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Abstract

Assessment competence is critical for pre-service language teachers to construct valid, contextualized, and
meaningful assessments that support advanced and responsive learning. This research assessed pre-service
language teachers’ perception of assessment competence, the dimensions that comprise the construct and the
role of reflection in bridging assessment theory and practice. Sequential explanatory mixed-method ap-
proach was used in this research in which 25 sixth-semester Language Education major students participat-
ed. Data on pre-service language teachers’ assessment competence were collected using a 10-item likert-
scale questionnaire and analyzed using exploratory factor analysis and qualitative data on reflection in rela-
tion to the three dimensions were obtained from 10 interviews and analysis of 25 assessment rubrics. Alt-
hough high levels of perceived competence were reported, substantial challenges remained in contextualiz-
ing assessment decisions and translating assessment knowledge into authentic learning situations. Three
preliminary dimensions of assessment competence were identified: Evaluation Knowledge, Instrument De-
sign Skills and Contextualization of Language Skills Assessment. It was also found out that there was a
disparity between assessment knowledge and its implementation. Reflective practice emerged as a crucial
mechanism for integrating these dimensions through contextualized, progressive, and practice-oriented
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1. Introduction

Language proficiency can be referred to
as the main competence in educational
settings especially when talking about the
language teachers who not only have to
master language competencies but also learn
how to teach, assess and evaluate learners'
language proficiency. Competence in
assessment is one of the crucial elements of

the professionalism of the language teachers
as the results of the assessment provide
evidence on diagnosing students' proficiency,
revealing their needs and designing proper
interventions (Haerazi, H. et al., 2023).
Within the framework of the Merdeka Cur-
riculum in Indonesia, the importance of as-
sessment has increased because learning is
expected to respond to diverse learner char-
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acteristics, needs, and competency levels,
requiring more advanced, adaptive, and con-
text-sensitive approaches to learning and
assessment. The use of diagnostic assess-
ment allows teachers to identify students'
initial conditions and use assessment evi-
dence to design differentiated, responsive,
and context-sensitive learning experiences
while simultaneously developing their as-
sessment competence (Ochoa et al., 2024).
Therefore, the ability to develop assessment
instruments is one of the important
dimensions of the pre-service language
teachers' professional preparation.

The recent literature reveals growing at-
tention to the development of systematic,
context-appropriate, and learning-oriented
language assessment instruments that can
support advanced assessment practices and
more meaningful learning experiences. For
instance, portfolio assessment instruments
are claimed to increase students' motivation
and contribute to speaking competency
development as the learners are able to
demonstrate their progress through multiple
pieces of evidence (Kurniawan et al., 2025).
Moreover, the use of the scoring rubrics is
found to facilitate the assessment of writing
competence and provide systematic and
constructive feedback to the students helping
them to improve their performance further on
(Lustyantie et al.,, 2025). The ongoing
tendency towards assessment which is based
on the principles of validity, reliability and
transparency is reflected in the development
of Higher Order Thinking Skills (HOTS)
assessment items in Indonesian language
courses at senior high school and vocational
school levels (Sutami et al., 2020). Besides,
the research on the evaluation of thematic
learning at elementary schools shows that the
development of the appropriate assessment
rubrics  helps to increase teachers'
understanding of the assessment process and

leads to better results (Nurhayati et al.,
2019).

However, the availability of assessment
frameworks and instruments alone is insuffi-
cient to ensure successful implementation,
because translating assessment principles
into context-sensitive educational practice
remains a challenging aspect of contempo-
rary teacher learning. The available empirical
data suggests that many educators tend to use
relatively traditional assessment practices,
namely, the written tests while using the
standardized rubrics and other systematic
procedures rather rarely (Hasim et al., 2025).
This condition reveals the existence of the
gap between the knowledge of the principles
of assessment possessed by teachers and
their capability to translate this knowledge in
the context-appropriate assessment practices.
The similar situation can be observed in
relation to the evaluation instruments in

electronic  textbooks.  Although these
instruments demonstrate relatively good
quality, the effectiveness of  their

implementation is limited by the lack of
other learning and assessment resources
(Listeani et al., 2021). All these findings
reveal the fact that assessment competence
cannot be considered as teachers' knowledge
of the principles of assessment and
assessment instruments. Assessment compe-
tence is therefore better understood as the
ability to interpret assessment principles crit-
ically, apply them to authentic instructional
settings, make context-sensitive assessment
decisions, and reflect systematically on the
consequences of these decisions for students'
learning. Such competence represents an
advanced form of professional learning that
integrates knowledge, application, judgment,
and reflection.

In this regard, the reflective practice is
one of the important yet understudied
dimensions of the assessment competence of
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pre-service language teachers. The previous
research paid attention to assessment
instrument  development and  teacher
reflection separately; however, there was
relatively little research conducted in relation
to the reflective practice of pre-service
language teachers during the process of
development of assessment instruments
(Jamil, 2025). The literature
revealed the study of general evaluation
practices of pre-service teachers or explored
the ways of how they could apply reflective
learning in assessment instrument
development (Mursyida et al., 2020). At the
same time, the insufficient preparation and
limited knowledge of reflective practice were
claimed to be the factors which may prevent
pre-service teachers from the
appropriate assessment practices in teaching
contexts (Wahyuni & Arieffiani, 2022).
Thus, a research gap remains regarding the

existing

using

dimensions of assessment instrument devel-
opment competence and the role of reflective
practice in bridging theoretical assessment
knowledge with context-sensitive decision-
making, authentic practice, and progressive
learning experiences in teacher education.
Filling this gap is important in the context of
teacher education since the assessment
practices of pre-service teachers are not only
dependent on their theoretical knowledge but
also on their interpretation of this knowledge
and ability to apply it in real-life situations.
The present study is based on two
perspectives: the Sociocultural Theory and
the Teacher Cognition framework by Borg.
According to the Sociocultural Theory, the
learning and development are achieved
through social interaction and participation
in the activities which are situated in culture
(Vygotsky, 1980). In this regard, the concept
of the Zone of Proximal Development (ZPD)
is particularly important for understanding
the development of professional competence

of pre-service teachers through the
interaction with other people, such as their
peers, lecturers and mentors. From this
perspective, the reflective practice can act as
a mediational mechanism which converts the
externally mediated into
professional knowledge and decision-making
of the pre-service teachers. The Teacher
Cognition framework by Borg, which
complements this perspective, highlights the
importance of teachers' knowledge, beliefs
and thinking in relation to their instructional
decisions and classroom practices (Borg,

experiences

2023). This perspective can be used in order
to understand why the pre-service teachers
are able to demonstrate adequate theoretical
knowledge of the assessment while
experiencing difficulties in implementing
this knowledge in practice. Thus, integrating
these two perspectives allows considering
assessment instrument development as a
socially-mediated and cognitively-reflective
process.

Having considered the abovementioned,
the present study aims to fill the research gap
through the examination of the assessment
instrument development competence of pre-
service language teachers and the underlying
dimensions. Thus, the study aims to: (1)
pre-service language teachers'
perceptions of their competence in
developing assessment instruments; (2)
reveal the dimensional constructs which
underlie this competence through exploratory
factor analysis; and (3) explore the possible
role of reflective practice in bridging the gap
between the assessment theory and its
implementation in practice. Through the

analyze

identification of the latent dimensions of the
assessment instrument development
competence, the study provides empirical
evidence of how pre-service teachers
perceive and implement the assessment-
related knowledge. Besides, exploring the
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reflective practice as the bridge between
theoretical knowledge and its application in
practice providing the more
comprehensive view on the development of
assessment competence. The findings are
expected to be wused for the further
refinement of teacher education programs
through the design of the assessment-related
learning experiences which would integrate
theoretical knowledge, context-based
application, social interaction and reflection.

allows

2. Method
This study used the design of a
sequential explanatory mixed methods where

there were two consecutive phases, namely a
quantitative phase followed by a qualitative
phase. In the first phase, quantitative data
were collected and analyzed in order to
identify patterns and the dimensions of the
pre-service language teachers' perceived
competence in developing assessment
instruments. Then, the subsequent qualitative
phase was performed to further analyze
participants' reflective experience and quality
of assessment instruments that they had
developed. A sequential explanatory design
was chosen as it allows integration of
patterns in quantitative data with qualitative
evidence so that both the dimensional
structure of the competence and reflective
processes can be explained better (Likita &
et al., 2024).

a. Participants and Sampling
The population included all students in
sixth semester

the at a university in

Tangerang City who had joined the
Indonesian Language Education Study
Program and had already taken the course of
Language Learning Evaluation.  The
participants were selected by purposive
sampling method based on some

predetermined inclusion criteria. Namely, the

participants (1) had taken the Language

Learning Evaluation course; (2) had
completed or were in the process of
completing an assessment instrument

development task including four language
skills, that is, listening, speaking, reading,
and writing; and (3) agreed to take part
actively in all parts of the study, including
the completion of the
interviews and submission of documents.
Twenty-five  participants met the
inclusion criteria and took part in the
quantitative  phase. Among the 25
participants, 10 of them were chosen for the
subsequent qualitative phase. In fact, the
qualitative participants were purposively
selected based on the response pattern of
participants in the quantitative phase in order
to represent the diversity of their perceptions
of assessment competence, especially the
high, moderate, and low perceptions of

questionnaire,

competence.

b. Research Instruments and Data

Sources

Data were collected from three sources,
namely a self-reflection questionnaire, semi-
structured and documentary
evidence of  assessment instruments
development. The first instrument was the
four-point Likert-scale self-reflection
questionnaire  which consisted of 10
statements aimed to measure the pre-service
language teachers' perceptions of their
competence in developing assessment
instruments. Four-point scale was used to
force the participants to indicate their

definite opinion about each statement.

interviews

The validity of the questionnaire was
determined via its
specialists in educational assessment. The
experts were asked to evaluate the relevance
and clarity of the questionnaire items in
terms of the competence in the development

evaluation by two
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of assessment instrument. After the expert
evaluation was done, it was concluded that
the questionnaire could be used in the
quantitative phase.

Reliability of the
measured by calculating the Cronbach's
alpha which resulted in o = 0.87. This figure
shows that there is high internal consistency
among the items.

In the second phase of data collection,
the participants were interviewed semi-
structuredly to the information
regarding their experiences in developing

instrument was

receive

assessment instrument, their comprehension
of assessment principles, difficulties,
decision-making and reflections in their
development of the assessment instrument.
Each of these interviews lasted 30-45
minutes, was recorded audiovisually after
obtaining the consent of participants and was
transcribed.
Thirdly,
products

assessment
documentary

the participants'
were used as
evidence. In particular, the rubrics of
assessment, test items and observation
protocols were developed by the participants
for the four language skills. This approach is
similar to the study conducted previously
and examining the quality of items and their
alignment with the cognitive taxonomies in
the Minimum Competency Assessment
context (Aini & Mukhlis, 2022).

c. Data Collection Procedure

The procedure of data collection
included three stages one after another. At
the first stage, participants completed the 10-
item  self-reflection The
quantitative data collected at this stage were
analyzed in order to find out patterns in
participants' perceptions and to find out the
dimensions  that qualitative
investigation.

questionnaire.

require

At the second stage, 10 participants were
chosen based on their response pattern in the
questionnaire. The semi-structured
interviews were conducted to get detailed

information  about the  experiences,
reasoning,  difficulties and  reflective
processes of participants during the

development of the assessment instruments.
The interview questions were designed to
elaborate the issues which emerged at the
first stage of data collection.

At the third stage, the participants'
assessment products were collected and
analyzed as documentary evidence. The
assessment instruments were analyzed in
order to see how well the participants'
perceptions reflected in their
assessment products.

wEre

d. Quantitative Data Analysis

The quantitative data were analyzed
with the help of exploratory factor analysis
with principal component and
varimax rotation to explore the dimensional
structure of the 10-item questionnaire
(Marlina et al., 2023). PCA was used to
explore the patterns of variance in the
observed variables, and the varimax rotation
was applied in order to make the structure of
factors more interpretable.

First, the suitability of the dataset for
factor analysis was tested with the help of
the Kaiser-Meyer-Olkin (KMO) measure of
sampling adequacy and Bartlett's test of
sphericity. The factor retention and
interpretation were based on the component
structure, factor loadings and conceptual
coherence of the factors.

analysis

However, the sample size is relatively
small, namely 25 participants, and this
sample is below commonly recommended
thresholds for factor extraction. As a result,
the EFA findings should be treated as
preliminary evidence about the dimensional
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structure of perceived assessment instrument
development competence rather than as the
confirmation of factor model. Consequently,
the findings of the quantitative phase were

not treated in isolation. They were
triangulated with the qualitative data
collected during the interviews and

documentary analysis.

e. Qualitative Data Analysis

The qualitative data obtained from the
interviews and the documentary evidence
thematically using the
framework proposed by Braun and Clarke
(2022) and including six phases. In
particular, the analysis was performed using
six interconnected phases: familiarization
with the data, generation of initial codes,
searching for the potential themes, reviewing
themes, defining and naming themes, and
production of the final analytical account.

were analyzed

The interviews were repeatedly read to
become with the participants'
experience and reflective account. The
relevant parts of the transcript were coded
according to issues related to the assessment
knowledge,  practice @ of  instrument
development, contextual decision-making,
perceptions of difficulties, feedback, revision
and reflective processes. After that, the codes

familiar

were grouped in broader themes which

reflected the recurring patterns in
participants.
Simultaneously,  the = documentary

evidence was analyzed in order to see how
the themes obtained during the interview
analysis were reflected in the assessment
instruments of participants.

The qualitative analysis served two
purposes. First, it helped in explaining the
themes and dimensions which were found
out in the process of quantitative analysis.
Second, it helped in comparing the

participants' and assessment

practice.

perceptions

f. Integration of Quantitative and
Qualitative Findings
The integration took place at the
interpretation stage through the joint display
matrix. This method allowed to bring

together the quantitative factor structure,

representative  response pattern of the
participants,  qualitative  themes  and
documentary evidence. The researchers

could examine the patterns of convergence,
complementarity and divergence between the
perceptions and assessment practices.

The special attention was paid to cases
when the patterns of high and low perceived
competence were shown in quantitative
findings but required additional explanation
in qualitative findings and documentary
evidence. Namely, the high level of
perceived competence was explained in light
of participants' accounts and assessment
products. In addition, the
dimensions were explored through the
difficulties, misconceptions and contextual
constraints  experienced by participants
during the instrument development.

The process of integration made it
possible to move beyond the presentation of

low-level

isolated findings to the interpretation of
assessment instrument development
competence. Thus, qualitative findings were
not used as the supplement to the
quantitative but as the interpretative tool for
the preliminary factor structure.

3. Result and Discussion

Results and discussion of the present
study are described based on the analysis of
quantitative and qualitative data obtained
with the help of the sequential explanatory
mixed-methods design. The quantitative re-
sults first describe the perceptions of pre-
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service language teachers about their compe-
tence in developing assessment instruments
and then describe the dimensional structure
of this competence through exploratory fac-
tor analysis. The findings of the study are
further supplemented with qualitative results
that show how perceptions of competence
were manifested in terms of the practices
used during the process of assessment. Inte-
gration of the above-mentioned data sources
gives an opportunity to consider the relation-
ships between the areas of assessment com-
petence such as knowledge of assessment,
skills in designing assessment instruments,
understanding of the context and reflective
practice (Rahmawati, 2023). In order to ana-
lyze the results and discuss them in depth,
the following interrelated sections are con-
sidered: (1) perceptions of assessment in-
strument development competence among
pre-service language teachers; (2) dimen-
sional structure of assessment instrument

development competence; (3) reflective prac-
tice as the tool for integration of assessment
competence and application of theory to
practice; and (4) pedagogical and theoretical
implications for language teacher education.

a. Pre-Service Teachers’ Perceived As-
sessment Instrument Development
Competence
The quantitative findings revealed that

pre-service language teachers generally

considered themselves to be competent in the
development of language assessment
instruments. As illustrated in Table 1, the
answers to all ten statements tended to
cluster predominantly within the Strongly

Agree and Agree categories. The three

indicators  of competence

Statements 1, 5, and 6 were associated with

full agreement, as none of the respondents

disagreed with them.

assessment

Table 1. Pre-Service Teachers' Self-Perceptions of Assessment Instrument Development Competence

Statement Sg‘(g);legely Agree Disagree ]S)tgggglz
1. Understanding the purpose of evaluating listening and 10 (40%) 15 (60%) 0 (0%) 0 (0%)
speaking skills
2. Determining appropriate assessment instrument types 5 (20%) 19 (76%) 1 (4%) 0 (0%)
3. Developing instruments based on clear learning 4 (16%) 20 (80%) 1 (4%) 0 (0%)
indicators
4. Matching instrument forms with language-skill 11 (44%) 13 (52%) 1 (4%) 0 (0%)
characteristics
5. Formulating items or criteria in clear language 8 (32%) 17 (68%) 0 (0%) 0 (0%)
6. Understanding differences between reading and writing 4 (16%) 21 (84%) 0 (0%) 0 (0%)
skills
7. Selecting instruments for reading and writing objectives 3 (12%) 20 (80%) 2 (8%) 0 (0%)
8. Accurately measuring reading comprehension 4 (16%) 16 (64%) 5 (20%) 0 (0%)
9. Ensuring relevance to reading and writing objectives 2 (8%) 19 (76%) 4 (16%) 0 (0%)
10. Developing scoring rubrics reflecting writing-skill 6 (24%) 17 (68%) 2 (8%) 0 (0%)

aspects

In turn, the distribution depicted in
Table 1 shows that the participants felt very
strong competence regarding assessment
basics. Indeed, Statement 1, relating to the
purposes of assessing listening and speaking
skills, and Statement 6, regarding

distinguishing between reading and writing
skills, both received full agreement.
Similarly, Statement 5, pertaining to
formulating assessment criteria in a clear and
student-friendly ~manner, received full

agreement. The above pattern suggests that
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the participants have established a relatively
high level of conceptual competence in

alignment  between  desired learning

outcomes, language skills, and assessment

assessment principles, gained during their procedures (Lustyantie et al., 2025;
formal training. Importantly, the findings are Rahmawati, 2023).
significant due to the necessity to ensure
100 4
84%
o 80% 80%
S 804 76% 76%
jz
= 68% 68%
§ 64%
60%
8 60 .
3 52%
&
o 44%
[
on
s
(=} 32%
[
Q
oy 24%
=%
16% 16%
8% 8%
4%
0%0% 0% 0%0% 0%0% 0% l 0% 0%
Sl S2 S3 sS4 S5 S6 s9 S10
Statement
I Strongly Agree Agree Disagree [l Strongly Disagree

Figure 1. Distribution of Pre-Service Teachers' Responses Across the Ten Assessment Competence
Indicators

The above figure provides a more visual
representation of the distribution of
responses and highlights the general positive
pattern across the ten indicators. The absence
of Strongly Disagree responses across all
items suggests that the participants did not
feel any lack of competence whatsoever
(Hani, 2024). However, the figure also

reveals the presence of significant variation

in the Disagree category proportions.
Statement 8 and Statement 9 are notable due
to receiving the highest disagreement
proportions, thus showing that the

participants felt higher uncertainty regarding
the issue of instrument construction than
about basics of the process.
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S1. I understand the purpose of evaluating
listening and speaking skills

S5. I formulate each item or criterion in clear
and student-friendly language

S6.

=N

I understand the differences between
reading and writing skills

S2. I can determine the appropriate type of
assessment instrument

S3. I develop assessment instruments based
on clear learning indicators

Statement

S4. The form of my instrument matches the
characteristics of listening and speaking skills

S

=

I can select the appropriate form of assessment
instrument for reading and writing objectives

S10. My scoring rubric reflects important aspects
of writing skills

S9. My assessment instruments are relevant to
reading and writing learning objectives

S8. My assessment instruments accurately
measure reading comprehension ability

100%

100%

100%

96%

96%

96%

92%

92%

84%

80%

40 60 80 100

Percentage of Respondents (%)

Figure 2. Relative Perceived Competence Across Assessment Indicators

As seen in Figure 2, the highest level of
perceived competence was achieved in
Statements 1, 5, and 6, all of which received
100% agreement. The next set of high
competence consisted of Statements 2, 3, and
4, all of which got 96% agreement, while
Statements 7 and 10 reached 92% agreement.
In turn, Statement 8 received 80% agreement
and Statement 9 received 84% agreement.
Thus, participants reported greater confi-
dence in basic assessment principles and
instrument-construction procedures than in
ensuring that assessment instruments accu-
rately measure specific language abilities and
remain sufficiently relevant to particular
learning objectives and contexts. This differ-
ence highlights a key challenge in develop-
ing context-sensitive and progressive as-
sessment practices. The above finding is
relevant in terms of the evidence that
educators can rely on relatively conventional
assessment methods without applying
systematic assessment criteria or rubrics
(Hasim et al., 2025).

However, the distinction between self-
perceptions of competence and real
competence becomes even clearer after
comparing the quantitative responses with
the qualitative and documentary findings. In
terms of the latter, it can be stated that most
of the participants understood the purposes
and principles of assessment and understood
the need for alignment between assessment
and learning objectives (Harizon et al.,
2023). However, some of the participants
admitted that their understanding remained
largely declarative, namely that they knew
what should be done but could not apply the
principles adequately to the development of
an assessment instrument. This finding indi-
cates that high self-perceived competence
cannot be regarded as sufficient evidence of
developed professional competence, particu-
larly when advanced learning requires teach-
ers to translate conceptual knowledge into
context-sensitive decisions and authentic
assessment practices.
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Table 3. Comparison of Perceived Competence and Assessment Product Quality
Evidence Indicator Empirical Result Interpretation
Source
Questionnaire  Statements 1, 5, and 6 100% Agree/Strongly ~ Very high perceived competence in
Agree foundational assessment knowledge
Questionnaire ~ Statement 8 80% Agree/Strongly Relatively lower confidence in measuring
Agree; 20% Disagree reading comprehension accurately
Questionnaire  Statement 9 84% Agree/Strongly Relatively lower confidence in contextual
Agree; 16% Disagree relevance
Assessment Rubrics containing 18/25 (72%) Most rubrics contained basic assessment
documents essential assessment components
aspects
Assessment Rubrics with clear and 10/25 (40%) Performance-level differentiation remained
documents differentiated descriptors limited
Interviews Understanding of Generally strong Declarative knowledge was relatively well
assessment principles established
Interviews Application of assessment ~ Varied Evidence of a theory—practice discrepancy

principles

As seen from Table 3, the above issue
provides an important explanatory dimension
to the quantitative findings. While the
questionnaire shows high levels of perceived
competence, the analysis of 25 assessment
rubrics reveals that only 72% contained the
aspects required of assessment,
content, organization, spelling, and language

namely

use, while only 40% provided clear and
differentiated descriptors for each
performance level. However, the discrepancy
between the self-perception and product
quality is not necessarily indicative of
incorrect self-reports (Giraldo & Murcia,
2019). Rather, it suggests that self-perception
of competence and demonstrated
performance are two related yet different
issues.

Importantly, the above discrepancy
becomes even more significant due to the
fact that documents represent a more direct
manifestation of the competence of the
participants than self-perception alone. An
assessment rubric may contain correct
categories but may still fail to differentiate
between levels of performance properly
(Kazykhankyzy & Alagozli, 2019). Thus,

the presence of content, organization,

spelling, and language-use criteria does not
automatically imply that the rubric provides
proper guidance for scoring. The above
finding is supported by the previous studies
emphasizing the importance of scoring
rubrics for measuring the writing ability and
providing constructive feedback (Lustyantie
et al., 2025). At the same time, it is
consistent with the findings that the
development and application of proper
rubrics increase teachers' understanding of
assessment  processes  and
(Nurhayati et al., 2019).

The above information helps to explain
why the discrepancy occurred. The
participants generally showed knowledge of
the terminology and principles related to

outcomes

assessment but some of them faced problems
with the justification of their choice of an
assessment format, with measuring the
intended construct with an instrument, and
with differentiating between the assessment
criteria for various performance levels. In
other the competence of the
participants was developed mainly at the

words,

level of declarative knowledge. The above
issue is important because professional com-
petence involves not only what teachers
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know but also how they translate knowledge,
beliefs, and reasoning into pedagogical deci-
sions. This translation is central to progres-
sive education, in which learning is oriented
toward active application, contextual judg-
ment, reflection, and continuous improve-
ment (Borg, 2023).

Additionally, the findings show that
assessment instrument development
competence should be considered as an
evolving professional competence rather than
purely technical skill. The strong responses
to the indicators regarding the basics of
assessment show that formal training can
form the conceptual basis for assessment
literacy (Rahmawati, 2023). At the same
time, the low responses to the reading-
comprehension measurement and contextual
relevance indicators, as well as the low
proportion of rubrics containing
differentiated descriptors, reveal the need for
further opportunities of guided practice,
feedback, and reflection. The above
interpretation is consistent with the existing
evidence on the effectiveness of assessment
training and rubric development in terms of
increasing the understanding of assessment
processes and improving their application
(Nurhayati et al., 2019).

Thus, the first-stage findings establish an
important distinction between perceived
assessment competence and demonstrated
assessment competence. Generally, the
participants considered themselves to be
capable of  developing assessment
instruments, especially in terms of the
purposes of assessment, the language-skill
differences, and the basics of design
(Borromeo Ferri, R., Greefrath, 2026).
However, the qualitative and documentary
findings show that this competence was not
developed equally in the context of
application and performance-level
specification. Consequently, the results of

the first stage of research provide an
empirical base for exploring the dimensions
of assessment instrument development
competence during the exploratory factor
analysis. According to the logic of the
mixed-methods design, the qualitative
findings do not replace the quantitative
findings but explain the variation within
them.

b. Dimensional Structure of Assessment
Instrument Development Competence
After the completion of descriptive

analysis of the pre-service teachers'

perceptions, the quantitative analysis of the
data was expanded through exploratory
factor analysis (EFA). In this regard, PCA
was applied with Varimax rotation to
examine 10 questionnaire items associated
with assessment competence. The goal of the
exploratory factor analysis was to detect any
patterns in the correlations between the
variables and see whether the construct of
interest can be represented by a limited

number of dimensions (Marlina et al., 2023).

In this respect, the obtained statistical

evidence was interpreted with consideration

of qualitative evidence in order not to
separate the structure of the construct from
pre-service teachers' actual practices.
Preliminary analysis of the suitability of
items for factorization has yielded a KMO
value of 0.827, and Bartlett's test of
sphericity was statistically significant, y*> =
168.45, df = 45, p < 0.001. The results
demonstrate the presence of sufficient
patterning in the correlation structure of
questionnaire items in order to perform
exploratory analysis. The KMO value is
considerably higher than the commonly used
threshold of 0.60 and hence indicates
acceptable sampling adequacy for the
exploratory analysis of the present data set.
Meanwhile, significant  Bartlett's test
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additionally indicates that the correlation
matrix is statistically different from the
identity matrix (Kazykhankyzy & Alagozli,

2019). Therefore, the questionnaire items
exhibit interrelatedness that allows their

structure exploration.

Table 2. Results of Exploratory Factor Analysis with Varimax Rotation

Item Item Description Factor 1 Factor 2 Factor 3

1 Understanding evaluation purposes for listening and 0.82 0.12 0.09
speaking

2 Determining appropriate assessment instrument types 0.11 0.79 0.18

3 Designing instruments based on learning indicators 0.20 0.85 0.10

4 Aligning instrument forms with language-skill 0.14 0.76 0.22
characteristics

5 Ensuring language clarity in assessment instruments 0.09 0.81 0.13

6 Understanding reading and writing skill types 0.88 0.07 0.05

7 Selecting instrument forms for reading and writing 0.76 0.21 0.19

8 Developing instruments that measure reading 0.13 0.24 0.84
comprehension

9 Ensuring instrument relevance to learning objectives 0.18 0.15 0.81

10 Developing rubrics reflecting writing-skill aspects 0.72 0.17 0.20

Table 2 reveals the clear three-factor
structure. Each item is strongly correlated
with one factor, while weaker correlations
are observed with other factors. The loadings
of items on the factors range from 0.72 to
0.88 for the dominant factor associations,
thus providing a relatively clear empirical
ground for interpreting three dimensions.

Factor 1 includes Items 1, 6, 7, and 10;
Factor 2 — Items 2, 3, 4, and 5; and Factor 3
— Items 8 and 9. The pattern shows that the

assessment instrument
competence does not

include a

development
single

homogeneous dimension but consists of
several competence dimensions.
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Figure 3. Factor Loading Pattern Across the Ten Assessment Competence Items

Figure 3 presents a clearer picture of the
factor structure by demonstrating the
concentration of the strongest loadings in
particular columns of factors. Items 1, 6, 7,
and 10 have the highest loadings on Factor 1,
Items 2—5 have high loadings on Factor 2,
and Items 8 and 9 have the highest loadings
on Factor 3. This relatively clear grouping of
items provides additional support to the
interpretation  of  pre-service teachers'
assessment competence as knowledge of
assessment, instrument development skills,
and ability to take into account context-
related issues (Lazarevi¢, 2018). However,
since the study was based on only 25
participants, the observed structure should be
considered preliminary exploratory evidence
and not the conclusive confirmation of a
stable factor structure.

The first dimension was interpreted as
Evaluation Knowledge. This factor includes
Items 1, 6, 7, and 10, and is characterized by
the following loadings: 0.82, 0.88, 0.76, and

0.72, respectively. The content of these items
is related to understanding the purpose of
assessment, distinguishing language-skill
characteristics, selecting assessment format,
and recognizing important components of
Conceptually, the
dimension represents declarative knowledge,
or knowledge about what assessment is and
why certain assessment decisions are needed
(Yiksel, 2014). The findings of qualitative
analysis provided in the previous section
support this interpretation because pre-
service teachers showed the ability to
articulate  fundamental  principles  of
assessment.

The second dimension identified in the
analysis is Instrument Design Skills. It
consists of Items 2, 3, 4, and 5, whose
loadings range from 0.76 to 0.85. The items
are related

writing  assessment.

to determining appropriate
assessment formats, developing instruments
according to learning indicators, aligning
assessment formats with language-skill
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characteristics, and ensuring clarity of
assessment language. As opposed to
Evaluation Knowledge, this factor represents
procedural dimension of competence because
how the knowledge about
assessment 1is implemented in concrete
instrument-development  decisions.  This
distinction corresponds to the conception of
teacher cognition developed by Farmasari et
al. (2023), according to which the knowledge
is reflected in decisions that teachers make
during instructional practice. The findings
correspond to the instrument
development research  suggesting the
importance of coherent and evidence-based
competency dimensions (Leandro Cruz & do
Nascimento, 2020).

it concerns

also
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The third dimension, Contextual
Understanding of Language Skills, is
characterized by the inclusion of Items 8 and
9 with loadings of 0.84 and 0.81. The items
are related to assessment instruments
measuring reading comprehension correctly
and relevance of the instruments to reading
and writing learning objectives. The factor
thus reflects the context-sensitive dimension
of assessment competence involving ability
to determine appropriateness of an
instrument in the given context and situation
(Kos & Celik, 2023). This interpretation is
consistent with the research indicating that
teachers' assessment literacy and their
training needs vary depending on educational
and contextual factors (Vogt & Tsagari,
2020).

[ Assessment Instrument Development Competence ]

Factor 1
Evaluation Knowledge
(Items 1, 6, 7, 10)

Factor 2
Instrument Design Skills
(Items 2, 3, 4, 5)

Factor 3
Contextual Understanding
of Language Skills
(Items 8, 9)

Item 1 —

Understanding evaluation
purposes for listening
and speaking

[ Item 6 —

Understanding reading

and writing skill types

Item 7 —

Selecting instrument forms
for reading and writing

Item 10 —

Rubrics reflecting
writing aspects

| Determining assessment | :
Item 2 — e rrenilianis Ttem 8 \ Instruments measuring
P \ reading comprehension
1 Designing instruments )
| Item 3 — based on learning ‘ Item 9 \ Instrument relevance
. indicators to learning objectives
[ ‘ Aligning instrument forms :
Item 4 —  with language-skill ;
characteristics i
Ensuring language clarity

in instruments

RN

.............................................

Integrated Assessment Instrument Development Competence

Figure 4. Three-Factor Structure of the Assessment Instrument Development Competence

Figure 4 illustrates multidimensional
nature of the construct terms of
conceptualization. Evaluation Knowledge
represents conceptual knowledge, Instrument
Design Skills represent its procedural

in

implementation, and Contextual
Understanding is the ability to adjust the
decisions to particular learning objectives
and language-skill characteristics (Oztiirk,
2021). These three dimensions should not be
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interpreted as independent competencies.
Instead, based on qualitative findings, it can
be stated that instrument
development involves their integration. In

successful

particular, a participant can know the
principles of assessment but still face
problems  with  selecting  appropriate
instrument or deciding about the

appropriateness of a certain instrument in a
given situation.

The reported EFA solution revealed
three components explaining 78.3% of the
variance, which means that the extracted

for a considerable
portion of variance of the 10-item
instrument. Thus, the structure can be
considered useful for the conceptualization
of the construct of interest. At the same time,

dimensions account

due to relatively small sample size, it is
necessary to exercise caution in interpreting
the magnitude and stability of the
components (Karacan & Can, 2026). The
three-factor structure should therefore be
regarded as exploratory and
replication in future research with much
larger sample sizes.

require

Table 4. Summary and Interpretation of the Extracted Competency Dimensions

Factor Dominant
Contribution®

Reported Variance

Construct Interpretation

Loading

Factor 1 0.88

32.7%*

Evaluation Knowledge understanding what
assessment is and why it is used

0.85

26.8%*

Instrument Design Skills knowing how to
construct assessment instruments

1,6
7,1
Factor 2 2,3,
4,5
8,9

Factor 3 0.84

18.8%*

Contextual Understanding knowing when, where,
and for which learning objectives assessment
should be adapted

Total 10 -

78.3%*

Multidimensional assessment instrument
development competence

The variance percentages are consistent
with those presented in the data of the study.
The eigenvalues should be checked against
the original statistical output of the study
before publication because the previously
reported eigenvalues (4.21, 3.18, and 2.17)
do not mathematically correspond to the
stated percentages (32.7%, 26.8%, and
18.8%) for a 10-item PCA. The final
manuscript should report the values from the
original EFA/PCA output.

Table 4 provides a summary of
conceptual meaning of the extracted three
dimensions and clarifies their logical
progression from conceptual knowledge
towards application in specific contexts.
Evaluation Knowledge can be considered the
foundation because teachers first
understand the purposes of assessment and
language-skill characteristics before

must

developing the instruments (Borg & Edmett,
2019). Instrument Design Skills reflect this
knowledge through making decisions
concerning formats, indicators, and language
clarity. Contextual Understanding extends
the two above-mentioned dimensions by
requiring participants to evaluate whether the
instrument properly represents the learning

objective and learner needs (Lazaro
Cantabrana et al., 2019). This interpretation
is compatible with the concept of

development of teacher competence resulting
from the interaction of knowledge, cognition,
and contextual practice (Borg, 2023; Li,
2020).

However, the order of these dimensions
should not be considered a statistically
established developmental hierarchy.
Instead, the logical progression from
knowing what and why to knowing how and
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further to knowing when, where, and for
whom provides an interpretive framework
for interpreting the qualitative findings. This
distinction is important because exploratory
factor analysis is used to reveal the patterns
of correlation between variables while
establishing a developmental hierarchy
requires  longitudinal or  experimental
evidence (Sumarni, 2023). Thus, the current

study uses three dimensions as a
conceptualization of the competency
organization but not as a claim that

participants necessarily develop through
these stages in a certain sequence.

The findings also correspond to the so-
ciocultural perspective on teacher cognition,
suggesting that advanced professional learn-
ing develops through interaction, mediation,
guided practice, feedback, and participation
in socially situated activities rather than
through passive acquisition of assessment
knowledge. According to the theory,
professional knowledge is developed through
interaction, mediation, and participation in
socially situated activities and not merely as
a result of passive information acquisition
(Vygotsky, 1980). The relatively clear factor
structure found in the present study can thus
be interpreted as evidence of recognition by
participants of different dimensions of
assessment competence, while the qualitative
findings indicate that ability to integrate
these dimensions depends on opportunities
for guided practice, feedback, reflection, and
interaction with more knowledgeable others
(Li, 2020). This interpretation is consistent
with research emphasizing the importance of
training and practicum experience in
translation of theoretical knowledge into
practice (Borromeo Ferri, R., Greefrath,
2026; Nguyen et al., 2026a).

Overall, exploratory factor
provides the preliminary empirical support to
the three-dimensional conceptualization of

analysis

assessment instrument development
competence, including Evaluation
Knowledge, Instrument Design Skills, and
Contextual Understanding of Language
Skills. The first dimension reflects
conceptual knowledge, the second — its
implementation, and the third — contextual
application (Kazaz & Alagozlii, 2020). Most
importantly, the relatively low perceived
competence found in previous analysis of
Statements 8 and 9 is consistent with the
emergence of these items as the unique
indicators of the third factor. Such
convergence between descriptive and factor-
analytic ~ findings provides additional
justification of the interpretation that
contextual understanding represents an
important area for further investigation (Jia
et al.,, 2016). At the same time, the small
sample size implies that the factor structure
should be considered preliminary and
requires replication with larger samples and
more sophisticated methods in future studies.
The next section thus analyzes how reflective
practice may explain the relationships among
the identified three dimensions and transition
from assessment knowledge to assessment
practice.

c. Reflective Practice as a Mechanism
for Integrating Assessment Compe-
tence
However, it would be erroneous to draw

conclusions about the competence of

assessment instrument development from
either self-perceptions of the participants or
the three-factor structure obtained with the
help of EFA. The results of interviews and
document analysis reveal another dimension
of participants' competence that explains
how they translate the existing assessment
knowledge into practice (Guevarra et al.,

2024). First of all, the findings show that

effective translation includes a consistent
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distinction between the knowledge of
assessment principles and their flexible
application in specific instructional settings.
This finding makes reflective practice the
key mechanism for bridging knowledge of
assessment design,  and
contextual features of instruction. In this
study, reflective practice is thus defined as a
mechanism for bridging theory and practice
rather than as a statistically tested mediating
variable.

As seen in the qualitative data, the
participants generally possessed the basic

evaluation,

knowledge of the purposes and principles of
language assessment. They could usually
explain why language assessment should be
aligned with instructional goals and why

different language skills require different
approaches (Alaa et al., 2019). However,
some of the participants admitted that their
knowledge was mostly declarative. While
they could describe what an appropriate
assessment should include, it seemed more
difficult for them to explain how particular
decisions about assessment should be made
in a specific instructional situation. The
above findings agree with Borg's (2023)
distinction between knowledge and practices
related to it among teachers. In addition, the
findings also support the sociocultural
assumption that professional knowledge is
developed through interaction rather than
through knowledge transmission (Vygotsky,
1980).

Table 5. Qualitative Evidence of Reflective Practice Across Competency Dimensions

Competency Evidence from Evidence from Reflective Required
Dimension Interviews Assessment Documents Challenge Mediation
Evaluation Participants generally Basic assessment Translating Guided
Knowledge understood assessment ~ components were principles into practice,
purposes and principles  generally present independent modelling, and
assessment collaborative
decisions discussion
Instrument Participants expressed ~ Most rubrics contained Some reliance on Feedback,
Design Skills  confidence in selecting  essential assessment routines or redesign, and
formats and developing  aspects templates without authentic
instruments sufficient construct ~ assessment
consideration practice
Contextual Participants Only 40% of rubrics Translating general ~ Authentic
Understanding  experienced greater contained clear and principles into cases,
difficulty adapting differentiated descriptors  context-sensitive mentoring,
instruments to specific decisions simulation,
learning situations and structured
reflection
Reflective Deeper reflection Assessment decisions Developing self- Pre-active,
Practice involved questioning provided opportunities regulation and interactive,
practices and for evaluation and professional and post-
considering alternative  revision judgment active
approaches reflection

As demonstrated in Table 5, the three
competency dimensions not only differ in
terms of their conceptual content but also
require a different type of support for their
development. The evaluation knowledge
seems to be rather well-developed because
the participants were able to articulate the

basic principles of assessment. Similarly, the
instrument design skills were also apparent
from the participants' ability to produce
assessment  instruments with  essential
components (Hoang et al., 2025). Finally, the
contextual understanding seemed to be
somewhat since  the

more  complex
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participants had to evaluate whether a
particular instrument was appropriate for
specific learners, objectives, language skills,
and classroom conditions. This finding is
supported by the research claiming that the
assessment literacy and training needs of

teachers are affected by the educational
context (Vogt & Tsagari, 2020).

The relationship among the competency
dimensions can be seen as moving from
declarative knowledge to contextualized
competence.

Evaluation Instrument
Knowledge Design Skills
(Knowing how)

(Knowing what and why)

o Understanding the
purposes of assessment

Selecting appropriate

assessment formats

o Recognizing language-
skill characteristics

Developing instruments
based on learning

o Identifying key indicators

assessment principles

Formulating clear items
and criteria

Designing scoring rubrics

Items 1, 6, 7, 10

Items 2,3,4,5 J

Contextual
Understanding

(Knowing when, where,
and for whom)

Integrated Assessment

Instrument Development
Competence

e Measuring specific
language abilities
accurately

Conceptually informed
instrument design

o Context-sensitive
¢ Ensuring alignment with assessment decisions

learning objectives

Use of appropriate
e Adapting instruments scoring criteria
to learners and

: " ¢ Ongoing evaluation
instructional contexts

and revision

Professional judgment

Items 8, 9 in assessment practice

Development of Assessment Competence

From knowledge To the ability
of principles to design instruments
A

: Informed by reflective practice

Toward integrated
professional competence

To context-sensitive
application

Figure 5. From Declarative Knowledge to Contextual Assessment Practice

Figure 5 reveals an interpretation of the
factor structure in connection with the
qualitative findings. As it can be seen, the
knowledge constitutes the
conceptual base from which the assessment
decisions are formed. The instrument design
skills reflect the operationalization of that
knowledge through the selection of
assessment format, the formulation of
assessment indicators, creation of assessment
items, and development of scoring criteria
(Olmezer-Oztirk & Aydin, 2018). The
contextual understanding continues that
process and requires the pre-service teachers
to evaluate the appropriateness of the
resulting instrument for particular learners,
objectives, skills, and conditions. The
described sequence is not supposed to reflect
any statistical order of the development of
the competence dimensions.

evaluation

The qualitative data also show that
reflection takes place throughout the process
of assessment development. The participants
have to think about the purpose of an
assessment before its design, evaluate the
appropriateness of the decisions made while
creating or implementing an instrument, and
finally, evaluate and revise it (Zhang &
Wang, 2023). Such a process can be
considered the part of the broad definition of
reflective practice as examination of one's
professional decisions and their
consequences. The research on reflective
practice also shows that such a reflection can
support the development of professional
awareness and self-monitoring among pre-
service teachers (Cirocki & Hallet, 2024;
Nguyen et al., 2026).
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o Identify unexpected issues
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[

o Use the instrument with learners
o Collect and document evidence
o Note contextual factors and learner responses

) Sequence of development

< === Reflective interaction

Figure 6. Reflective Practice Throughout the Assessment Development Process

Figure 6 stresses that reflection is not the
activity that occurs at the end of the
assessment development process. It can
occur at various stages of the process. For
instance, during the pre-active reflection, the
participants consider the learning objectives,
learner characteristics, and the type of

evidence needed before creating an
assessment instrument. The interactive
reflection allows them to rethink the
decisions made while designing or

implementing the instrument (Cirocki et al.,
2025). Finally, the post-active reflection
involves the evaluation of the instrument
regarding how well it captures the desired
competence and what changes are necessary.
Such an interpretation is compatible with the
reflective cycles used in teacher education
programs and evidence that reflective writing
can progress from description to analysis of
professional experiences (Nguyen et al.,
2026; Colwell & Ince, 2021).

The sociocultural approach also does not
limit reflective practice to individual
reflection. On the contrary, reflection can be
stimulated and supported by the interaction
with instructors, mentors, and other peers. In
the present case, the process of pre-service
teachers' movement from the knowledge of
assessment principles to their application and
adaptation can be seen as the Zone of
Proximal Development (ZPD) proposed by
Vygotsky (1980). According to ZPD, the
tasks that initially seem beyond the capacity
of an individual can be accomplished due to
modeling, scaffolding, dialogue, feedback,
and collaboration. Similar ideas are
presented the literature on teacher
cognition that emphasizes the influence of
social and environmental factors on teachers'
knowledge, beliefs, and interpretations (Cai
& Zheng, 2020; Borg, 2023).

in
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Figure 7. Sociocultural Mediation of Assessment Competence Development

Figure 7 illustrates how the process of
the integration of the three competency
dimensions is facilitated by social mediation.
Instructors and experienced mentors can
provide models of assessment decision-
making, while peers can offer alternative
interpretations and criticism. Dialogue helps
pre-service to articulate the
assumptions that might otherwise remain
unnoticed, and scaffolding lets them perform
the assessment-related tasks that they might
initially find difficult to accomplish on their
own (Dy & Sumayao, 2023; Harmadi et al.,
2025). With the repeated participation and
reflection, the initially externally mediated
assessments can gradually be internalized.
Such an interpretation agrees with the
findings about the effect of social interaction
on teachers' knowledge, beliefs, and concepts
(Cai & Zheng, 2020).

The findings of the current study also
show some differences in the degree of the

teachers

participants' reflective engagement. In the
first case, the participants could just say
whether an assessment
appropriate or not. In a more complex case,

instrument was

reflection included questioning of the
reasons for choosing a particular format,
considering other possible assessment
approaches, assessing the alignment of the
instrument with the learning objectives, and
identifying necessary revisions (Hernandez-
Lopez et al., 2024). Such a distinction is
essential since reflective practice is not equal
to just thinking about an experience.
Reflection requires a systematic examination
of assumptions, evidence, and consequences
and consideration of alternative actions
(Angela et al., 2025). Such reflective practice
can promote the development of professional
judgment, especially when the pre-service
teachers have to face the situations that are
not covered by standardized procedures or
templates.

In turn, the relationship between
reflection and assessment competence can
also be explained through Borg's (2023)
framework of teacher cognition. The
assessment decisions are based on the
knowledge, beliefs, and interpretations of the
teachers. The reflective practice provides an

opportunity for those elements to become
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explicit and to be reassessed. Such an
interpretation is supported by the findings
about the positive role of reflective practice
for the professional development of teacher
educators and context-sensitive pedagogical
decisions (Amalia et al., 2020). The same
can be said about the critical incident
approaches, which can trigger reflection
among pre-service teachers, and action
research that can promote the reflective
cycles of inquiry (Anselmann, 2023;
Ayubayeva & McLaughlin, 2023).
Summarizing the above findings, it can
be stated that the three
dimensions are interconnected through the
reflective practice and sociocultural learning
process. The evaluation knowledge provides
the conceptual basis for the assessment
decisions, instrument design skills help to
operationalize this knowledge into concrete
assessment instruments, and the contextual

competency

understanding enables the adaptation of these
instruments to particular learning conditions
(Konig et al., 2020). Reflective practice links
these dimensions through encouragement of
their evaluation and revision.

Such an interpretation of the findings
seems particularly relevant in view of the
identified theory-practice gap. According to
the current findings, the main problem is not
the lack of assessment knowledge but its
insufficient integration with design decisions
and contextual judgments. From the
sociocultural perspective, such integration
depends on the mediation, scaffolding, social
interaction, and internalization (Giraldo &
Murcia, 2019). From the perspective of
teacher cognition, it also requires a
consistent consideration of the role of
knowledge and beliefs in  making
professional decisions (Borg, 2023). Thus,
reflective practice can be seen as a bridging
mechanism for increasing the integration of
assessment knowledge.

To conclude, this section has shown that
the three-factor structure obtained through
EFA cannot be viewed as three separate
components of the participants' assessment
competence. Instead, the findings of the
qualitative stage have revealed that their
effective combination is achieved through
reflection and socially mediated learning
(Kazykhankyzy & Alagozli, 2019). This
interpretation becomes the basis for the
following discussion of pedagogical and
theoretical implications of the findings for
language teacher education.

d. Pedagogical and Theoretical Implica-
tions for Language Teacher Educa-
tion
The findings of this study can be applied

to designing teacher education curricula

regarding the teaching of assessment
competence in terms of its assessment,
practice, reflection, and evaluation. The
three-dimensional structure revealed in the
exploratory analysis (Evaluation Knowledge,

Instrument Design Skills, and Contextual

Understanding) suggests that assessment

competence transcends conceptual

knowledge acquisition (Hidayat et al., 2025).

Qualitative findings reveal that pre-service

teachers may know the basic principles of

assessment while having difficulty applying

them in context (Lazarevi¢c, 2018).

Therefore, teacher education needs to create

learning activities combining assessment

theory, instrument  design, context
application, and  reflection. These
implications are coherent with the research
stressing the importance of targeted
assessment training in the development of
assessment competence of pre-service
teachers (Yiksel, 2014) and with research
focused on the importance of context in
teachers' assessment literacy and training
needs (Vogt & Tsagari, 2020).
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The first implication is the need to
provide more contextualized assessment
training for pre-service teachers. Statements
8 and 9 had the relatively low perception of
competence, and qualitative evidence
indicates that pre-service teachers need real-
life application of assessment principles.
Teacher  education  should  provide
opportunities for the wuse of authentic

instructional contexts rather than just
replicating assessment forms (Farmasari et
al., 2023). Authentic case analysis can enable
pre-service teachers to realize that the
instrument can be assessed as appropriate
only if its format is technologically correct
and if the evidence generated by the
instrument corresponds with the instructional
situation and intended construct.

Table 6. Pedagogical Implications Derived from the Study Findings

Empirical Finding

Interpretation

Pedagogical Response 15 CHl

High perceived competence in
foundational assessment

Declarative assessment
knowledge is relatively well

Development
From knowing
principles to

Use application-oriented
assessment tasks

principles established applying them
Strong perceived instrument- Participants can develop Introduce construct More principled
design competence basic assessment alignment, item analysis, instrument
instruments and redesign activities design
Lower perceived competence  Context-sensitive Use authentic cases, Stronger
in contextual application assessment judgment simulations, and contextual
remains challenging mentoring assessment
decisions
72% of rubrics contained Basic rubric construction Provide explicit rubric- Improved scoring
essential aspects, but only was stronger than development and criteria
40% had clear differentiated performance-level evaluation practice
descriptors specification
Interviews revealed a theory—  Knowledge is not always Embed structured Stronger theory—
practice discrepancy translated into practice reflection throughout practice
assessment development _integration
Reflection involved Reflection can support Implement systematic Greater
questioning and revising integration of competency reflective activities and professional
assessment decisions dimensions portfolios judgment and
self-regulation

Table 6 provides concrete pedagogical
implications from the findings of the study.
It should be noted that these
recommendations are not provided solely on
the basis of high questionnaire results but are
derived from the convergence of evidence
from the questionnaire, and
documents. As 72% of rubrics contain the
necessary components while 40% include
clear and differentiated descriptors, it
suggests that teacher education should
address the quality of performance criteria

interviews,

instead of requiring students to develop
rubrics. This is in line with the research
indicating that the development of rubrics

improves teachers' understanding of the
assessment process and leads to better
learning outcomes (Nurhayati et al., 2019).
Similarly, the of assessment
instrument feasibility should consider both
material and language issues in order to
enable appropriate measurement of learners'
abilities (Listeani et al., 2021).

The second implication is the need to
integrate reflective practice into assessment
courses systematically. Rather than treating
reflection as an add-on exercise following an

analysis

assignment, reflection can be conducted in
pre-active, interactive and post-active stages
of assessment instrument development (Kos
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& Celik, 2023). This recommendation is
consistent with the reflective process
revealed in this study and described above:
pre-active reflection, interactive reflection,
and post-active reflection. Research on
reflective practice and lesson study indicates
the usefulness of structured reflection for the

connection of theoretical knowledge and
teaching decisions (Colwell & Ince, 2021).
The evidence about the reflection using e-
portfolios the possibility of
professional identity development and self-
monitoring (Cirocki & Hallet, 2024).
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A
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Figure 8. Integrated Model of Assessment Instrument Development Competence

Figure 8 summarizes the main findings
and theoretical implications of the study. The
model does not see three dimensions as

independent  constructs.  Instead, the
Evaluation = Knowledge provides the
conceptual background, the Instrument

Design Skills transform knowledge into the
product, and the Contextual Understanding is
responsible for adapting the product to
particular learning objectives and
instructional situations (Oztiirk, 2021). The
Reflective Practice is the integrative
mechanism since qualitative findings suggest
that questioning, evaluation, and revision of
decisions related to assessment can be
helpful in the transition between dimensions.
Thus, the model is the interpretation of the

present findings rather than the causal
statistical model.

The third implication the
explicit addressing of the theory-practice gap
in assessment education. Results show that

involves

pre-service teachers can learn assessment
concepts but conceptual understanding alone
does not guarantee appropriate decisions.
Teacher educators therefore need to model
the decision-making process related to
assessment rather than presenting assessment
instruments as finished products (Karacan &
Can, 2026). Students should be required to
justify the choice of the particular assessment
format, to explain how the item presents the
indicator of learning, to discuss the
appropriateness of the criterion and
modification of the instrument in new learner
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or classroom conditions. Such an approach is
consistent with Vygotsky's (1980) view of

Assessment Theory
and Declarative Knowledge
(What and Why)

Purpose and principles
of assessment

o Language-skill characteristics Informs

(concepts,
principles,
and frameworks)

o Types of assessment instruments
e Learning objectives and outcomes

e Validity, reliability, and fairness

Reflective Practice
(Bridge to Application)
Examining theory with practice
e Questioning assumptions

e Analyzing contextual scenarios

o Identifying gaps and challenges

o Considering alternative approaches

e Revising and improving instruments

mediation and internalization and with
Borg's (2023) concept of teacher cognition.

Contextual Assessment Practice

(How, When, Where, and for Whom)

e Designing assessment instruments

e Implementing assessment in the classroom

Guides
(design
decisions and
refined practice)

e Collecting and analyzing assessment evidence
o Interpreting results and making decisions

e Adapting instruments to learner needs
and contextual conditions

4

]
}
1 Refines theoretical understanding

[ Sy R .- ——

Feedback and Revision

Informs practical implementation

(How Insights are Theory and Practice)

Continuous Professional Learning and Development

Figure 9. Theory-Practice Integration Framework

Figure 9 suggests that the relationship
between theory and practice should be seen
as an iterative process rather than the one-

directional  transfer =~ of  knowledge.
Assessment theory provides principles and
conceptual resources, whereas practical
experience  gives pre-service teachers
information about context-specific
limitations and unexpected assessment

problems (Borg & Edmett, 2019). Reflective
practice connects these two dimensions by
requiring students to compare theoretical
assumptions ~ with  their  assessment
experience, to identify discrepancies, to
consider alternative solutions and to revise
their decisions. This interpretation is
compatible with sociocultural accounts of
teacher development in which professional
knowledge is mediated through interaction
and internalized gradually (Li, 2020; Cai &
Zheng, 2020). It is also compatible with
research on the usefulness of reflective
lesson planning for contextualization of
pedagogical decisions (Amalia et al., 2020).

The fourth implication concerns the
development of the continuous assessment
competence cycle in teacher education.
Instead of viewing assessment instrument
development as a single course assignment,
it can be organized as an iterative process of
learning, planning, design, implementation,
evaluation, reflection, and redesign. This
approach will give pre-service teachers the
opportunity to repeatedly face authentic
assessment problems and to refine their
professional ~ judgement  progressively
(Lazaro Cantabrana et al., 2019). The cycle
can involve portfolio documentation, peer
review, mentor feedback, and empirical
analysis of the assessment instrument. These
approaches are consistent with the evidence
suggesting the wusefulness of reflective
practice, critical incident approach, and
action research as mechanisms for systematic
reflection (Anselmann, 2023; Ayubayeva &
McLaughlin, 2023).
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Figure 10. Reflective Assessment Competence Development Cycle

Figure 10 operationalizes the
pedagogical implications of the study as a
professional learning cycle. The model
emphasizes that competence develops
through repeated interaction between
knowledge and experience rather than
through one-time exposure to assessment
theory (Sumarni, 2023). Evaluation provides
information about the quality of the
instrument, reflection is needed to interpret
the information and to revise the instrument
on this basis. This cycle is especially
relevant for the contextual dimension
revealed in the study since the contextual
judgement can require repeated exposure to
different  assessment  situations.  The
portfolio-based documentation can make the
process of development visible by allowing
pre-service teachers to monitor changes in
their assessment decisions in the course of
iterative process (Cirocki & Hallet, 2024;
Nguyen et al., 2026).

From the theoretical point of view, the
findings contribute to the integrated
interpretation of Sociocultural Theory and
Teacher Cognition. Sociocultural Theory
explains how the assessment competence
develops through interaction, mediation,
scaffolding, and internalization (Vygotsky,
1980; Li, 2020; Cai & Zheng, 2020),
whereas Borg's (2023) framework explains
how the knowledge, beliefs and cognitive
processes influence the decisions. The
combination of these theories provides a
useful conceptual tool to understand the
reason for which pre-service teachers may
have good declarative knowledge but require
mediated experience for turning this
knowledge into professional practice
(Kusumaningtyas et al., 2024). The three-
factor structure reveals in this study provides

an empirical basis for distinction of
conceptual, procedural, and contextual
dimensions of assessment competence,

although the preliminary character of the

Indonesian Journal on Learning and Advanced Education (IJOLAE)| p-ISSN 2655-920x%, e-ISSN 2656-2804

Vol. 8 (3) (2026) 726-755



751

Integrating Science, Technology, and Society Learning with Multimodal Digital Production for

Progressive and Sustainable Digital Responsibility in Social Studies

findings requires verification with larger
samples.

Overall, the pedagogical implications
suggest an assessment education model that
combines conceptual knowledge, technical
instrument development skills, contextual
application and reflection. Instead of viewing
these elements as separate instructional
goals, teacher education programs can inte-
grate them through authentic assessment
tasks, collaborative learning, mentoring, re-
flective portfolios, empirical analysis of as-
sessment instruments, and iterative redesign,
thereby creating progressive learning envi-
ronments that connect theory, practice, re-
flection, and continuous improvement. Such
an approach is consistent with the research
indicating that assessment competence
develops through interaction of knowledge,
practice, context, and reflection (Kazaz &
Alagozli, 2020). The suggested framework
should be seen as the theoretically based
pedagogical model derived from the findings
of the present study, which should be used
for future empirical research and refinement.

4. Conclusion

The current study demonstrates that as-
sessment instrument development compe-
tence among pre-service language teachers is

a multidimensional construct comprising
Evaluation Knowledge, Instrument Design
Skills, and Contextual Understanding of
Language Skills, which together provide a
foundation for advanced, contextualized, and
progressive assessment learning. While gen-
erally being competent, the participants ex-
hibited a disconnect between their
knowledge base and practical competencies,
especially in terms of differentiating perfor-
mance criteria and adaptation of assessment
tools to the particular learning and instruc-
tion situation. The use of reflective practice
proved to be a useful way to integrate the

aforementioned competencies into coherent
activities in planning, implementing, evaluat-
ing, and revising assessments. The results
suggest that teacher education programs
should move beyond the transfer of theoreti-
cal assessment knowledge by providing au-
thentic assessment experiences, context-
based practice, mentoring, feedback, collabo-
rative learning, and structured reflection that
promote progressive and practice-oriented
professional learning. An integrated perspec-
tive combining assessment knowledge, tech-
nical design skills, context-sensitive judg-
ment, and reflective practice is therefore
proposed as a foundation for progressive and
sustainable professional learning in teacher
education. Due to exploratory nature of the
factor analysis and the sample size, however,
the multi-dimensional construct should be
regarded as tentative and deserves further
exploration using larger samples.
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