interview. The questions for the 

online quiz was a combination of questions collected from previous quizzes created by other 
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educators on quizziz.net and some questions were personally formulated by the author. The 

questions for the quiz can be found on Appendix 3: 

 

Table 2 Descriptive Statistics on Participants 

 
 

 

6.2.3 Interview questions: 

As previously mentioned, individual semi-structured interviews were personally conducted for 

around 30 minutes, similar to DeLuca’s study.180  The interview questions focused on students’ 

experiences with the two different graded assessments. Students were specifically asked 

questions that are designed to address the three main questions for this thesis and to verify the 

three hypotheses. 

6.2.3.1 Aim 1: Without prompting the connection between assessment and learning: [SCoA] 

This is to find out Students’ Conceptions of Assessment in general, specifically short-answered 

questions and in-class essay writing assessments. Furthermore, the aim is to examine whether 

or not students would also perceive these specific assessments as useful for their learning. 

Lastly, to examine if they link assessment to feedback automatically similar to that presented 

by Peterson and Irving (2008).  Additionally, this is to observe Ercikan and Seixas (2015) first 

set of problems to be considered in assessing historical thinking - Goals of History Education: 

Models of Historical Cognition and Learning as well as to examine students’ conception on the 

Impact of Testing. Hence, Question 1 and Question 2, and Hypothesis 1 and Hypothesis 2 

will be addressed and observed here.  

Students were asked about: 

(a) their general feeling about their assessment and their learning outcome [Feeling] 

(b) their conception about their assessment’s purpose [Purpose] 

Student #
Previous 

knowledge
Grade

English- as 

first language

Quizziz result - 

total score 50

History as 

chosen 

subject for DP

Student #
Previous 

knowledge 
Grade

English- as 

first language

Quizziz result - 

total score 50

History as 

chosen 

subject for DP

1 yes  5/6 no 46 yes 3 no 6 no 47 yes

9 no 4 no 47 no 6 yes 5 no 44 no

12 no  5/6 no 36 no 8 yes 6 yes 48 yes

5 yes 4 no 45 yes 19 yes 6 no 43 no

7 yes  5/6 yes 43 no 4 yes 6 no 50 yes

2 yes 6 no 47 yes 10 yes 6 yes 47 yes

11 yes 5 no 43 yes 14 yes 6 yes 47 no

16 yes 5 no 50 no 13 no 6 no 44 yes

18 yes 6 no 41 no 20 yes 6 no 47 yes

17 yes 6 yes 47 no

15 no 6 yes 43 no

44,22 46,09AVERAGE SCORE:AVERAGE SCORE:

Class 1 - In-class essay writing; (3 female and 6 male students) Class 2 - Short-answered questions; (7 female, 4 male students)
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i. for themselves as student [Student] 

ii. for teacher [Teacher] 

(c) how different their study preparations would be depending on the assessment 

and the effect of the assessment on their self-esteem [Impact] 

(d) the information on requirements for the assessments [Requirements] 

 

6.2.3.2 Aim 2: Prompting the connection between assessment and learning: [SCoAfL] 

This is to find out Student Perspectives on Assessment for Learning and to find out the relative 

influence of graded assessment. In this part, Question 1, Question 3, Hypothesis 1 and 

Hypothesis 3 will be the focus. 

Students answered questions about: 

(e) the feedback given to them [Feedback] 

(f) their understanding about their assessment and its impact on their learning [AfL] 

(g) the significance of the assessment relative to other factors affecting their 

learning [Influence] 

 

6.2.3.3 Aim 3: Addressing some issues in designing assessment historical thinking: [ISSUES] 

This is to address Ercikan and Seixas (2015) set of problems which are the Issues in Designing 

Assessments Targeting Historical Thinking:  This part could explain other factors that 

complement the answer to Question 3 and examine Hypothesis 3. 

Students were inquired about: 

(h) their previous knowledge on WW1 (see page 17) [Content] 

(i) their English language and its effect on their assessment (see page 17) 

[Language] 

 

6.2.3.4 Aim 4 : Measuring the validity of the test/essay as assessment: [VALIDITY] 

This is to address Ercikan and Seixas’ (2015) Validation of Score Interpretations: which urge 

students to reflect on the appropriateness and accuracy of assessment as a reflection of their 

historical knowledge and perspective, historical analysis and interpretation, and historical 

consciousness. This part ties up all the Qualitative Questions and Hypotheses together. 

Students were requested to contemplate on: 

(j) their thoughts about the assessment and their grade as a reflection of their 

knowledge and learning [Reflection] 

(k) the kind/kinds of assessment they prefer to better indicate their knowledge and 

learning [Preference] 

(l) the standard of their assessment [Standard] 

 

 



 31 
 

6.2.4 Transcripts and Coding: 

”Riach maintains that the challenge for the qualitative researcher is 

‘conducting analysis or presenting findings in a way that sensitively 

captures the multiple levels of a research encounter’ (2009: 356)… it is often 

grappling with data analysis that causes the most angst. Generally speaking, 

there is more advice available on how to conduct interviews than on how to 

analyse the interview interaction (Wilkinson 2004). This is partly because 

analysis varies so much across different paradigms and research 

traditions.”181 

 

 

The transcription was carried out to include some details in order to consider the interviewer’s 

and the interviewees’ ‘ontological and epistemological positions’. The process of transcribing 

could then reflect their ‘stance, positioning and identities’.182  This makes the transcription a 

‘useful process for noticing’ and thereafter ‘thinking about a range of issues’.  The Jefferson 

Transcription System and F5 Transcription183 software were used which enabled to capture 

specific words with time stamps. Moreover contractions such as ‘won’t’ were not converted to 

‘will not’, speed and intonation of speech were also recorded, as well as certain pauses and 

humour. 184  This proved helpful during the analysis because it shows if there are any 

perturbation in the talk which could present any areas that needs closer attention. Situations 

where the interviewer might have led the interviewee to his/her answer occur like when the 

student below was asked about the feedback.   

 

“  I mean (.)  I feel like (.)  I =  it made ↑   sense (.)  and I agree with it (.)  like ↑   most of  

it (.)  < >  I mean all of it I agreed (.)  but like some things could’ve been argued (.)  but 

you can always argue (.)   (h)  so like (.)  I think (.)  it was valid all of it (.)  and I agree 

with like (.)  ↓  all of it  ” (Student 2 Class 1, Paragraph 124 - 125) 

 

The feedback was given by the interviewer and perhaps the student was trying to say that it was 

an unnecessary feedback. The way the speech of the student had breaks denoted with symbol 

(.), slower pace < >, increased intonation ↑ , laughter (h) and latched speech  =  could indicate 

that maybe the student was being careful about the answer given to avoid offending the 

interviewer.  

 

The analysis approaches in this study is a combination of directed and thematic.185 For the 

thematic approach, analysis was carried out by reading all the transcripts a number of times to 

gain a data overview, making notes during these readings which made it possible to capture 

emerging themes. Three criteria for identifying themes were used similar to Peterson and Irving 
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(2008): ‘frequency (number of times the topic was mentioned), level of agreement (the extent 

to which participants agreed), and intensity (depth of feeling displayed).’186 For the directed 

approach, Ercikan and Seixas’ Overview of Problems in Assessing Historical Thinking and 

Table 1(SCoA) as guideline and framework. Four main Brown’s SCoA Version III seems to 

emerge as best fit for the study and were adopted as categories on the purpose of assessment. 

Next, transcripts were re-read, and relevant sections of text were coded to each category using 

the qualitative analysis F4 Analyse187. Each transcript was coded independently, and new 

categories emerged. Codes with high level of frequency as well as codes with logical 

association were grouped into themes similar to DeLuca et al’s and Peterson and Irving’s 

thematic coding process. For example, students’ feelings and students’ conception of 

‘assessment purpose’ were clustered into SCoA).188  

 

After all the data was coded, each category was organized into main (broader) themes, sub-

themes and related themes.189 While analysing the data, coding and themes, conclusions were 

drawn. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 
Figure 3 : Summary of Code System  

Feeling Content 

SCoA SCoAfL ISSUES VALIDITY 

Purpose 

Reflection Feedback 

Impact 

AfL 

Influence 

Language Preference 

Standard Student: Describe, 

Accountability, 

Improvement/AfL, 

Irrelevance 

Teacher: Feedback, 

Describe, 

Improvement 

Requirements 
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170 Mann 2016, p.48. 

171 Davie 2008, in Mann 2016, p.58. 

172 Moriarty 2011 in Mann 2016, p.63 

173 Mann 2016, p. 62. 

174 Ryan 2012 in Mann 2016, p.63-65. 

175 Mann 2016, p.67. 

176 Mann 2016, p.72-75. 

177 Mann 2016, p.75. 

178 Mann 2016, p.76. 

179 Pre-DP corresponds to year 10 students, DP 1 - year 11 and DP 2 – year 12. DP students get to choose 3 

higher-level subjects and 3 standard-level subjects.  

180 DeLuca et al 2018. 

181 Riach in Mann 2016, p.196.  

182 Mann 2016, pp.199-200.  

183 https://apps.apple.com/us/app/f5-transcription-pro/id935669212?mt=12 

184 Transcription notation can be found on: University of Leiceister, School of Psychology. 

https://www2.le.ac.uk/departments/psychology/research/child-mental-health/cara-1/faqs/jefferson 

185 Directed approach – “the analysis starts with relevant reading, theory, and previous research findings. These 

guide the formulation of initial codes.” Thematic analysis is a ‘data-driven inductive approach’ which involves 

‘a combination of several data analysis’…including ‘open, axial, and selective coding, categorisation and 

coding, and cross-case analysis’.  Mann 2016, p.210-211. 

186 Peterson & Irving 2008, p.242. 

187 https://www.audiotranskription.de/english/f4-analyse 

188 DeLuca et al 2018, p.83 and Peterson & Irving 2008, p. 242. 

189 Peterson & Irving 2008, p. 242. 

 

https://apps.apple.com/us/app/f5-transcription-pro/id935669212?mt=12
https://www2.le.ac.uk/departments/psychology/research/child-mental-health/cara-1/faqs/jefferson
https://www.audiotranskription.de/english/f4-analyse
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7 Results  

Figure 3 summarises the main findings of this study. Four main themes are derived: Students’ 

Conception of Assessment, Students’ Conception of Assessment for Learning, Issues Dealing 

with Assessing Historical Thinking, and Validity of Assessment. As shown in Figure 3 sub-

themes were created. 

7.1 Student’s Conception of Assessment in General (SCoA) 
When students were asked about how they felt about their test/essay, most students answered 

in terms of how they felt about their performance.  

 

7.1.1 Feeling 

There was a generally positive feeling about the assessment for both classes. Most students felt 

good and thought their assessment was straightforward. There is a consensus on the slightly 

negative feelings about the lack of time. 

“ [yea like ] ↑ I was satisfied with my essay actually. (.)” (Student 1 Class 1, Paragraph 14) 

 

“ uhm (.)  I thought I was really happy when I saw the test (.)  I got to admit (h)  cause uhm (.)  I 

found that I’d studied on the things that made thought (.)  well ( )  and I think there were no real 

trick questions (.)  it was pretty straightforward ” (Student 3 Class 2, Paragraph 109) 

 

7.1.2 Purpose  

The students in this study indicate their understanding of their assessment as part of- or for the 

improvement of their learning even when the concept ‘assessment for learning’ was not 

prompted. This means that students perceive the purpose of assessments is also for their 

learning. Moreover, in line with Hypothesis 1 of this study, the students’ conceptions of 

‘assessment purpose’ is similar to that of SCoA Version III onTable 1. When comparing their 

answers to SCoA Version III’s summary table for statements on  Table 3, all four main themes 

can be found although the three most common conceptions are: Improvement, Describe, and 

Accountability. One student captures all four when scrutinising each line of the response. The 

excerpt below has reference after each line corresponding to  

Student: “oh (.) I = I don’t know (.) you want me to learn of course? IM1- Improvement 

But it doesn’t feel like that (.) (h) you know when you do a test (.) it feels like someone wants to 

punish you (h) (both laugh) #00:09:49-8# IR1, IR5- Irrelevance 

 

→  Cause for many tests (.)  you just cram the information the night before and then you forget it 

(.) IR2, Irrelevance 
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and then you (.) just learn for the test and then you get a grade (.) A1, Accountability but ↑   →  

history is not really like that I’d say (.)   Biology is though (.) (h) just to cram in the facts (.)   

#00:10:07-2# IR2, Irrelevance 

Student:  I think you said it (.)  and I thought about it like (.)  it’s basically ↑   math (.)  (h)  in 

some way (.)  it’s just that this leads to this (.)  which leads to this (.)  so you can often (.)  uhm (.)  

by using logic (.)  come to a conclusion (.)  ? #00:10:28-9# D4, Describe 

 

Interviewer:  mm hmm (.) but you say the test purpose for you as a student (.) you said something 

about (.) we want you to learn (.) but you don’t feel like that a lot of the times? (.) (h) #00:10:41-

7#  

Student:  uh (.) no (.) → but actually = yea for history I do (.) not for other subjects (.) IM1, 

Improvement (Student 4 Class 2, Paragraph 112 - 124) 

 

 

Consistent with Peterson and Irving (2008), students mainly agree that the ‘assessment purpose’ 

for teachers is for improvement, to verify and measure their understanding and learning, and to 

check their progress: 

 

“to see if like (.) the students been like paying attention in ↑   class? D2, D3 Describe 

Or it could be just to like (.) I don’t know (.) put a number on a student ↑?” A1, Accountability 

(Student 6 Class 2, Paragraph 135) 

 

“I assume that uh (.) it’s so that you know (.) where we are (.) A2, Accountability  

so you know how to teach us (.) in the future (.) I’m guessing if you try something new (.) you 

can see if it (.) worked out or not (.) A2, A3, Accountability 

uh (.) and then also I understand that we have to be assessed for uh (.) for the future so (.) so 

that’s obviously gonna be an aspect too (.)” D6, Describe (Student 7 Class 1, Paragraph 63) 

 

“Uhm (.) I guess if (.) what certain students have learned (.) D2, D3 Describe 

uhm (.) if there’s a continuous (.) question or (.) thing that a lot of students struggled with maybe 

(.) how you could (.) uh (.) teach it more effectively next time?  IM1, Improvement (Student 8 

Class 2, Paragraph 101) 

 

Although students answer what they think the assessment purpose is for teachers, it still reflects 

their conceptions as indicated by the codes shown above. For instance, student 8’s response 

shows the idea of teacher being able to teach more effectively would indirectly improve 

students’ learning. This is because the teacher will improve on what ‘students struggled with’. 

 

Student 7 below states feels that that assessment is important because there is an incentive for 

doing well which comes with a reward and consequence if not.  There is a consensus among all 

students about ‘wanting to do well’ and the reward varies from achieving good grades to better 

future prospects as will be shown below when presenting the Impact/Effect. Therefore, 

assessments can make students do their best. 
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 “ well (.)  I think (.)  when there’s the incentive of an assessment (.)   for me (.)  that =  that 

definitely adds more weight to (.)  how it’s (.)  it feels =  it feels like there’s a lot more consequence 

and also a lot more reward for doing well (.)  I think I learnt a lot more about nationalism (.)  than 

about the other causes because there is that incentive and that reward (.)  and also potentially the 

consequences of not knowing (.)  uh so (.)  that answers the question (.) ” IM6, Improvement 

(Student 7 Class 1, Paragraph 50) 

 

Table 3 : SCoA Version III Summary Table of Statements 

 

Source: Brown 2017. Theme/sub-theme codes here were re-coded by the author but the statements are directly adopted from Brown. 
 

 

7.1.3 Impact/Effect 

The results in this study supports Andersson 2000’s study on the different impact of assessment 

for students. For instance, Thermometer or Side-effect: where grade becomes the goal and 
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knowledge as the means to achieving it. Student 1 talks about the feedback but shows 

significance of grade as goal: 

“ cause then I know what I can improve on for the next time (.)  cause like when I’m taking 

my next history essay, I’ll go back and look at these points like (.)  what did I struggle on (.)  

and what did I need to change (.)  like to get a better grade next time (.)Or to keep the grade 

I already have (.)   #00:10:18-1# ” (Student 1 Class 1, Paragraph 175 - 176) 

 

The IB Programme is a more theoretical education and most students who take this programme 

aim for further higher educations. As mentioned above  Comparison between different groups, 

these students will mostly aim for (good) grades  for selection to higher education. 190  In 

addition to this, the significance of grades to self-esteem also transpired in the interviews. This 

coincides with Andersson’s Assessment as Drugs: wherein grades can give self-confidence or 

‘knock someone down’. Student 2 got the top grade 6, Student 4 got a grade 6 and student 5 got 

a 4. They reflect the self-confidence that they either get or lose based on their grades: 

“ (.)  I was happy because I didn’t go with the safe route (.)   And I still managed to get a 

good grade (.) So that definitely encouraged me to try that other time (.) so not always go 

with the most obvious (.)  or the safest like answer (.)   #00:13:08-5#  ” (Student 2 Class 1, 

Paragraph 93 - 95) 

“oh (.) yea (.) I would’ve cried if I had gotten a 5 #00:12:28-3#” (Student 4 Class 2, 

Paragraph 141) 

 

Student 9 shows how assessments could affect confidence: 

“I think uh (.) when I wrote the test (.) I was feeling quite confident (.) after it.   Like I studied 

a lot, and I think I gave my best (.) and then when I got my grade I was like ok (.) like I gotta 

study more (.) (h)  so like I uhm (.)  I was kind of a bit lost after that (.)  like when my confidence 

was quite high and after the grade it dropped a bit but I feel like it did me more good than 

harm (.)  in the long run (.) ” (Student 9 Class 1, Paragraph 116-117) 

 

“I felt badly when I got it back (.) uhm (.) and (.) yea now (.) it’s like nagging in my head a 

bit (.) uhm (.)  ” (Student 5 Class 1, Paragraph 146)  

“uhm (.) will this be 100% of our autumn break grade (.)” (Student 5 Class 1, Paragraph 

151) 

 

Student 5 in the extract above asked the question whether or not their essay grade will make up 

for 100% of their History subject autumn grade because for the DP programme, students need 

at least a 5 in order to do a Higher-Level subject, which based on Table 2 the student intends to 

apply for History for DP years.  

 

Another effect provided by the students coincides with Andersson’s Strategic Study Orientation: 

Students adapt their studying techniques based on the assessment that they get. Most student 

have a pre-conception that a test is more facts-based and memorisation technique and essay 

entail more research and analysis. However, students from Class 2 acknowledge the fact that 
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they also used analytical skills for their short-answered question test, but they consider essay to 

require more analysis than their test. Student 8 did the test and was asked if the preparation 

would have been the same if the assessment was an essay: 

“ uhm (.)  no cause usually for essays (.)  I usually use more research skills (.)  I have to 

understand what I’m doing (.)  but I also (.)  say (.)  use a lot more research skills (.)  and then I 

usually don’t have to memorize (.)  say (.)  very specific details cause I can always go through 

(.)  like a note sheet I’ve taken (.)  ↓  and look at the specific events (.)  and then (.)  through the 

research skills (.)  you kind of learn ::  a topic (.) ” (Student 8 Class 2, Paragraph 119) 

 

 

Lastly the Average Person Perspective:  is also apparent in the interviews. Andersson argues 

that the grades are used as an evaluation of themselves. Furthermore, grades ‘are a way of 

assessing people’, and students compare to other students to determine their own performance 

as Peterson and Irving (2008) state. Student 4 shows this below. 

“→   you start comparing with the others (.) yea (.) you always do that (.) and then that’s 

what you shouldn’t do (.) cause there’s always people who’ got a 6+++’ #00:14:49-5#  

→ Interviewer:  but why did you feel like you had to compare?  #00:14:55-0#  

→ Student:  cause we always do that (.) [ sometimes] you wanna see if you’re better than 

someone 

Honestly (.) or sometimes you just wanna see (.) I don’t know (.) interesting #00:15:09-5#  

we always compare grades (.) (h) #00:15:17-5#” (Student 4 Class 2, Paragraph 186 - 201) 

 

 

Hence, students focus on grades as a mechanism to show their achievement and performance, 

their knowledge, and their personal development, and they also expect honest guidance and 

advice from teachers.191   

“I definitely got a grade that I’m proud of (.) so then it stayed good (.) (h)” (Student 7 Class 

1, Paragraph 70)  

I actually (.)  I was (.)   very unsure myself that I’d get a 6 (.)  like I wasn’t (.)  very confident 

I’d get a 6 (.)  as (.)  I just tried as hard as I can so (.)  but I wasn’t very confident I’d get a 6 

(.)  and then (.)  during the test (.)  you know (.)  there were some questions like (.)  ok I know 

this (.)  I studied this (.)  and then other questions I just sit down (.)  think a little ↑   more (.)   

#00:17:16-9#  ” (Student 8 Class 2, Paragraph 135)  

 

 

 

7.1.4 Requirement  

 Seixas and Ercikan (2015) points out that ‘due to the broad range of conceptions of history 

education, clear definitions of what is being assessed, that is, (the cognition model) are an 

imperative starting point. Unfortunately, the requirements and information on the specific 

assessment objectives presented in Figure 2 were not given to the students for any of the classes 
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before their assessment. They were handed out at the same time as returning their corrected 

assessments. Despite this, students claim that they had some knowledge about what was being 

assessed due to some advice and pointers that the author has given during the classes. 

 

“ ok (.)  but I thought it could be a bit more detailed because I remember the day when we did 

do go over it (.)  it was kind of stressed at the end of the class because we didn’t have time 

enough to go over it (.)  so it would’ve been nice if we maybe had more time to ask questions 

maybe? ” (Student 1 Class 1, Paragraph 182) 

 

“ yea (.)  I mean (.)  yea (.)  when you like said the lesson before (.)  you should have (.)  uh (.)  

like =  for =  like not =  not like (.)  say what it was the ↑   cause (.)  why it ↑   wasn’t (.)  and 

then also ↑   historiography (.)  like I followed that plan (.)  and I think (.)  it was pretty (.)  like 

(.)  clear (.)  to follow (.)  Like on some things that you mentioned ↑   later (.)  I mean I didn’t 

know (.) they were assessed necessarily (.)  but it was kind of like (.)  common sense (.)  it 

wasn’t that surprising (.) ” (Student 2 Class 1, Paragraph 135) 

 

Students were asked about what they learned from the test/essay and their response appear to 

be in line with Hypothesis 2. However, more students refer to Empirically Pragmatic Model 

(U.S.) where ‘historical knowledge and perspective’, and ‘historical analysis and 

interpretation’ as the goals being reached as part of their learning outcome. Common responses 

for Class 1 were formulating arguments, organising and learning how to write an essay, revision, 

research, analysis presenting different perspectives, understanding causes and consequences, 

change and continuity. For Class 2, most answers about the students’ learning outcome were 

understanding concepts, time management skills, learning about causation and consequences, 

historical perspectives, revision and organisation skills, memorisation and analysis. 

“ yea I guess ahm (.)  the essay like (.)  kind of like uhm (.)  it presented the facts in front of me 

in such a way that I kind of knew the history of the WW1 very well (.)  in the sense like uhm 

because we had to study for like an essay and had to kind of include everything (.)  so we have 

to study everything (.) so I guess that helped me understand WW1 much better (.)  well if it was 

like a test (.)  like where we had to memorise like those things (.)  uh if it was an essay, it would 

be much better because I would understand (.) them more because I have to include all those 

points (.) how this led to that (.) I can’t just say like ok this happened (.) so like this would lead 

to that (.)  I would have to give a bit of a background for that so (.) ” (Student 9 Class 1, 

Paragraph 25-36) 

 

 

Two students nevertheless show good historical consciousness when they applied their learning 

outcome from history to today’s situation: 

“…like I understood even more that really (.)  the extent that (.) you know (.)  imperialism (.)  

at all (.)  you know affected it (WW1) (.)  and (.)  of course I knew that they were you know a 

great like yeah (.)  empires and colonies (.)  that you really understood like (2)  how that 

affected (.)  the whole world   →  :  and (.)  you know maybe you kind of reflect on (.)  

considering today’s situation and I mean thinking about Belgium (.)  →  and looking at 
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Belgium for example where I lived in, just thinking about what a tiny (.)  you know country that 

is (.)  ahm (.)  you know not hugely influential in that sense =  it’s a pretty tiny country (.) ahm 

(.) then I didn’t  think of it in that way (.)  until I realised that they were part of this whole 

colonialism (h)  and (.)  that was (.)  that was like  ↓  wow [I thought times have really changed] 

(.) like it was pretty huge to see that (.)  and kind of [we’ve come so far] #00:12:34-2# ” 

(Student 3 Class 2, Paragraph 154 - 156) 

 

“…let’s see (.) and just like imperialism and like (.) why (.) →   African countries now (.) 

speak French and German (.) the history behind that (.)  I thought that was interesting ” 

(Student 6 Class 2, Paragraph 99) 

 

Although the concept ‘assessment for learning’ (AfL) was not prompted nor mentioned when 

asking about their perspective on assessments, it emerges in their responses especially when 

talking about the purpose of assessment as shown above. Students are therefore aware of their 

assessments as part of their learning as well as to improve their learning. 

7.2 Students’ Conceptions on Assessment for Learning (SCoAfL) 
In this study, the focus is on the graded assessments for each class and consequently, only the 

feedback from teacher.192 Unlike DeLuca et al 2018, the results will therefore not present peer- 

or self-assessment as part of AfL approach nor will it present other forms of (non-graded) 

assessment although they were sometimes brought up during the interview. Contrary to 

Peterson & Irving, students did not link their assessment to feedback inextricably. Only 1 

student directly linked feedback when asked about assessment. 

 

7.2.1 Feedback 

Similar to DeLuca et al 2018, students noted that they receive different amounts and types of 

feedback in different subject.193 The feedback given to each class differed from each other. For 

Class 1, students’ essays were numbered as reference and longer comments were written in a 

separate word document for each student. Each number coincides with specific feedback on 

their essay which they can refer back to. Each feedback was printed out and given to each 

student together with their essay (See Appendix 4: Examples on Student Essay feedback for 

Class1).  For Class 2, comments were hand-written directly on students’ tests. The comments 

were therefore slightly less than Class 1. Both classes were also given general feedback as a 

group prior to receiving their individual feedback. Each student was also given the chance to 

book a meeting the week after receiving and reading their feedback. It should be noted that no 

one booked for an extra feedback meeting. 
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The results show that there is a common positive response regarding the feedback. Most of the 

times, students compared the feedback given to them to other teachers’ feedback in order to 

show how and why they appreciated the feedback. Students also valued feedback to support 

their learning. Additionally, although the students are clear about their statements about what 

they can improve on, they indirectly state that they also know how to improve which are marked 

boldly on the extracts below: 

“ actually (.)  I think it’s the one of the best feedbacks I’ve ever gotten (.)  I’m actually 

completely honest now (.) →  cause I love how you structured it =  how you wrote like points 

in the essays and how you like kind of write the number on the paper and the feedback note 

so it was really easy to go back and actually see what you did wrong (.)  because mostly it’s 

just like they (teachers) kind of write scribbly notes like at the end of the essay and your grade 

(.) But I really like points (.)  like specific points that you can improve on (.) I think that was 

really like [helpful] (.) cause then I know what I can improve on for the next time (.)  cause 

like when I’m taking my next history essay, I’ll go back and look at these points like (.)  

what did I struggle on (.)  and what did I need to change (.)  like to get a better grade next 

time Or to keep the grade I already have (.)    (Student 1 Class 1, Paragraph 169 - 176) 

 

“ →   better than ↑    many other teachers (.) [ won’t mention any names]   

Interviewer:   no that’s fine (.) but what do you mean better than other teachers?  

Student:  uh (.)  you left comments where we didn’t get marks (.)   So you knew exactly what 

to think of the next time (.)  Cause some teachers just (.)  don’t mark it very (h)  yea…I will 

never forget to link why it’s significant for the war (.)  (h)  (Both laugh)  Cause I lost a few 

marks there (.) yea (.)  no (.)  other teachers wouldn’t really give us feedback. For essays they 

do (.) but for biology test it’s like (.) ’why didn’t I get a mark’ and it was like ’you have to 

ask’ (.) same for Swedish and  

Interviewer:  → and is that very important for you as a student (.)  you think?   

Student:  uh (.) yes (.) I like getting feedback (.) cause you never forget the feedback (h) or if 

you do something terrible mistake (.) or I don’t know slarvfel (Student 4 Class 2, Paragraph 

210 - 230) 

 

“ uhm for the feedback (.)  I think it was quite good (.)  I think the feedback you gave me (.)  

I think like how you like write down the numbers ( )  I think that was creative (.)  cause that 

like each point, we got a lot more feedback cause compared to the other teachers they just 

write like in like two three short sentences (.) but for yours like it was like proper (.)  and like 

you could see in detail what went wrong (.)  so I think that was good (.)  that was a good 

thing ” (Student 9 Class 1, Paragraph 125) 

 

“feedback (.)  I think uhm (.)  I found it useful (.)  because what uhm (.)  where hm (.)  I forgot 

some details (.)  there was just some feedback (.)  clear feedback of what I could have 

improved on (.)  what I could’ve written (.)  so it’s easy for me to (.)  to (.)  to know that the 

ways that I could’ve developed my arguments and (.)  → uhm (.)  cause sometimes (.)  you 

just get back test with the grade on (.)  and with no feedback and it doesn’t help you (.)  like 

learn the stuff that you didn’t (.)  missing out or that you’ve yea (.)  So that’s really helpful to 

a student (.)  because  then you’d know (.)  ok I need to revise (.)  like you know what you 

need (.)  so you know what  [ to ] [  improve on ] yea (.)  exactly ” (Student 3 Class 2, 

Paragraph 354-357) 

 

“ well it was good for one (.)  now that I know when you have a b c d, not to answer this as 

a big essay question (.)  (h)  but individually (.)  uh (.)  I know that now yea (.)  and then you 
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also get to see how teachers grade ::  and what they’re looking for (.)  and when you look 

through the tests (.)  you can say ok (.)  uh (.)   for this question maybe I should’ve explained 

or give more examples (.)  so you can kind of see in your head (.)  ok for next (.)  for the next 

test (.)  I should probably include more examples (.)  or more analysis (.)  uh (.)  you kind 

of =  you kinda =  you kind of see how it’s graded (.)  so you know for next time (.)  what you 

should be aware of (.) ” (Student 8 Class 2, Paragraph 139) 

 

7.2.2 Assessment for Learning (AfL) 

When students were asked what they learned first specifically from their test/essay and how 

they think assessments in general help students and their learning, most learning outcomes were 

similar and the only slight difference is their perception of the test having to learn more factual 

knowledge and the essay more analytical skills. However, causation and analysis, context, 

different perspectives, retaining information, understanding concepts and improving different 

historical skills emerged as common learning outcome. Student 3 captured this extensively 

throughout:  

“ uhm (.)  well obviously  I learned a lot of (.)  like a lot of facts about people (.)  and (.)  and 

also (.) uhm (.)  I think it was kind of cool when we looked at all the different countries (.)  

and the different policies and then we kind of (.)  uhm (.)  and then everything kind of (.)  like 

all the puzzle just kind of you know (.)  connected cause then  you’d =  you could see like the 

connections between what happened in one country and that could lead to something at 

another country and like a (.)  global conflict that I felt uhm (.)  that kind of connection was  

(.)  I think was something that I learned …It was a bunch of different branches, and how does 

this all go together, but then in the end it really made sense (.)  because they all connected I 

think (.)  uhm (.)  … but I think it I got a better view of (.)  chronologically (.)  like how one 

thing (.)  led to another thing (.)  like uh (.)  like the causes of things and the consequences 

(.)   so (.)  that made it pretty easy because you really (.)  you work with the causes and 

consequences…so it was very clear like one thing happened and led to this (.)  it was kind of 

clear to have (.)  you know this structured (.)  and it’s easy  to understand the concepts (.)  

when it’s (.)  when you get to study it like that (.)  do you know what I mean?↑yea one thing 

leads to another so it makes perfect sense ” (Student 3 Class 2, Paragraph 120-130) 

 

“ now ↑   I’m kind of surprised because I still remember (.)  most of it (.) cause normally 

when we study a lot of facts for test (.)  you tend to forget them after a while  (.)  But when 

you study it more in this way like we did now (.)  like bigger connections (.)  and uh (.)  you 

know (.)  uhm the bigger picture it’s easier to remember (.) ↑   like it’s not just a bunch of 

facts that you have to learn (.)  you had to really understand it (.)  which makes it easier to 

remember like I have a chemistry test now in a couple of weeks (.)  that those kind of facts 

will be harder for me to remember (.)↑   whilst THIS sticks I think more ” (Student 3 Class 2, 

Paragraph 181-183) 

 

 “ because uhm (.)  I find uhm like (.)  these questions you really get to explain a bit more (.)  

almost easier than multiple choice questions (.) When you’re talking about big concepts you 

know (.)  I appreciate that there was a question that you got really really (.)  like you could 

show everything you knew about it (.)  and there was no way to misinterpret the question (.)  

it was just straightforward in explaining all this (.)  and (.)  so (.)  uhm (.)  we were really 

assessed on (.)  the things and the concepts that we’ve been taught (.)  not only like singing 

back facts (.)  or just details (.)  but rather like (.)  yea the big picture (.)  yea and I like that 
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because yea (.) and you really got to show (.)  how everything you know (.)  was connected  ” 

(Student 3 Class 2, Paragraph 387-392) 

 

7.2.3 Influence  

Students from both classes agree that the assessment helped their learning. However, it is worth 

noting that this part will show how other assessments – the non-graded ones- were brought up 

by the students. For instance, students agree on the importance of the lessons, homework, 

presentations during the lessons, the mind maps and the quizzes both online and the small white 

boards for their knowledge and learning. In fact, Student 6 below, claims that the class non-

graded assessments helped more than the test itself. 

 

“I guess like uh (.) when we did the quizzes (.) like uh (.)  kind of like those quizzes where we 

actually write the reasons on the white board?  yea the competitions  (.)That really helped 

me (.)  I kind of like solved all the answers and I knew that this was wrong and this was right 

(.)  and that this would not be enough and I would need to expand on that (.)  so like all those 

different answers gave me perspective I guess (.)” (Student 9 Class 1, Paragraph 91 - 94)  

 

“ because I don’t think I could’ve (.)  I don’t think essay was (.)  I think the lessons alone (.)  

were a lot of it (.)  and then the essay as just the extra push to (.)  understand it fully and to 

connect it like (.)  to connect everything that we learned (.)  ” (Student 2 Class 1, Paragraph 

208) 

 

“ Uhm (.)  and so that helped Uhm (.)  =  what did we do =  we did (.)  Uhm (.)  I don’t know 

if the competitions maybe they helped me a little bit but that was (.)  that made it more fun 

(.)  I think (.) uhm (2) gosh uhm (.)  I would say this Cmap helped me a lot too because then 

I really got an overview of everything (.)  cause at the beginning there was so many different 

aspects of like everything was just (.)  you know (.)  it was just chaos in my head but you know 

I got a really good like overview of that when I did the cmap (.) ” (Student 3 Class 2, 

Paragraph 236) 

 

“ I feel like what we did in the class was a lot more memorable  than what we =  what we 

did for the test (.) ” (Student 6 Class 2, Paragraph 265) 

 

 

Students therefore perceive their graded assessments as important for their learning and there 

were not much of difference in learning outcomes as well as students were aware that there 

were other factors, such as the non-graded assessments, that were important to their learning as 

a whole. As a matter of fact, when comparing class results in Table 2, the average scores were 

not much different apart from an outlier student 12, most students got 82% (and above) correct 

answers. However, it is important to note that individually, students 9 and 5 from class 1 who 

received grades 4 (one of the lowest grades in the group) got higher result in the quiz. The 

learning outcome between the two classes therefore does not appear to differ significantly when 

measured by retainment of information shown on Table 2. 
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7.3 Issues 

When considering the influence of having previous knowledge (content knowledge) and the 

reading and writing – language - requirements for the assessment,  Table 2 presents that even 

students with no previous knowledge were able to attain the highest grade such as students 3, 

12, 13, 15. Indeed, most students only had minimal previous knowledge on the causes of World 

War One.  

“ not much (.)  well we did a lot about WW1 (.)  back in MYP 3? Like ’åtta’ (.)And uhm (.)  

we didn’t focus like on the concepts (.)  we focused on (.)  like the actual event itself (.) so (.)  

we talked about the battles (.)  like the different battles and stuff (.)  and like the assassination 

of Franz Ferdinand (.)  that was like (.)   very familiar when I =  when I came here (.)  when 

we learnt ( ) ” (Student 6 Class 2, Paragraph 86) 

 

“ cause like (.)  there was a lot of (.)  we covered a lot of that in the class (.)  so like (.)  it all 

like stuck (.)  so like when we actually did the test (.)  I feel like (.)  it was like (.)  even though 

there was a lot (.)  …  well I still like (.) remembered like (.)  most of it (.)  I’d say (.) ” (Student 

6 Class 2, Paragraph 181) 

 

 

Moreover, most students show difference in interpretation of WW1 after the unit in Pre-DP. 

“ So from seeing Germany as the main kind of villain of Europe (.)  to I think (.)  I found  them 

more like (.)  complex or (.)  I =  I’ve understood like the complexities of World War 

interactions (.)  it’s not just like one bad country (.)  it’s a lot more advance than that (.)  and 

I definitely think that this unit’s helped me to understand that (.) ” (Student 7 Class 1, 

Paragraph 43) 

 

 

Although language was heavily considered in this study, the burden of understanding the 

students’ answer to the test questions or essay question have been challenging. The separation 

of assessing historical thinking from literacy skills is more difficult to apply than what is 

expected. When students write essays or answer the questions, there is the difficult task of 

understanding the students’ point of view based on their language and their writing skills. This 

has led to a more challenging assessment due to the loss of meaning or unclear arguments. 

However, according to most of the students, language did not seem to affect their skills when 

doing the assessment: 

“ a bit (.)  but may not that much (.)  uh (.)  now (.)  because I’ve learnt to think in English (.)  

as well (.) uhm (.)  because before I had some issues (.)  I thought in Swedish (.)  then when 

I’ve translated it (.)  when I wrote it (.)  there were like some issues with understanding what 

I wrote (.)  uhm (.)  but now I felt (.)  I feel like I have improved (.)  a lot in that area (.) ” 

(Student 5 Class 1, Paragraph 108) 
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Thus, the issue of content knowledge and language presented by Ercikan and Seixas 

(2015) seem inconsistent with this study. 

 

7.4 Validity 

Teachers need to determine the accuracy of the assessment in reflecting the students’ history 

knowledge and thinking and could be a limitation to this study, specifically applicable to Class 

1. There are students in Class 1 showing excellent understanding and analysis during lessons 

and verbal interactions but performed almost inadequately in the in-class essay-writing 

assessment. It could be argued that the writing requirements for this assessment makes the 

assessment of the student’s historical thinking slightly inaccurate due to the barrier of English 

writing skills. Most of the students have studied history in Swedish and are not fluent in written 

English. Perhaps these same students would have performed better in the short-answered 

question test that was given to the other class due to the less requirement of coherent arguments 

in an essay.  Although most students from both classes state that their assessment was able to 

reflect their knowledge, there was a slight difference in what students have focused on learning. 

Class 2 students asserted that the test was extensive and therefore able to provide accurate 

reflection on their entire knowledge about the causes of WW1. Although one student mentioned 

one thing that is common for both classes, the time limit:  

“ well (.)  like there was a few questions (.)  that I missed because (.)  I went to detailed into 

other like (.)   ↑   questions (.)  Think of like (.)  for example (.)  like the disruption idea 

question (.)  I completely missed that one (.)  because I went more deep into the other one =  

the other topics (.)  and like (.)  I think I needed more time for it basically (.)  ” (Student 6 

Class 2, Paragraph 186 - 187) 

 

 

The slight difference is illustrated by students from Class 1. They maintain that they focused 

more on reading and writing about nationalism. Therefore, the essay writing reflects mostly 

their knowledge on nationalism but not to the same extent for the other factors. From this, it 

could be argued that the test slightly more valid to show the students’ historical knowledge.  

Indeed student 1 states that the test may have been able a more appropriate to show their full 

historical knowledge. 

 

“ of course it did to some extent (.)  but not (.)  maybe not to a great extent (.)  I mean it 

focused a lot on like the cause of nationalism (.)  and then that kind of opened up into other 

causes but (.)  it wasn’t like (.)  a test could probably have included more (.)  [maybe] (.) 

cause then you’d have questions like about different topics as well (.)  you kind of go into like 
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a lot more areas maybe (.)  because it was more focused on nationalism =  and then 

nationalism can be related to maybe militarism as well (.)  and you can relate it to different 

topics as well (.)  but I think a test you would have to get over all of them maybe more (.) ” 

(Student 1 Class 1, Paragraph 214-216) 

 

On the contrary, the students in class 1 did not have as many questions regarding the essay 

question given to them in advance, while class 2 had a number of questions regarding clarifying 

some of the test questions given to them during the test. It is possible that class 1 did not have 

as many questions regarding their task because they had a session during class where the 

expectations for the tasks were explained and outlined while the class 2 have only been given 

a brief description about their test being as a combination of short-answered questions and 

knowledge-based questions. Hence, it can be argued that from this perspective, the essay is 

more valid in showing students’ historical knowledge as stated by Ercikan and Seixas above.  

 

On the other hand, students from both classes have different preferences when showing their 

historical knowledge (specifically about the causes of WW1). When asked about their preferred 

type of assessment/s to show their understanding and historical knowledge student 1 captures 

this by stating: 

“  I don’t think there is like one best way to do it (.)  but I feel like (.)  I mean an essay is very 

good but I also like when you have to do some kind of variety (.)  that’s what I think (.)  cause 

like if you have essay tests throughout the whole year it might get a bit boring eventually and 

you feel like you’re not maybe trying new things so I think a mix of tests and maybe 

presentations and essays is a good mix ” (Student 1 Class 1, Paragraph 228) 

 
 

Lastly, students’ perception on the standard of their assessment were generally positive. Most 

agree that the standard was attainable challenging enough to cover the unit’s topic: 

 

“ no (.)  I =  I =  I’d say uhm (.)  based on what I got (.)  I feel like I did well (.)  so obviously 

it’s not unattainable (.)  and I feel like the things that I missed out on (.)  were things that 

were (.)  would’ve been difficult to implement but definitely possible (.)  so I feel like  (.)  it’s 

uh (.)  I could definitely have gotten (.)  I feel like definitely if I would’ve done the essay again 

(.)  I could’ve gotten a 6 (.)  uh (.)  based on like (.)  so I =  I think it was good (.)  I feel like 

(.) 

5/6 exactly (.) so I feel like could’ve (.) it’s definitely within my ability to reach the highest 

level (.) uhm yea ” (Student 7 Class 1, Paragraph 79-81) 

 

 Well I thought the test (.)  it was at a good level (.)  because it wasn’t easy (.)  I’d say there 

=  there’s no question (.)  there were no questions on the test that you can simply answer (.)  

you have think about (.)  even the first question (.)  just a b c d (.)  it’s still (.)  really had to 

think about it (.)  so it wasn’t =  it was definitely not an easy test (.)  but it =  it also wasn’t  

like (.)  hard (.) so hard that you couldn’t answer (h)  the questions so (.)  uhm (.)  I thought 

=  I thought it was pretty good because it challen =  it challenged you ↑   (.) ) It wasn’t too 
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easy (.)  it was at a good level (.) and it was about what we covered in class (.)   yea (.)  I mean 

you did the grading really fast (.)” (Student 8 Class 2, Paragraph 143-146) 

 

 

Nonetheless, two students felt the standard was high and unattainable. Student 5 stated that time 

was a crucial factor and a learning process that needs improvement - to write in-class essays 

faster. Student 9 claims the information was a lot due to the lack of previous knowledge and 

lack of interest in the subject history. The student as shown in Table 2, made clear that history 

is not a chosen subject for the DP years.  

 
“ In that time limit (.)  it was  (difficult)” (Student 5 Class 1, Paragraph 81) 

“ it was good because there were =  there were actually a lot of things that you could say (.)  

uhm (.)  yea ” (Student 5 Class 1, Paragraph 85) 

 

“ I guess it was pretty high (.)  uhm (.)  

“ I feel  like that the bar that was set was quite high but I think it was only me (.)  cause like 

a lot  and many people got like very good grades (.) ” (Student 9 Class 1, Paragraph 129-

131) 

 

 

  

 

 

 

 

 

 

  

190 Peterson & Irving 2008, p.240. Andersson 2000, p.138. 

191 Peterson & Irving 2008, p.240. Andersson 2000, p.138 

192 During the course of the WW1 module, other forms of assessment were carried out such as homework 

(reading and writing), competitions, quiz online and mind maps (Cmaps). 

193 DeLuca et al 2018, p.88. 

 



 48 
 

8 Discussion: 

This study is one of the few studies to investigate upper secondary IB (International 

Baccalaureate) students’ conception of assessment in Sweden. The general understanding of 

assessment, the purpose and impact of two specific test designs in history from the students’ 

perspective examined here make this study also one of the first. It is probably the first 

qualitative study to apply Brown’s (2017), and Peterson and Irving’s (2008) model of students’ 

conception of assessment (SCoA) to Swedish a study. The first hypothesis here is that the study 

will find similar conceptions to those of Brown’s and Peterson and Irving’s models. This is also 

specifically applicable to the purpose of assessment for improvement of teaching and learning 

– assessment for learning. This is nearly supported as all four conceptions were evident, but 

three conceptions were mostly mentioned by students. The three most occurring purposes are: 

assessment is for learning improvement, assessment describes learning progress, and 

assessment makes student accountable. ‘Assessment is irrelevant’ is rarely mentioned by 

students. Perhaps the reason for this is that the IB programme is one of the upper secondary 

programmes in Sweden with high entry requirements and it is introduced as a (theoretical) 

preparatory programme for higher education. Therefore, students most likely prioritise 

education and grades and therefore find assessments significant rather than irrelevant. This 

could also be the reason why this study show that students generally have a positive feeling 

towards assessments and that the only negative feeling evident was about the lack of time. In 

addition, the findings show that students are highly aware of their assessment as either part of- 

or is for the improvement of their learning. This awareness could also be explained by the 

likelihood of students to pursue further education. Conducting further study including students 

from other programmes could confirm this supposition.  

 

Additionally, the assessment examined in this study is limited to the graded assessment. 

Although other forms of assessment were used during the lessons for the unit, the analysis of 

‘assessment for learning’ AfL focused on their final and graded assessment. However, student 

identified these in their interviews and assigned their significance for their entire learning of 

the unit. This study could perhaps be improved if more forms of assessment are to be included 

for analysis. Moreover, as part of AfL approach, peer assessment and self-assessment were not 

incorporated in the study. As a matter of fact, the IB programme and perhaps IB teachers do 

not seem to apply these types of assessment. However, based on Peterson and Irving’s (2008) 

study, most students value teacher’s feedback the most, nonetheless. This does not mean that 
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the benefit from peer- or self-assessment is minimal. This could also be examined further in 

order to fully analyse students’ conception. 

 

Students’ conceptions on the impact or effect of assessments show that there is a number of 

ways that it affects them. The effects of assessments were in line with some of the effects 

presented by Andersson’s (2000) study. The side-effect of assessments converting grades to 

becoming the goal rather than knowledge however can question the genuine learning of the 

students. Furthermore, it is also interesting to note how students state their preparations for the 

tests and essay differed slightly despite the teacher’s intention and goals to capture the same 

learning outcome for content and skills, analysis and understanding on the causes of war. This 

could probably be improved if the requirements for the assessment and information on what the 

students are being assessed on are properly introduced prior to their test taking. Moreover, the 

findings about students’ comparison of grades are interesting to note because that way of 

measuring self-performance could have repercussions to students’ motivation. Conceivably, 

this could be another interesting approach for further review or research. 

 

In keeping with hypothesis 1, students’ conceptions of assessment would be focused on grades 

as a measure and description of their performance, and it would be centred on their own interests 

and needs and there was a strong focus on the need or desire for performing well to attain good 

grades. However, the study focused only on graded assessments which could also be argued as 

a distorted result. In fact, the IB programme provides final grades only after DP 2 examinations, 

which are based on the subjects chosen by the students. The grades given at Pre-DP, especially 

for those choosing history for their DP years, would not be included in their final grades. 

However, these grades are the basis for entry and subject choice to DP programme. This means 

that the grades given to students who would like to choose history for their DP years will be 

used for student selection. Moreover, for students who do not choose history for DP years would 

keep the history grades as their final grade Swedish compulsory History course when applying 

for higher education in History.  

 

The second hypothesis here is that the IB history model (above) appear to be a combination of 

both the U.S. and European model, which means the goals achieved in this study should show 

the development of  historical knowledge and perspective, the use of historical analysis and 

interpretation, and historical consciousness as part of the learning outcome of doing the 
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assessment. A suggestion for improvement shown in this study, is to inform students clearly on 

the assessment objectives prior to conducting the assessment. Nevertheless, when students were 

asked about their learning outcome, their responses were almost consistent with hypothesis 2. 

The historical consciousness: “studying history develops an understanding of the past, which 

leads to a deeper understanding of nature of humans and of the world today”194 was only evident 

from two students. Perhaps the reason for this is the lack of information on the goals of history 

education given to students prior to the assessment or in the introduction of teaching history to 

students at Pre-DP level.  Another reason for this could be the lack of question to address this 

goal when designing the assessment. In fact, as mentioned earlier, the IB programme history 

assessment objectives illustrated above does not include any recommendation on how to assess 

the ability of the students to ‘reflect upon their own and others’ use of history in the present, 

the relationship between past and the present’. This could perhaps be another suggestion for 

improvement especially if one of the history aims provided above is to ‘increase students 

understanding of themselves and of contemporary society by encouraging reflection on the 

past”. 

 

The last hypothesis here is that there would not be any difference in terms of the learning 

outcome despite the difference in the test design due to the same goals for the assessments. The 

goals are to develop the students’ historical knowledge and perspectives on the causes of World 

War One and to improve historical analysis and interpretations for the topic. This is nearly 

supported because most learning outcomes were similar, and the only slight difference is their 

perception of the test having to learn more factual knowledge and the essay more analytical 

skills. Students from class 1 also mention that they have more in-depth knowledge about the 

concept nationalism due to their essay question (see Appendix 1 below). Identifying causation, 

understanding context and concepts, different perspectives, retainment of information, and 

improving different historical and analytical skills emerged as common learning outcome.  

Furthermore, the results from the quiz online show that the students have shown similar 

capacity to retain information despite the different test designs. Whether this could be explained 

by the fact that the group of students in this study are IB students is again another factor to be 

examined. 

The study also calls for some improvements on a number of things. The group of students 

interviewed could perhaps include a wider range of grades as a result. As previously mentioned, 

most students who volunteered are students who achieved some of the highest grade, therefore 
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the reflection of this study might be slightly skewed. In addition to this, when analysing the 

issue of language as a barrier for assessing appropriate knowledge, the results show that 

students did not see it as an obstacle. However, most of the students interviewed, and in fact 

most students in the IB programme, have mainly gone to international schools, or have lived 

abroad where they were already using the English language. Moreover, the interview questions 

could perhaps be improved in order to capture better analysis. An example of this was the first 

question “How did you feel about the test/essay?”. It could be reformulated to “What can you 

say about your thoughts on this assessment?”. The purpose of this is for example to analyse 

whether the inextricable link between the assessment and feedback would be reflected.   

Data from this study are reflective of students in one specific programme in one IB school and 

one specific year of that programme as well as specifically addressed for history subject. school 

district in South. Future research should extend data collection to include students from other 

years, programmes, subjects and schools. In addition, a quantitative study could be important 

to conduct as a complement to this study as well as additional analysis on AfL approaches. 

Lastly, it could be argued that the interview should be conducted by someone else than the 

author who also conducted the lessons and the assigned the grades and feedback for the students 

interview to capture sensitivity to the answers of the interviewees.  

 

 

 

 

 

  

194 IB DP guide 2017, p.6 
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9 Summary 

This paper examines students’ conceptions of classroom-based assessment for learning history 

specifically on the unit- long term and short-term causes of WW1. This is done by analysing 

student’s perspectives on two different written and graded tests in history. The participants in 

this study are first year upper-secondary Pre-DP (Diploma Programme) students from two 

different classes within the IB (International Baccalaureate) Programme. Twenty students 

volunteered to participate in the study. Class 1 was given the in-class essay with one essay 

question, while Class 2 was given in-class test with short answered questions. Both tests were 

handwritten. The data in this study is based on qualitative semi-structured interviews with 

students who volunteered from each class. The students were requested to do a multiple-choice 

online quiz three weeks after taking their tests/essay as part of the study. This research addresses 

three questions. The first question ‘How do students perceive written tests in terms of their 

purpose and effects in general, and specifically on the purpose assessment for learning? Do 

students initially perceive assessment as beneficial for the improvement of their learning?’ The 

results show that there was a generally positive feeling about the assessment from students in 

both classes. However, there is a consensus on the slightly negative feelings about the lack of 

time. Students also regard assessment as important because of the potential reward or 

consequence that it entails. The three main students’ conceptions of ‘assessment purposes’ 

found in this study is that assessment makes them accountable; that assessment describes and 

measures their learning progress and thinking; and assessment improves the quality of student 

learning. Students have emphasised their willingness to do well as there is an incentive for 

reward through high grades and better future potential. Moreover, students mainly agree that 

teacher use assessment for improvement and to verify and measure students’ understanding and 

learning, and to check their progress. Based on assessment teachers can improve their teaching 

and students’ learning. The test and in-class essay writing have varying effects or impact on 

students. Andersson (2000) captures most of the impact of assessment for learning. One side-

effect of graded assessment is that instead of acquiring knowledge as goal for students, grades 

(from the assessment) become the goal, while knowledge therefore becomes the means to 

achieve a certain grade. When comparing to other groups of students, IB programme is a more 

theoretical programme and students in this study aim to get good grades. This is because most 

IB students would likely aim to pursue higher education. Assessment can also have an effect as 

drugs, which is evident in this study. This means that assessment either gives or takes away 

self-confidence. Since students adapt their strategic study orientation based on the type of 



 53 
 

assessment, it could have an impact on their learning. Students in this study, especially from 

class 2, typically acknowledge the fact that they also used analytical skills for their short-

answered question test, but they consider essay to require more analysis than the test. 195 

Students also perceive grades as a way of assessing people and the results here show that from 

the ‘average person perspective’, Pre-DP students compare their grades to see if they are ‘better’ 

than their peer, or to know at what level they stand.  

The students also show their understanding of their assessment as part of- or for the 

improvement of their learning even when the concept ‘assessment for learning’ was not 

prompted or introduced. This means that students generally perceive the purpose of assessments 

is also for their learning. The results show the importance of feedback to students and their 

learning. Consequently, there is a common positive response regarding the feedback. Most of 

the times, students compared the feedback for their test to other teachers’ feedback in order to 

show how and why they appreciated the feedback. Students also value detailed feedback that 

show what and how they can improve. In examining the influence and significance of their 

assessment in contributing to their (entire) knowledge about the causes of WW1, the importance 

of other assessments - non-graded - and the history lessons were brought up by the students. 

For instance, students agree on the importance of the homework, presentations during the 

lessons, the creation of mind maps, the in-class competitions and the quizzes for their 

knowledge and learning. 

 

The second question for this research is “What goals of history education can be achieved in 

conducting different tests?”  The aim for the unit is to understand different interpretations of 

the causes of World War One, based on mainly historians’ accounts but also on some primary 

sources. Although the students were only briefly informed of the targeted construct, their 

statements about their learning outcome show how the goals of developing historical 

knowledge, and understanding concepts, context, events, and use of historical sources are 

achieved. This is also evident despite the lack of information on the assessment objectives prior 

to their test. Furthermore, their statements also present the goals of developing analytical skills 

and interpretation of different perspectives as products of their assessment. In addition to this, 

their understanding of the past, ‘which leads to a deeper understanding of nature of humans of 

the world today’ was also an achieved goal although to a lesser extent. Thus, students also show 

‘historical consciousness’ as another goal of history education achieved from the assessment. 
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This provides evidence of the IB Programme Model of history education as the combination of 

the U.S. model and the European model mentioned above. 

 

The last question addressed in this study ‘Do students' learning (outcome?) differ depending 

on the design of the test/exams and exam questions – short-answer questions or essay 

questions?’ Students’ conceptions about their learning outcome does not seem to differ due to 

different designs of tests. When students were asked what they learned from their test/essay and 

how they think assessments in general help them and their learning, most learning outcomes 

were similar. Most agree on their deeper understanding of context and different perspectives, 

retainment of information, knowledge of concepts, and improvement different historical skills 

such as research and analysis skills, identifying cause and effect connections, application of 

historical knowledge, analysis of evidence in order to draw sound conclusions, , and depiction 

of insightful accounts of the past’ emerged as common learning outcome. Moreover, the results 

of the online quiz done by the students three weeks after their tests show similar retainment of 

information. This further shows the similar learning outcome between the classes despite the 

different test designs. Nevertheless, the slight difference that emerged from the study is how 

students in class often state that they have learned a bit more specifically about nationalism as 

a concept due to their essay question.  

 

This study is one of the first in Sweden to examine students’ conception of assessment by 

applying Brown’s (2017) SCoA codebook and Peterson and Irving’s model. The results can 

provide insight to how assessments can help students learn and should be utilised by educators. 

However as previously mentioned in the discussion, there are a number of improvements that 

can be applied for further and more robust research.  

195 This idea is also a shared conception by students from class 1. 
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11 Appendices 

11.1 Appendix 1: Class A – Essay Question 
 

 

 

To what extent can it be argued that nationalism was the cause of World War One? 

 

 

 

 

 

 

 

 

 

11.2 Appendix 2: Class B – Test  

Pre-DP – History WWI 

November 2019  

 

Name……………………………………………….......... Class……………. Date…….......... 

 

1. Place the following in the correct chronological order: 7p (A-H: Austria-Hungary) 

 

a. Bosnian Crisis – 

b. German Blank Check to A-H 

c. Assassination of Franz Ferdinand 

d. Balkan Wars – 

e. 1:st Moroccan Crisis – 

f. Agadir (2nd Moroccan) Crisis 

g. A-H’s Ultimatum to Serbia – 

h. Britain declares war on Germany– 

i. Anglo-French Entente Cordiale – 

j. Germany declares war on Russia – 

k. Franco-Prussian War – 

l. Reinsurance treaty not Renewed- 

m. Congress of Berlin– 

n. German Unification 

2. Why are the following significant causes for the outbreak of WW1? 18p 

 

a. Imperialism and Economic Rivalry 

b. Nationalism 

c. Disruption Idea 

d. Alliance System 

e. Militarism 

f. Internal problems 

 

3. Why were the Austrians so keen on attacking Serbia?   4p 
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4. Account for and state the significance of the following: 6p 

 a) Moroccan Crisis 1905 

 b) Bosnian crisis 1908   

 

5. Account for 3 different historiographies on the debate about the ‘war guilt’: 12p 

   

 

6a. "The Chief  of the General Staff, General von Moltke, was on the other hand in favour of 

declaring war, because our plan of mobilisation, providing for a war on two fronts, required 

that military actions be immediately taken, and because our hopes of success against an 

enormous superiority in numbers was dependent on the extreme repidity of our movements." 

(The German Chancellor in 1914 Bethmann Hollweg, in his memoirs from 1920) 

What ”plan of mobilisation” does the German Chancellor refer to? 1p 

 

6b. From a ruler in Europe 1914: 

.....”you can be certain that I will stand behind you and  I’m ready to draw the sword whenever 

your action makes it necessary.....Whatever comes from Vienna is for me a command”. Who is 

“I” in this document? 1p 

 

6c. During the Potsdam War Council:   

Chief of the General Staff von Moltke declared: “I believe war is unavoidable…It was the Navy 

Secretary…who expressly demanded a postponement of the great fight for one and a half years.” 

Who was the Navy Secretary? 1p 



 

 

11.3 Appendix 3: Quizziz questions and results: 

Quizizz: Causes of WW1 

Quiz started on: Sat 30, Nov 03:18 PM Total Attendance: 21 Average Score: 42700 

        

Questions Class Level Player Level 

# 

Correct 

# 

Incorrec

t 

  

        

What is the belief that a people who 

share a common language, history, 

and culture should constitute an 

independent nation, free of foreign 

domination? 

20 0 nationalism 

What is the belief or desire of a 

government or people that a country 

should maintain a strong military 

capability and be prepared to use it 

aggressively to defend or promote 

national interests? 

19 2 militarism 

Causes of WW1:  agreements or 

promises to   defend and help another 

country; pact / promise is known as 

______________________________

________. 

20 0 Alliances 

Causes of WW1: trying to build up 

an empire (powerful country that 

controls several less powerful 

countries) is known as 

_______________________. 

20 0 Imperialism 

Causes of WW1: having pride in 

your country,   willing to defend it 

(no matter the cost) is known as 

______________________________

_. 

19 1 Nationalism 

What is militarism? 19 1 The build up of weapons in preparation 

for war. 

Which country challenged Britain's 

economic strength at the turn of the 

century 

19 1 Germany 
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The demise of which Empire led to a 

power vacuum in the Balkan region? 

20 0 Ottoman 

Which countries had an interest in 

the Balkans 

17 3 Serbia, Austria Hungary, Russia 

The Russian-backed movement to 

create a homeland for the Slavs was 

called: 

20 0 Pan Slavism 

Why was Russia interested in the 

Balkans? 

13 7 They wanted access to the 

Mediterranean, Because they were the 

defender of the Slavic people, To keep 

Austria- Hungary in check 

Which imperialist country wanted 'a 

place in the sun'? 

19 1 Germany 

The expansion of Germany's navy 

led to conflict with which other 

country? 

20 0 Britain 

Why did alliances form? 20 0 To increase security 

Who was in the Triple Entente? 19 1 England, France and Russia 

Who was in the Triple Alliance? 19 1 Austria-hungary, Germany and Italy 

What was the name of the effective 

battleship introduced by Britain in 

1906? 

19 1 Dreadnought 

What problem was the Schlieffen 

Plan designed to overcome? 

20 0 Germany wanted to avoid fighting on 

two fronts 

Germany wanted a quick victory 

against... 

20 0 France 

Whose military plans relied mostly 

on their navy due to a small standing 

army? 

20 0 Britain 

What was the known trigger for the 

outbreak of WWI? 

20 0 The assassination of Archduke Francis 

Ferdinand 
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Which country had been annexed in 

1908 by the Austro-Hungarian 

Empire? 

20 0 Bosnia - Herzegovina 

In 1907, following the first 

Moroccan Crisis three European 

countries formed an alliance. Which 

three countries? 

17 3 Britain, France and Russia 

Why were the Moroccan crises 

important? 

14 6 Because Germany felt more isolated than 

ever leading to heightened interest to 

challenge the status quo, Because the 

result of the crises led to a military 

alliance between France and Britain, 

Because Germany wanted to challenge 

French Power in Morocco 

The 1905 First Moroccan Crisis was 

an attempt to break which 

agreement? 

18 2 Entente Cordiale 

Why was the Bosnian Crisis 

important for the outbreak of WW1? 

13 7 Because Austria-Hungary fooled Russia 

into allowing them to annex Bosnia, 

leading to more hostility between Russia 

and Austria-Hungary, Because Serbia 

was outraged and extreme nationalist 

groups were created as a result 

What did governments promote to 

justify increasing military 

expenditure? 

13 7 Nationalism 

World War I began in ____ and 

ended in _____. 

19 1 1914,1918 

How long was WWI? 20 0 4 years 

Which was a long term cause of 

WWI? 

20 0 The rise of Nationalism in Europe 

What nation was the first nation to 

declare war in the conflict that 

became WWI? 

16 4 Austria-Hungry 
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How did the Balkan Wars contribute 

to the outbreak of WW1? 

9 12 Because Germany gave the 'Blank 

cheque', Because Russia was further 

humiliated and would be determined to 

support Serbia in the next conflict, 

Austria became more aware of the 

growing territory and power of Serbia, 

and therefore sought a 'preventive war'', 

Because the Treaty of London in 1913 

gave the Germans the impression that 

Great Britain would avoid a World war, 

Because Serbia would be more confident 

and daring than ever to challenge 

Austria-Hungary 

This man shot Franz Ferdinand. 20 0 Gavrilo Princip 

The Ultimatum given to Serbia did 

not included: 

18 2 Serbians were to pay for funeral 

arrangements for the murdered Austrian-

Hungarian royal couple 

Why would a country think war is a 

GOOD idea 

20 1 All people can wrap around a common 

enemy and unite, which can distract 

from internal problems 

This was incredibly popular in the 

1870s and its biggest example was 

Germany who was looking to create 

a great nation. 

16 4 Unification 

The Scramble for Africa is an 

example of which cause of WWI? 

20 0 Imperialism 

What was the 'disruption theory' and 

why would this be a significant cause 

of WW1? 

20 0 It was the theory of challenging the 

'status quo' where Germany and Italy 

(newly unified states) wanted to 

challenge and disrupt the balance of 

power in europe, leading to increased 

tension. 

Both ___________ and Germany 

became unified nations in the 1800s. 

20 1 Italy 

Germany and France nearly went to 

war over who would control 

___________. 

20 0 Morocco 

Which was an example of 

nationalism as a long-term cause of 

WW1? 

18 3 The Russians wanting to promote pan-

slavism to help her balkan brother, The 

newly unified Germans wanting to 

promote German greatness, The French 

wanting revenge for losing Alsace-

Lorraine and for losing to Prussia in 
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1871., The Serbians wanting to unify 

slavs 

Which event below is considered the 

example of IMPERIALISM causing 

WWI? 

18 2 The Moroccan Crises 

What were the Moroccan Crises? 19 1 Germany attempted to take Morocco 

from France 

What is MOBILIZATION? 18 2 The movement of troops in anticipation 

of a war 

Why was the Black Hand considered 

to be a nationalist terrorist group? 

11 9 They were made up of old Serbian 

generals who wanted Austria-Hungary 

out of Serbia 

Which nation backed Serbia after the 

assassination of Franz Ferdinand? 

19 3 Russia 

Which nation backed Austria-

Hungary after the assassination of 

Franz Ferdinand? 

20 0 Germany 

Why was the alliance system a 

significant cause of WW1? 

15 5 Because rivals became enemies and 

increased hostility, Because it made the 

war inevitable once the alliances were 

firmer, Because the confidence of 

individual countries increased when they 

know of other countries' support 

This cartoon represents which cause 

of World War I? 

20 0 Alliances 

What was an example of using 

internal problems as a cause of 

WW1? 

15 5 Britain had to deal with Irish problems 

and strikes, France hade some steady 

problems of social unrest and increasing 

popularity of Marxism, Austria-Hungary 

had to deal ethnic minorities, especially 

the Serbs, and dealing with a 

Constitutional Crisis, Russia had 

revolution and social unrest which would 

be solved when promoting for a Global 

war and protect Mother Russia 

Total 908 99 53340 

Accuracy 86% 100% 
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11.4 Appendix 4: Examples on Student Essay feedback for Class1 

Student 1: 

Grade: 5/6 

1. Refrain from using “I” in essays. Good clear thesis statement.  

2. Minimise the use of pronouns. Instead of using they both believed, you can write “both (countries) believed” 

3. Good that you bring up that it was not enough on its own, although you briefly explain the alliance system 

and militarism only. How about the other factors? How are you able to assess properly the weight of 

nationalism if you only consider two other possible causes? 

4. Be careful using these types of sentences “If this did not occur, then…”. We as historians can never 

precisely nor truly predict that something would occur after another. This type of statement shows certainty. 

Always show care and perhaps write: “One could argue that without this…this MIGHT have happened…” 

 

A suggestion for you next time, try to quote other historians for the other factors. 

 

 

Student 5: 

Grade: 4 

1. Please refrain from using “I” in history essays. Language comes across quite colloquial. Try to write a bit 

more formal next time, and avoid ‘writing like you talk’. 

2. The essay question is not about inevitability though, it’s whether or not it caused WW1. 

3. You brought up LCF Turner which is good but then you could have elaborated what were the 

miscalculations that he meant. This would have accounted for your other factors.  

4. Your essay needs a better thesis. The thesis should be something along the lines of “It can be argued to a 

great extent that the First World War was caused by nationalism: 

 

You brought up some good examples for countries (Balkans, A-H, Germany, France) that had - nationalism 

as a reason to go for war, but sometimes your chain of thought is quite confusing. Try to ask yourself when 

writing ‘Why am I bringing this (factor) up in this essay?’ to link your thoughts to your arguments and answer  

 

Student 11: 

Grade: 5 

1. Your intro could be improved. Too much narrative is not necessary. The focus should be on how you are 

going to answer the question. Direct your attention to the question in hand.  

2. This part should be the focus. *be careful with this type of statement because you show a firm statement 

but in fact you have to careful writing essays like this. It is more acceptable to write: “this essay will argue…” 

3. How about Serbia?  

4. But Russia allied with France also due to investments made by France in Russia (this isn’t a fact I have 

shared, so be careful to make statements like this in essays as examiners will have more extensive knowledge). 

In fact, the Tsar wanted to ally Russia with Germany (His cousin Wilhelm) but he could not do this because 

France had 30% of foreign investments in Russia.  
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11.5 Appendix 5: Code system  

A. SCoA 

a. FEELING 

b. PURPOSE 

i. STUDENT 

1. Describe 

2. Accountability 

3. Improvement 

4. Irrelevance 

ii. TEACHERS 

c. IMPACT 

d. REQUIREMENTS 

B. SCoAfL 

a. Feedback 

b. AfL 

c. Influence 

C. ISSUES 

a. Content 

b. Language 

D. VALIDITY 

a. Reflection 

b. Preference 

c. Standard 
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