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ABSTRACT

Nowadays, teachers are facing increasing demamdseir work: dealing with diverse
groups, supporting the learning process, taking atcount the students needs, interacting
with students parents ...etc...These challenges reqtuckent teachers to be prepared for real
professional contexts of their profession. It alsquires teacher’s educators to be well aware
of these challenges.

The aim of this study is to identify the assessmasks teachers’ educators assign in
cooperative learning groups. It also aim at findimgt what are their perceptions of an
authentic assessment task in cooperative learnimy reow they evaluate its degree of
authenticity according to the five-dimensional femaork of an authentic assessment (the
task, the social context, the physical contextatsessment result, the criteria and standards)
developed by (Gulikers & al, 2004).

This qualitative study deals with the trends incteaas’ educators’ assessment task practices.
We conducted it in Norway and France due to our iltplas a student of the Erasmus
Mundus Master- Mundusfor. Our sample population poses 11 teachers’ educators either
from teacher education for vocational education a@raining or from general teacher
education. They work in university colleges in Nagaand teachers training centers in France
calledInstitut Universitaire de Formation des Maitrds§/FM).

Our theoretical background is informed on the ocaedhby the socio-constructivist nature of
cooperative learning that states that learning isogess of successive stages, an interaction
between the individual and his environment, with px¢eer and his teacher (Dyste, 2008) . It is
also informed by theories of authentic assessntaitgosits that discourses, products and
performances must have value or meaning beyondessidn the training center and reflect
professional practices (Newman, Wehlage, 1993). tNéa asked our participants to reflect
on their practices. We used semi-structured ingevsito collect the data and proceeded to
their discourses content analysis according toaapriori coding based on our research
guestions (types of assessment tasks, autherdioggnsions, and challenges).

Results show that the most common assessment tasks by the teachers’ educators in
cooperative learning groups are :( 1) group oratentations (2) seminars,(3) group research
works,(4) oral or written self-reflection tasks,(®jeblogs, (6) group projects and (7)
portfolios. These assessment tasks are generdher @rescribed by the curriculum and the
national program, or used instinctively by teachexducators who have perceived the
potential of these tasks to induce some profeskicompetences during the training. In
addition, during the assessment tasks, the tedob#usators sometimes assign some tasks
individually to the student teachers inside theugroHowever, they consider them as
authentic meaningful interactions as the studeathers cannot fulfill their assignments
without cooperating with their classmates. The hee&€ educators consider those isolated
works and reflections inside the cooperative graspuseful for the future professional
development of the student teachers.



The teachers’ educators attach the same importemoeur five elements of authentic
assessment tasks. However, the physical contexthvid rated as the same with the criteria
and standards, does not all the time meet theeaapons in terms of adequate teaching and
learning resources material. The other difficultees most of the time expressed in terms
making students tolerant to peer-assessment onotiee hand, and ensuring individual
accountability and the group goals when the tradiin grades giving in their respective
educational system consists in whether awardingviohabl grades or group grades on the
other hand.

The results suggest that cooperative learning bssiye effects in preparing student teachers,
and more authenticity in the assessments taskspnolide prospective teachers with the
necessary competences to tackles the challengésiofprofession. This can only be done
with well-trained teachers’ educators constantfieating on their practices.

Our results also imply that teachers’ educatorssiciem the acquisition and the development
of professional competences by the prospectivehtzacas a collaborative and cooperative
endeavor that should involve policy makers and gmsibnal of Education. The role of

stakeholders in teacher education for providingessary funds, infrastructures for the
teachers training centers is seen to be cruciah&eting real-world practices.

Some interesting impulses for theoretical and prakcturther research suggest investigating
on a larger sample on the following questions detil teachers’ perceptions of authentic
assessment tasks in cooperative learning groupbp stould decide on authenticity in

education among the stakeholders?; do simulatedobtiased assessment tasks really
account for authentic assessment? The answersegse ttesearch questions will certainly
provide ways for improving teaching practices iadeer education.

Key words: cooperative learning, authentic assesgrteacher education.



RESUME

De nos jours, les enseignants doivent faire faces dlaxercice de leurs fonctions a des défis
de plus en plus complexes. Ces défis sont entresald gestion de groupes hétérogénes,
'adaptation et I'accompagnement des processuspEafissages en tenant compte des
besoins et des spécificités des apprenants, laboosltion soutenue avec les parents
d’éleves,...etc. Il devient donc de plus en plusspdnsable pour les futurs enseignants d’étre
formés dans des conditions reflétant le plus fiskelet possible la réalité de leur futur métier
et d’acquérir au cours de leur formation initisde tompétences nécessaires pour affronter les
interactions et les défis qui les attendent. Cetézessité exige particulierement des
formateurs d’enseignants d’étre au faite de cess dif terrain et de les intégrer a leurs
pratiques d’évaluation.

Cette étude a pour but d’identifier a travers lexalrs des formateurs d’enseignants, les
tendances dans les pratiques d’évaluation utilidéas les groupes d’apprentissage coopératif
pour préparer les futurs enseignants aux réaldasretes de leur métier. Les apprentissages
coopératifs étant considérés comme des travaux etits pgroupes pour optimiser les
apprentissages de chacun (Johnson & Johnson, 188%gira particulierement d’identifier
les types de taches évaluatives qu'ils utilisenyrguoi ils les utilisent et quelles sont leurs
perceptions du degré « d’authenticité » de cesetdtans un contexte d’apprentissage
coopératif. Cette analyse se fera au regard desatéments d’une « évaluation authentique »
des apprentissages suggérés par ( Gulikers & @f)20savoir la tache évaluative, le contexte
social de la tache, le contexte physique de laetdle résultat de I'évaluation, les criteres et
les normes de I'évaluation ; ces cing éléments mtevefléter le plus fidelement possible
toutes les dimensions d'une activité professioenelielles quelles se présentent dans la
réalité. S’ensuivra ensuite une identification difficultés rencontrées par les formateurs
d’enseignants dans ces conditions.

Les référents théoriques qui sous-tendent notreaddma méthodologique et nos réflexions
sont d'une part les considérations socioconstristéis du fait du caractere coopératif des
apprentissages que nous étudions. Les sociocotigistes stipulent que I'apprentissage est
un processus par étapes successives de lintaraetive I'individu et son environnement,
avec ses pairs et avec son formateur (Dyste, 2008)tre part cette recherche est aussi sous-
tendue par les théories de I'évaluation authentguiestipulent que les discours, les produits
et les performances en formation doivent avoir vaeur et une signification au-dela de la
réussite en centre de formation et refléter desques professionnelles utiles et avérées dans
la réalité de la future fonction ( Newman, Wehla$@93). Une « tache authentique » étant
considérée comme celle qu’exécute le professisurde terrain tous les jours.

Cette étude qualitative sur les pratiques de foearatd’enseignants en matiere d’évaluation
authentiqgue des apprentissages coopératifs a aliéée sur un groupe de 11 formateurs
d’enseignants choisis en Norvege et en France.eNathantillon comprend des formateurs
d’enseignants pour l'enseignement général et desnaieurs d’enseignants pour

'enseignement technique et la formation profegsatle. lls exercent pour les uns dans les
écoles supérieures en Norvege et les autres etutadiiniversitaire de Formation (IUFM) en

France. Nos participants ont été invités lors d@ntes semi-directives a réfléchir sur les
taches d’évaluation qu’ils utilisent et les raisgus sous-tendent ces choix par rapport a leur
authenticité. Les taches d’évaluation étant entesdai comme celles qui permettent aux
étudiants de démontrer des compétences profesimsmecessaires a leur futur métier
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d’enseignants. Une analyse thématique du contemdlideours selon un codage a priori basé
sur nos questions de recherche (les types de t@slabsatives, les degrés d’authenticité de
ces taches et les défis rencontrés) a ensuitdféttuge.

Les résultats montrent que les taches d'évaluatimsidérées comme des outils dévaluation
authentique en apprentissage coopératifs par lesafeurs d’enseignants intervieweés et
couramment sont : (1) les présentations oralegraigpes,(2) les séminaires, ( 3) les travaux
de recherche en groupes, (4) les réflexions peetl@snou auto-évaluations écrites ou orales,
(5) les blogs ou plateformes numériques interacti les élaborations de projets et (7) les
portfolios. Ces taches d'évaluation sont généralensmit prescrites par le programme en
vigueur ou soit utilisées de facon instinctive pes formateurs quand ils y pergoivent un
potentiel pour faire acquérir aux eétudiants des pé&Eences professionnelldgdéme si
certaines taches évaluatives font appel a desxigfie et travaux individuels isolés mais au
sein du groupe d’étudiants, les formateurs lesgpezqt utiles en interactions significatives
pour le développement professionnel des futursigmsets.

Les formateurs interrogés déclarent aussi accdad®i€me importance aux cing éléments de
I'évaluation authentique quand ils évaluent ledtgli@nts. Le degré d’authenticité des taches
d’évaluations varient entre formateurs d'une pdrteetre formateurs et autorité politico
administrative d’autre part. Toutefois, le contepteysique des taches d’évaluation qui est
considérée de méme importance que les criteres etormes d’évaluation n’est pas toujours
adapté par manque d’infrastructures, de matériedeetressources didactiques. A cela
s’ajoutent les difficultés a rendre les étudiaoiérants vis a vis de leurs camarades lors des
évaluations par leurs pairs et celles liees auditioms des systémes éducatifs qui rendent
problématiques selon les cas I'attribution de natds/iduelles ou de notes de groupe dans ce
contexte d’apprentissage coopératif.

Les résultats suggerent que I'apprentissage cotipgrdes effets positifs dans la préparation
des futurs enseignants, et que plus d’authentiEbités les tdches d’évaluation permettra aux
formés d’acquérir plus de compétences professitesél méme d’étre efficaces dans la
releve des défis de leur profession. Cela ne pedaise aussi qu’avec des formateurs bien
formés. Nos résultats impliquent aussi que I'adtais et le développement des compétences
professionnelles des futurs enseignants en apgsagis coopératifs dans des conditions
« authentigues » rendent indispensable la mise sposiition par les autorités politico-
administratives de I'Education, de centres de fdionad’enseignants aux infrastructures
adaptés et entretenus par le financement nécessdear fonctionnement optimal. Cette
implication des parties prenantes dans la formagisinconsidérée comme cruciale pour la
formation initiale et la formation continue des @gsants.

Quelgues pistes de recherche se dégagent cepatalaas conclusions. Des études sur un
échantillon plus large de participants pourronbtgiesser a la perception qu'on les futurs
enseignants de l'authenticité des taches d’évalmatiauxquelles ils sont soumis en
apprentissages coopératifs. On pourra aussi sardnsi les pratiques professionnelles de
'enseignant, simulées en formation sont vraimeathentiques et refletent toutes les
dimensions de la pratique de tous les jours. Eihfsera judicieux de se demander qui du
professionnel de I'éducation ou du politico-adntiitf doit fixer le degré d’authenticité des
taches d'évaluation en formation initiale des egisants. Les réponses a ces questions
contribueront certainement améliorer les pratiqlessformateurs d’enseignants.

Mots clés : apprentissage coopératif, évaluatidghemtique, formation des enseignants
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RESUMEN

En la actualidad, los maestros enfrentan un incnéonde demandas en su trabajo: manejo de
la diversidad, apoyo del aprendizaje, tomar en teuéas necesidades de los estudiantes,
interactuar con sus padres, entre otros. Estosfiogsaquieren que los maestros estén
preparados para contextos profesionales. Tamburiere que los formadores de maestros
estén bien informados de estos desafios.

El objeto de este estudio es identificar las tar@asevaluacion que llevan a cabo los
formadores de maestros en grupos de aprendizape@ivos. En este sentido, se indagara
las percepciones que los maestros tienen aceramaeuténtica tarea de evaluacion en
grupos de aprendizaje cooperativo. Para llevarba este objetivo, se evaluara el grado de
autenticidad de acuerdo a un marco de tedrico mep alimensiones sobre la “evaluacion
auténtica” (tarea, contexto social, contexto fisioesultado de la evaluacién, criterios y
estandares) desarrollado por (Guliketrsl,2004).

Este estudio cualitativo fue llevado a cabo en Mgauy Espafia de acuerdo a nuestra
movilidad como estudiantes del Master Erasmus MsirdMundusfor. La muestra incluye 11
formadores de maestros, tanto del campo de la Educ®&ocacional como de la Educacién
General. Los participantes de Noruega trabajan elegids Universitarios de ese pais,
mientras que los de Francia trabajan en un ingtitle Formacion de Docentes llamado
Institut Universitaire de Formation des Maitred{AM).

Nuestro marco teorico parte de una concepcion smristructivista de la naturaleza del
aprendizaje cooperativo. En este sentido, concebieloaprendizaje como un proceso
sucesivo de estadios de interaccion entre el iddoviy su ambiente, con sus pares y con sus
maestros (Dyste, 2008) Con respecto al conceptaval@acion auténtica, propuesta por esos
discursos, entendemos que los productos y los gesers deben tener valor o significado
mas alla de los sucesos que tienen lugar en alocdatformacion, y también, deben reflejar
practicas profesionales (Newman and Wehlage, 1P@8)este motivo, hemos inquirido a
nuestros participantes también sobre sus pragbicdesionales. La recoleccion de datos se
realizd por medio de entrevistas semi-estructuraaldas que se les aplico el procedimiento
de analisis de contenidos de acuerdo a cédigpsiori basados en nuestras preguntas de
investigacion (tipos de tareas, dimensiones denticigad y desafios)

Los resultados muestran que la tarea de evaluag&ncomun utilizada por los formadores
de maestros en grupos de aprendizaje cooperatival} presentaciones orales en grupo, 2)
seminarios, 3) trabajos de investigacion en grépotareas de reflexion oral o escrita, 5)
weblogs, 6) proyectos grupales, y, 7) portfolioas ttareas de evaluacion son, por lo general,
prescriptas por el curriculo y por los programasiarales, o son usadas porque los
profesores han percibido su potencial para mejasacompetencias profesionales. Aunque
algunas tareas de evaluacion en grupos de apr@ndiaaperativo implican algun tipo de
trabajo aislado, los formadores de maestros lasesiian Utiles para desarrollar interacciones
auténticas y significativas entre los futuros masstuando para resolverlas necesitan de la
ayuda de sus pares. Estas tareas son consideigwifisagivas para el desarrollo profesional
de los futuros maestros segun los formadores desent

Los formadores de maestros reconocen la importateiauestros cinco elementos de una
tarea de evaluacion auténtica. Sin embargopetexto fisicoque tiene la misma valoracion
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de loscriterios y estdndaresno siempre responde a sus expectativas en té&rdamoecursos
materiales adecuados para la enseflanza y el apmgndiAdemas del problema de la
disponibilidad de un contexto fisico relevante pagtareas de evaluacion, otras dificultades
gue enfrentan son, por un lado, la tolerancia deegtudiantes a la evaluacion de pares, y por
otro lado, garantizar el control individual y lokjetivos grupales, cuando la tradicion de sus
respectivos sistemas educativos consiste en otorgiaras individuales o marcas grupales.

Los resultados sugieren que el aprendizaje cooperdiene efectos positivos en la
preparacion de los maestros, y mas autenticidddsetareas de evaluacion beneficiara a los
futuros maestros con el desarrollo de competemgassarias para enfrentar los desafios de
su profesion. Esto solo puede ser llevado a cabdarmmadores de maestros bien entrenados
quienes reflexionen constantemente sobre sus gaactiNuestros resultados también
muestran que la adquisicion y el desarrollo dectampetencias profesionales de los futuros
maestros son consideradas por los formadores dstnome&omo un esfuerzo colaborativo y
cooperativo que deberia abarcar niveles politicpsojesionales de la Educacion. Es crucial
el compromiso de los agentes estatales y sociale$ groceso de formacion de maestros de
cara a los nuevos desafios que se presentan, tealoreen cuanto a la provision de fondos
necesarios para infraestructuras para los Ceneré®dnacion de Maestros.

Desde el punto de vista teérico y practico serfar@sante seguir investigando, sobre una
muestra mas amplia, acerca de las percepciondegjestudiantes para maestro tienen sobre
las tareas de evaluacién auténticas en grupos mdipaje cooperativo: ¢quién deberia

decidir sobre la autenticidad de la educacion? ¢irogesionales de la educacion o los

politicos? Llevar a cabo tareas de evaluacion sidayl ¢da cuenta realmente de la
autenticidad de la evaluacion? Las respuesta®a ieserrogantes seguramente mejorarian las
practicas en el ambito de la Formacion de maestros.

Palabras clave: aprendizaje cooperativo, evaluamibéntica, formacion de maestros.
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Chapter 1. Introduction

1.1 Introduction

Finding the most effective and efficient assessnpgattices of non —traditional teaching
techniques has always challenged educational sgstain over the world. Nowadays
assessment of knowledge and competencies thenrappeparable from all sort of learning.
It even sometimes guides the learning process. rApetency is more than just knowledge
and skills. It involves the ability to meet compldemands, by drawing on and mobilizing

psychosocial resources (including skills and até&) in a particular context (OEDC)

In 2003, the OEDC's DeSe€project issued a final report after a survey inElfopean
countries for setting up the key competencies aividual needs today. It has led to three
general categories of competencies that includaegusools interactively, interacting in

heterogeneous groups, and acting autonomously. lEEscbompetency must:

e Contribute to valued outcomes for societies anividuals;
e Help individuals meet important demands in a widaety of contexts; and

e Be important not just for specialists but foriatlividuals.

Today’'s societies place challenging demands onviedials, who are confronted with
complexity in many parts of their lives. These dadsimply for key competencies that
individuals need to acquire. Defining such compeigsican improve assessments as well as
identify overarching goals for education systemsl difelong learning. Individuals and
especially student teachers need a wide rangempetncies in order to face the complex
challenges of their work.

The demands of teaching contents that are moréealgalg; to learners that are more diverse
suggest a need for teacher education to have teA€akicators skillful in their understanding
of the learning strategies they use so that assaltréheir students acquired the key
competences relevant to the teaching professigrofession is:

“ a disciplined group of individuals who adhere taythiethical standards and uphold
themselves to, and are accepted by the publi®asgssing special knowledge and skills in a

widely recognized, organized body of learning degifrom education and training at high

! Organization for Economic Co-operation in Europe
2 Definition, Selection of Competences



level, and who are prepared to exercise this kndgdeand these skills in the interest of the
others.”™

Therefore, assessment practices that help to haotdo indentify required competences play
a central role in educational systems whether asfff training (certification assessmgrio
check if knowledge and competencies have been @thj(summative assessment), to assess
the level attained and the learner’s potentialdotioue in one way or anoth@orecasting
assessmejtto measure the level reached by an age groupson@ol population (diagnostic
assessment). There are then as many learning pesces assessment forms, tools and
practices. A learning task stimulates students dwebbp competencies whereas with an
assessment task, students demonstrate the comipstéBualikers & al, 2004)

As an instructional methodology with many tecjuss, cooperative learning does not
escape an eventual assessment. In cooperativenigasmall teams, each with students of
different levels of ability, use a variety of learg activities to improve their understanding of
a subject and produce a final work or product iteahing method. It may seek to social
attitudes, knowledge, problem-solving ability, mgeaal competencies...etc. It depends on
the intended goals of the work assigned. The nfa@ture of these learning groups is that
there are designed to maximize each group memasnifey (Johnson & Johnson, 1999)t
is becoming very common to use cooperative learnmgdutorial activities and course
assignments. Increasingly praised as a successfutational method, it is gaining the
attention of teachers’ educators who must prephee student teachers for the teaching
profession.

Many researchers have found out that cooperé&ming has many potential advantages
for students. Cooperative learning helps studentetyn how to develop and to build
interpersonal skills (Freeman, 199%nd to learn how to develop them (Slavin, 1987)
Among these social skills are: trusting and prawdisupport to team members,

communicating effectively, providing support angistgnce (Johnson and Johnson,1981)

*br John Southwick, 'Australian Council of Professioview', during proceedings of a joint confererme competition law and the
professions, Perth, April 1997

4 Gulikers, J.Bastiaens,T., & Kirschner, P, (200A4),five-dimensional framework for authentic assessmgéducational Technology
Research and Development, 52(3), 67-86.

> Johnson, D. W., & Johnson, R. T. (198@qaoperation and competition: Theory and reseattina, Minn. : Interaction Book Company

® Freeman M (1995Peer assessment by groups of group wassessment and Evaluation in Higher Education2@oino 3, pp 289-292.
" Slavin, R. (1987)Cooperative learning and the cooperative sch&alycational Leadership, vol 45, no 3, pp 7-13.

8 Johnson ,D.W .& Johnson ,R.T., (198&ifects of cooperative and individualistic learpiexperiences on interethnic interactidiournal
of Educational Psychology, vol 73, no 3, pp 444-449



challenging team members and engaging in consteuctdnflicts resolution . In fact, they

acquire a sense of social responsibility (Vermeit885. Cooperative learning also helps the
students to build cognitive skills (Freeman, 1988¢ause they need to reorganize their way
of thinking in relation to the group so that thegncexplain concepts to the other team

members.

Moreover, cooperative groups’ works have provedltain higher achievement scores than
individualistic groups after a test and studentskimg in group become active learners as
they discuss with teachers and can better learnrseamaterial. They have positive feeling
towards school (Slavin and Al, 198%)Being in a cooperative group thus enhances self-
esteem after a success. Research by (Johnson amsbdp 1989} sum up all these positive
aspects of cooperative learning by indicating tlampared with competitive and
individualistic efforts, cooperative learning typlly results in higher achievement and greater
productivity; more caring, supportive and committetitionships; and greater psychological,
health, social competence and self-esteem. It tiass a positive impact on the student

achievement (Ream, 1990)

These studies although they are about the use agecative learning with young people
revealed that the few teachers who master coopenatarning activities have positive effects.
These positive outcomes cannot be achieved otheravid then call for the need to prepare
student teachers for that. There is then as atreswleed for teachers’ educators to be
prepared through their training, to adjust thearcteng and learning methods but to also find
efficient ways to make sure that theirs learnefiea® valuable competencies whatever the
learning context, and in particular in a coopematigarning environment which is gaining

more attention in teacher education.

In addition, judging from the many competencie@rative Learning permits learners to
acquire, teachers’ educators need good knowlaligat assessment tasks and tools related
to this learning method to apply it effectively ftreir student teachers. As a result, it is
necessary for them to reflect on their practiced #m get insights on their assessment

9 Vermette PJ (1988Lpoperative grouping in the classropBocial Studies, vol 79, no 6, pp 271-273.
0 glavin, R., Sharan S, Kagan S, Hertz-Lazarowit¢1R85),Learning to cooperate, cooperating to leaNgw York: Plenum Press
1 Johnson, D. W., & Johnson, R. T. (1989)operation and competition: Theory and reseaktiina, Minn. : Interaction Book Company.

2 Ream TA (1990)Selected effects of cooperative learnimyMM Dupuis & ER Fagan (eddjeacher education: reflection and change

United States of America: Pennsylvania State Uitye



practices of a cooperative learning works or tafkese reflections are also indispensable for
tackling the most common reproaches to cooperdéaening this: the awarding of equal
grades to all the members of the group regardlesisea participation or contribution and a
weak hold on individual achievement. Teachers rthest question, reflect on and understand
how they assure fairness and efficiency througlr thesessment tasks of the professional
competences of student teachers as far as thecbabmtween group goals and individual
accountability are concerned. This insight is atemessary as the assessment tasks can
determine or influence students’ motivation to héag. Such a questioning is then important
for the improvement of professional practices ithbgeneral Teacher Education as well as
Teacher Education for Vocational Education and riingg and teaching profession-oriented
studies.

The aim of this study is thus to determine throtegthers’ educators discourses their current
practices of assessment tasks, the eventual chaighey confront and assessment forms or
tools that they think best fit the cooperative féag activities they assign to their student

teachers. Such a study may help us to contrastexperiences as student and intern in

Norway and France, two different educational aritlical settings.

1.2 Background of the study

Our willingness to carry out this study derivesifrour learning and studies experiences in
Norway and in France through the mobility path of Brasmus Mundus Master program
Mundusfor. This mobility requires apart from thedemic studies, an internship in each
country in order to have practical experiencesrofgssional practices. In this program, the
specialization of Norway is ifileacher Education for Technical and Vocational Eadion

and Trainingwhereas that of Francekslucation of Teachers, of Educators in Enterprises
and of Consultants.

From these experiences in two different caistexe have noticed contrasting teaching
methods and learning strategies; especially theddmt use of cooperative learning
techniques in Norway and much less use of thisigcie in France. We think that this
learning strategy deserves a special attentiors $0 anderstand, to explore and to identify
what can derive from professional teachers’ edusagperiences and practices in a
cooperative learning settings and that can be drard lead to the improvement of learning
processes and the assessment of profession-orintdids especially in the field of Teacher

Education.



It subsequently appears that the cultural, palifisocial and economical features greatly
determine the type of learning as well as the matsges of assessment practices prevailing in
educational system. Teaching methods and assespnaetites then depend on the social,

economical, political and cultural model a countgnts to enhance and build.

With such a cross- national contrast fresh insightsbe gathered from the diversity of the
discourses and highlight the assessment tasks as &operative learning is concerned in
Teacher Education, and then identify the best mestbout this learning strategy that is
increasingly being used all over the world. Beiog & straight comparison between Norway
and France, our objective is to ensure a broadesabpractices, as the choice of those

research sites is inherent to our mobility schemErasmus Mundus student.

The two countries (Norway and France) with thegafic characteristics and our two
internships thus serve as the general backgrouttdso$tudy that aims at exploring and
understanding teachers’ educators or teaching $sifie-oriented studies teachers’ educators’
discourses about assessment tasks in a coopdestiméng setting of Higher Education

institutions dealing with Teacher Education.

1.2.1 Educational context in Norway

As a very egalitarian Scandinavian country of ttwethl of Europe, with 4,7 millions of
inhabitants, Norway has over the last decade gatera major reform to improve its
educational system and especially Teacher Educallus2006 Knowledge Promotion
Reform is the latest in the 10-year compulsory sthad in upper secondary education and
training. This comprehensive curriculum placeseased focus on basic skills and knowledge

promotion through outcome-based leartiing
* The core curriculum
* The quality framework
» Subject curricula
» Distribution of teaching hours per subject

* Individual assessment

B Retrieved on August 10,2010 from www.utdanningddoratet.no/Artiker/_Larerplaner/_english/Knowlegg®motion



The teachers must be able to provide the pupils basic skills that include the ability to
express oneself orally, the ability to read, nurogréhe ability to express oneself in writing,
and the ability to use digital tools. The governtrerows the guidelines for implementation
of specific aspects of this reform through some iM&/Raper”, a set of propositions,

guidelines to the Norwegian parliament to vote.

In Norway, the Ministry of Education and Researschesponsible for carrying out the
national educational policy through legislatiorgukations, curricula and framework plans. It
fulfills its role through many executive agencig® lthe Norwegian Directorate of Education
and Training (primary and secondary education), NOKAgency for Quality assurance in

Education), VOX (Agency for lifelong learning, atleducation)...etc

This overall supervision does not contradict teeehtralization of the system and extensive
academic powers are awarded to accredited institsitiThe municipalities are responsible for
operating and administrating primary and lower seleoy schools whereas the county
authorities deal with secondary education anditigirAs the responsible for universities and
universities colleges, the state as a result detthsteacher education. Recently the White
Paper on Teacher Educattdput great emphasis on subject knowledge and tegkills,
guality of studies and research orientation. Amibsigey objectives for teacher education

are:

» Improving quality of practical training

* Mentoring for all newly qualified teachers

* Increased recruitment and New paths to the teagroigssion
» Centers of teaching excellence

* National research school

The overall goal this reform in teacher educatioNorway is as we sum up in the following

table to improve teaching practices and assessiaghd perspectives:

1 Ministry of Education and Research ( February 2008hite Paper on Teacher Education “ The teaclmr-role and the education”

(2008-2009) report to the Storting N°11 retrieyedyust10 2010ywww.kunnskapsdepartementet.no



Some of the White Paper N°11 reform’s
objectives

Some of the expected goals

The teacher

-Competence in school subjects and how
they may contribute the learning of basic
skills
-Understanding school purpose and its
significance to society at large
-Ability to cooperate and to reflect on their

own practices and that of the school

Reinforcing teaching practice

-Fostering the l@tween teaching practic

and working experiences
-Quality assurance framework for teaching

practice

Gradual enlargement of Master programm

esS

It isrdels for teachers to hold a master

degree

Enhance quality of education and researcl

Teacharagion must be research —base

development oriented and adaptable

National supervision and control

-The ministry asswvith all the
stakeholders curriculum regulations, policy
dialogue, capacity design, performance

measurements

Increased recruitment

-Increasing the number oliegy to
teacher education for improving supply of
teachers
-Elevating the status of the teaching

profession

Mentoring for all newly qualified teachers

Teacha@eselop their professional identity]
during their first year

e

A 4

Table 1: Major objectives of the current Teaatducation reform in Norway



The overall consideration of the “White Paper’hattEducation must be equitable, free, and
inclusive and organized in a lifelong learning pexive to meet changes in society
constructively. Education is considered as everyameern.

The prospective teachers in Norway generally edt¢he teaching profession after three
years of training in university colleges and otliechnical colleges. They must hold a
bachelor degree. However, with the on going process have qualified teachers with master
degrees at the end of their training. The philogmgdhidea for education in Norway is
learning by doing. In order to achieve that, teaghnethods are student- centered, aiming at
developing competences and skills for working difel life itself. In few words, the main goal
of teacher education is to get useful knowledger this reason, it is logical in teacher
education to think of teaching methods that emphpsactical works. Therefore, the student

teachers are widely subject to:

Collaborative learning and team work
Use of Projects and portfolios

Creativity and quality work and production

Qo T p

Communication, counselling and mentoring, whickiesy important in the helping of

pupils to choose the programme more adapted tortkeds and wishes

To sum, this context of education in Norway seekingre practical ways to meet the
challenges of the teacher work on the one hand,hande that of the society on the other

hand, has been one of the reasons we chose tdgigaten this topic.

1.2.2 Educational context in France

France, a west European country with almost 65an#l of inhabitants has a very centralized
educational system that praises competition antidrali The ministry of education is
responsible for pre-primary, primary, secondary higther education (university level). It
involves at different level, special education people with disabilities and vocational
education. France is also implementing a reforimiarove its educational system and adapt
it to current realities. The ongoing reform is ¢alesign and improve teacher education. The
objectives and the goals are the same with themsfan Norway: ensuring better-qualified
teachers, professional practices, and reflexivehters. Theénstitut Universitaire de

Formation des MaitreUFM) are the teachers training centers respda$dy initial teacher
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training until the validation of their training. &eessful applicant teachers spend the first year
of initial training to prepare for the national retment examination and the second year for
acquiring practical knowledge for teaching. Howewandidates must hold a bachelor degree
to take part in the recruitment exam. The followfiggire shows in details the process for

becoming teacher trained in the IUFM.

A five year higher education program

3 Tha dacisien to confi tha pointrme
ﬁppﬂlﬂtment """"""""" W) o Erminas u-.t;.mmhl:i';s to I'.l'nn:

ministry of educstion.

Validation = bessd on onferia dervad

validatiun .................. ..- H‘mhm .I !! = m—
Traiming inchudes |
IUFM year 2 ¥ gaught componarts

o B im-echood plascaments (inchding one
sohs-responsibilty B-schoeal placement)
B pesjetancs I tha writlng of =&
professionsd dissertation.

A Training is compasteory for ail sucoassfud
candidates bo the recruitmant &xams.

oaid Erainee civil servant

Recruitment exam fo-oe e .m|In France, teechars ere recruibed by
raane of cormpetitive axams.

Ther ministry of education snd its locsl
services daal with the argenizstion of

A these axams.

Adrrdssion in frst year of TUFM ia
batad on & dossier subsmitted by bhe
- ¥l | candidate, &n entry best andfor en
Interyiaw depanding on the nst@uts.

It ¢ pod compulsary &8 fdow an
TUFM sl pasr colrrse o fake bhe
racrultmant S

Canaigates fw e recroftmeit ecarmns
rmsd  Fosvsier ave  abilsired &

barchelors degree o equivaiemt

IUFM

IUFM year 1

stuagent

:
g
R
g 4
'E*i

Many Franch tnivecsities hold bacihaiod
cagraa dourses WwWithh  Basching rolntad
com@gomanta in years 2 and 3
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Figure > A five-year higher education program in IUFM in France

> From Portail des IUFM http://www.iufm.education.fr/connaitre-iufm/plaguettes documents/en IUFM2.html




The goal of the training provided in the IUFM isrteeet the national objectives and provide

the prospective teachers with the following compees®:

* being good civil servant and master French language

* mastering French language for teaching and comratiarcskills
e acquiring a good knowledge of their subjects

* Be able to conceive and implement his teachingiamolvating

* Knowing how to manage a class

* Taking into account the diversity of the pupils

» Assessing pupils

* Working in team and cooperate with parents andagbertners

In France the IUFM are going to be part of the arsities and a qualified teacher must hold a
master degree to participate in the competitiveruigoent examination. This process
effectively started in 2008 leading to first unisky master degrees programs leading to the
teaching professions will start on September 2@E0ttansitory year. The pedagogical and
practical training will take place at the end of thaster. This year the first cohort of teachers
holding master degree will move directly from theiversity to the classroom. The new
gualified teachers are supposed to have mentorthéuatter number is insufficient. Critics of
this reform argue that the practical aspects of twching professions are left aside.
Prospective teachers will lost sight of the reacteng world and be formatted only
academically with theories. They will no longer bdtie dual training provided by the IUFM,
which include training at school and practical eigreces with teaching in classrooms before
the end of their training. In addition, critics aegthat the assessments of student teachers are
likely to be only theoretical and lose their relega to real-world practices or effective
professional practice. An evidence of that chamgacher education in France is that from
September 2010, more than six thousamewly qualified teachers, only trained at the
university and without any pedagogical traininglwi responsible for whole classes under a
casual supervision of a mentor. There is thengpea to leave the practical aspects of

teacher training to the IUFM.

16 Cahier des charges de la formation des maitreastitui universitaire de formation des maitres ¢A.19-12- 2006 JO du 28-12-2006)
Avrticle 5

YErom lemonde.fr  http://www.lemonde.fr/societe/article/2010/09/02/la-drole-de-rentree-des-professeurs

stagiaires 1405451 3224.html
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With respect to our study, this French context diiaational reforms deeps our intention to
investigate on ways to make the teacher traininteatng real teachers’ professional
practices. In addition, our experience from oueinships has also informed the background
of this study.

1.2.3 Experiences from internships and the topic

1.2.3.1 Internship in Norway: Teaching and learning in a digital world

This internship took place at LATINA LAB a laborayoof research and development of e-
learning solutions in Oslo University College atglpartners. The acronym LATINA stands
for Learning and Teaching in a Digital World. Tledlédwing topics are highlighted in Latina
Lab:

1. Global education in a digital world 4. Museums, libraries, and archives as
- The construction and use of individual gridarning institutions

collective learning spaces. - Large-scale digitization projects

- Teaching and learning as forms of digitalFrom collections to co-production
production. -The economy of culture and creativity

- Students as developers and co-researchets. The role of the Web in the globa
-Blended learning. knowledge society

2.Tools for digital collaborative | -The growth and structure of the Web
production and presentation. - The social impact of the Web

- Blogs and word processors: learning-by-The cultural impact of the Web

writing

- Digital story telling: design, production and

use.

- Triggers for learning: design, productipn

and use.

- Interaction frameworks: wikis, blogs and
learning platforms

3. Retrieval and reuse as knowledg
construction.

- Recombination of online resources
-Data mining and management

- Statistical reasoning: data collection,
processing, presentation and use

4%

Table 2: the topics highlighted in Latina Lab (O6loiversity College)
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During my internship of six weeks period with agpoof international interns of Erasmus

Mundus program, | participated in the following jeds:

-The Lingua project with translation of project and course materiatsrfrEnglish into
languages (Spanish, Polish and French) and withrasponding experience-based

comparative analysis of automated versus manuabappes.

-The Count the Traffic project in which the activities in an academic library vedessified
according to location, service type and patron tielmand a statistical survey was produced

in order to improve the relevance and quality bfdry services.

-The Glossa project(Global Statistics for Advocacy) which is a traigiprogram that was
developed for the International Federation of Lirassociation (IFLA) and for which

training materials were developed.

-The ACHRON Project- phase one. ACHRON (Art and Cultural Heritage Reses on-

line) is a project to develop and identify educadilopractices and design patterns in the field
of digitally supported art and cultural heritagesgimination. Phase one of this project that
was conducted in the fall 2009 consisted in theettlgament and the run of one course on
digital dissemination and relationship building Morwegian museum curators. As interns,
we produced visual documentation using video aidraages based on interviews with one-

lecturer and course participants.

At the end of the internship, we organized a publiteach seminar that was a public
summary event for us based on our participationaanadlysis of our experiences during the
internship period with intensive use of weblogsams for blogging and active reflections,
self-reflections; and debate among us with our supers.

However, during this internship, i constantly calesed as part of the background of this
study, the cooperative aspects of our activitipeeially the tools for digital collaborative
production and presentation on the one hand; antleoather hand, the ways our supervisors

tried to assess us and to insure individual aceduility and our group goals.

To sum, during this internship, we have been suldgedifferent tools for assessing and
enhancing group learning by our supervisors suclrasip presentation, discussions,
blogging, and peer assessment).

12



1.2.3.2 Internship in France:Discourses’ analyses of professionals to find outeir
competences at work

This internship lasted ten weeks. It took placthat.aboratoire d’Etudes et de Recherches
sur les Professionnalisatiotfs (LERP), a laboratory of research and educatideaélopment
of the University of Reims Champagne Ardennes anEe. It is located inside thestitut
Universitaire de Technologié (IUT) of Reims. The LERP specializes in issues

of professionalization, of definition of skills maten knowledge and professionalism, the
issues of professions and occupations, pedagagncbstructural aspects of training programs
in the public and the private sectors. We congmlefessionalization here as the social,
cultural, political, educational and economic psscerhereby people come to engage in an
activity for pay or as means of livelihood. Profesalism rather refers here to the expertness
of a professional person. We designate by occupsteople habitual employments.

The laboratory aims at promoting interdisciplineggearch approaches in Research and
focuses on studies about changes that affect toegs of professionalization. Changes
influencing preparation and access to employmenakso of great importance. It focuses on
joint and complementary overlapping dimensionsheffirocess of professionalization leading
from higher education to work life. This laboratasylogically part of international

educational partnerships and especially part oEtlasmus Mundus Master Mundusfor

consortium.

During this internship, which last ten weeks, wetipgoated in a collaborative research
project, that involves the LERP laboratory andiggte vocational training center. Because of
some confidential aspects, we cannot mention theitig center name and some details of the
project; the project being still on process. Nawelgss, we can say that the main objective of
the research is to ensure and identify a broadesobpractices, available competences,
required competences and needed competencesaasHand Safety Management is
concerned. The competences to look for are to belation with the domains of Hygiene,
Quiality, Security and Environment. The sample patoih comprises persons working in
these fields of work. We investigated with the adistration of semi-structured interviews

and questionnaires.

18 Laboratory of Studies and Research on Professionalization
19 . . . .
University institute of Technology
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For the LERP the research project stands for eakiteflection on professionalization,
professional competences and an understanding @vblution of activities in the domain of
Food Safety Management.

This internship topic somewhat new to me and véfgreént in context from the first one was
very fruitful and rewarding in term of new knowledgained. | had, in addition to knowledge
of management processes some notions of a mulitel@mational food processing standards
norms and accreditations. | identified some commaskd in the domain of food processing.
They include:

* Hazard Analysis and Critical control points( HACGRat is a management system in
which food safety is addressed through the anadysiscontrol of biological, chemical
and physical hazards from raw material productigmcurement and handling, to
manufacturing, distribution and consumption of imshed product. The hazard is a
biological, chemical, or physical agent that issmably likely to cause illness or
injury in the absence of its control.

* International Organization for Standardization 220 22000) ,that is a generic
food safety management standard. It defines afsgtneral food safety requirement
and applies to all the organizations directly aliiectly involved in the food chain. It
uses HACCP and is designed specifically for foamtpssing organizations.

* International Food Standard (IFS) mainly use innEea Germany and ltalia as a
certification system to guarantee food health afdtg standards for distributor-brand

processed foods

| then participated during this internship in tblowing activities related to the project:

v Attendance of interviews

v Transcription of interviews

v' Designing of some of the research instruments spastionnaires and analytical
framework for human resources manager discoursgsmoanalysis

v’ ldentification of the persons whose functions hawrect impact on quality and food
management safety in general

v Identification of professional competencies avaddatiirough the content analysis of
the interviews

v Identification of professional competencies neeifiedugh the content analysis of the

interviews
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v’ Identification of professional competencies acqlia work through the content
analysis of the interviews

v/ Evaluation of the gap between available competeneeded or required competences.

v Crosschecking of results with two qualitative as@ysoftware (Alceste and Tropez)

v’ interpretations of results
Some observations led me to conclude preliminahigt the human resources managers
manage by competences in recruiting the personshéwe the required profile for the work.
They also manage through competences by arrangoh@dapting the available competences
in their enterprise to meet commercial challengdse project being still on progress, my
other preliminary conclusions is that all the pergsderviewed acknowledge that working in a
real professional setting help and induce them dguime professional competences in a

practical and directly useful way.

All these activities occurring in a real researcbjgct provided me, apart from the classes, we
had within Mundusfor framework, with a useful andcessary experience and practical
research attitudes and methods background to undeig)study. From the interviews, | also
reached the conclusions that a real professiottthgean authentic one has a great potential
for learning real world practices. This internshalso provided me with the some research
tools( grids of discourses analysis) and trainmggualitative studies and an understanding of
how the work context helps to build new professiammnpetences which can be pedagogical
useful for us as future trainer in and for entesgsi Furthermore, it has helped to have a taste
of the dynamics a collaborative research conduayeal group of teachers and researchers.

Briefly, the experiences from the internships imseerme in the dynamics of group works
and qualitative research methods. They have coedforty interest to know more about group
works and efficient assessment tasks to assessdadi achievement or accountability in

cooperative group works.

1.3 Statement of the problem

There is an increasing emphasis on the use of caiyge learning in Teacher education
because in many education systems the most donpadtetrn of classroom organization for
instruction is whole class (Veenman, & al, 1987This is due to the facts that current teacher

training methodologies do not promote cooperataring and some teacher’s educators are

20 Veenman, S.,Voeten, M., & Lem, P. (198CJassroom time and achievement in mixed age claEsegational Studies, 13(1), 75-89.
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not familiar with all the aspects of this teachingethod even if they are required to
implement it sometimes. As a result, student te@chmerpetuate individualistic and
competitive learning in their classroom once thayehfinished their training because they are
not trained to facilitate learning in small groug$hese negative experiences tend to label
cooperative learning as not suitable for teachercation and effective professional teaching
practices.

According to (Johnson & Johnson 1989)eachers must have a good knowledge of the
nature of cooperation and the essential comporadrasvell-structured cooperative lesson in
order to improve effectively the learning proce3se teachers with real expertise in the use
of cooperative learning groups must include fiveeesial components in the instructional
activities: positive interdependence, individual camtability, face-to-face promotive
interaction, social skills and group processindgi@mn & Johnson, 1999). This also applies to
teachers’ educators who use it.

Furthermore, the need for student teachers to Gevesd with effective professional skills

and the extent to which their achievements endigmtto be efficient practitioners increases
when they have been trained with cooperative legroourses. Some researchers have
obviously pointed to some weaknesses of cooper&arning : the setting up of

dysfunctional group, an acute mismatch of persbaalieading to an inability to work

together so as to deliver the desired outcomesadack of democracy within the group to
attain a consensus on how a task should be camie@eckam, 1996§. However, little has
been said about the strategies the teacher’s extaaste to assess efficiently individual
achievement in a cooperative group and to cope alitithe impending difficulties. According

to (Conway and al, 199%) the first concern of cooperative learning shdagdhe fairness of
assessment as students’ behavior and attitudeanaimg are highly influenced by the
assessment system. Cautioning against abuse angse\®andall, 1998) sees vague goals
and poor expectations of accountability in a coafree learning as threat to cognitive skills.
According to her, making the group members respbméor each other places a too great

burden on some active students and this coopelatweing gives way to lower level of

2 Johnson, D.& Johnson, R. (199®)aking cooperative learning worRheory into Practice, 38(2),67-73

2 Beckman, M. (1990)Collaborative learning: preparation for the workmia and democra¢y, College Teacher, vol 38, no 4, pp 128-133.

23 Conway R, Kember D, Sivan A & Wu M (1993)eer assessment of an individual's contributioratgroup project, Assessment and

Evaluation in Higher Education, vol 18, no 1, pp5tb
24 Randall, V.(1999),Cooperative Learning: Abused and Overuseli®e Education Digest 65, no. 2 October: 29-32.
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thinking and ignores the strategies necessanhiirclusion of independent critical high
level. The weakest members of the group wouldhalltime rely on the other for the result.

Moreover, the participation of students in a coapee group varies. Some greatly commit
themselves while the others put in the minimumréffd his usually brings about tension
inside the group. Furthermore, the current regrdadhis teaching strategy is the awarding
of equal grades to all the members of the grouproégss of their participation or
contribution. It is also common to hear studenysnga: “It is not fair that someone in the
group who did not do the task gets the same giiidente. He just nodded and we did all the
work!”

Due to these weaknesses of cooperative learag;dncerns for better professional
practices of teachers have then led to a growingraent that more realistic and innovative
assessment tasks are now needed in teacher eduatézget the complexities of the
knowledge that qualified teachers bring to beaheir professional practices (Shulman,
1987¥° as well as the subtleties of innovative teachiregtices (Smith, 199¢°. The major
problem of teaching and teacher education is tbhblem of moving from intellectual
understanding of teaching and assessment to peafmerin practice (Kennedy, 1989)
Teaching must build upon and modify students' grimwledge (Villegas 1997 The
responsive teachers select and use instructionakriaa that are relevant to students'
experiences outside school (Hollins, 198%ie must also design instructional activities that
engage students in personally and culturally appatpways (Garibaldi, 199%)and use a
variety of assessment strategies that maximizesstatteachers opportunities to display what
they actually know in ways that are familiar torthéMoll, 1988¥*. The teachers’ educators
should make use of tasks that are relevant to gsafeal practices in cooperative learning

groups.

» Shulman, L.S. (1987Knowledge and teaching: Foundations of a new refé#arvard Educational Review
% gmith, K.E. (1990)Developmentally appropriate education or the Huméachers assessment moddlitually incompatible alternatives.

Young Children

277 Kennedy, M. (1999)The role of pre-service teacher educationin L. Darling-Hammond, & G. Syke§eaching as the learning

profession(pp. 59}85). San Francisco: Jossey Bass.

28 Villegas, A. (1997).Assessing teacher performance in a diverse soclaty, Goodwin,Assessment for equity and inclusion: Embracing
all our children(pp. 262}278). New York: Routledge.

29 Hollins, E. (1989)A conceptual framework for selecting instructioapproaches and materials for inner-city black yostegs Paper

commissioned by the California Curriculum CommissiSacramento, California.

30 Garibaldi, A. (1992),Preparing teachers for culturally diverse classrapnn M. Dilworth, Diversity in teacher educationNew

expectatior(pp. 23}39). San Francisco: Jossey-Bass.

31 Moll, L.,(1988).Some key issues in teaching Latino studértisguage Arts65(5), 465}472
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Then the problems that arise is how to assessrsttelchers in a learning method
(cooperative learning) that is increasingly useteacher education and make sure to fit real-
world practices despite the pointed out weakneskesoperative learning. These concerns
appeal to question the strategies used by teackdusators more specifically the assessment
tasks they use and what dimensions of these thskdake into account as reflection of the
reality. How do they handle these issues of indiglchchievement and accountability in
group works in teacher education where there manton agreement that student teachers
should be prepared and educated to master effigigtir future work either individually or
collaboratively with their colleagues later on lreir workplace? Do cooperative works
ultimately lead to the same individual achieven@mtompetences as tends to assume the

common grade generally allocated to group works?

As pointed it out by (Darling- Hammond, Snyd2000Y?, withoutan appreciation for the
dynamics and the interactions occurring in classroeality, and for the multidimensional
problems and possibilities posed by individual hesis or cooperative groups of learners, it
would be difficult for teachers’ educators to pihe theoretical knowledge they know to
practice. It is then a requisite for teachers’ edois to know the efficient tasks to assess their
students, to develop such abilities and to queskiein practices by reflecting on them rather
than assuming a single approach to teaching arghesiight answer to teaching and
assessment issues. Moreover, without an understgoélithe learning environment in
addition to its related assessments tools andxpecgations from the training in terms of
outcomes, achievements and professional competengeseral, it would be difficult for
teachers’ educators to make good judgments abeintstudents’ professional competences.
Teaching in ways that are responsive to studenhtza requires teachers’ educators to be
able to engage in systematic learning from teachimjassessment practices contexts as well
as from more generalized theory about teachingearding within constant reflections to

better their practices.

We have also asked ourselves during the regulasetawe had and the cooperative tasks we

carried out with our classmates during our inteqmélow our teachers and supervisors

32 Darling-Hammond, L., & Snyder, J. (2000)., Authergssessment of teaching in cont&daching and Teacher Education, 16(5-6), 523-
545.
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managed to assess our individual achievementatioalto the common work. Our intention
with this study is to understand and explore thiotggachers’ educators stories the different
assessment tasks they use in cooperative learrmogg and how they make sure that the
individual student teacher demonstrates evidenceghitive skills (excellent judgment and
independent thinking) and social skills, as requivg the professional life. Our purpose also
leads to question according to what criteria tlaehers’ educators convince themselves that
the student teacher is ready for workplace.

To address and explore this issue, we framedttitly sjuestions for figuring out the trends in
teachers’ educators’ assessment tasks practicemperative learning groups of student
teachers, and allowing them to share their expeeenOur overall objective is to know more
about how a teacher educator can assess effectimdlgfficiently through cooperative

learning assessment tasks that the student teesilrdeveloped appropriate skills,
knowledge and attitudes for himself as studentiarmoperation with his fellows. This study
also intends to know to what extent the teachefstators care about the assessment task, its

physical context, the social context, the critana the assessment result.

1.4 Significance of the study

Instead of implementing set routines, teacherstattus need to reflect on their practices in
order to become ever more skillful in their abilibyassess student teachers and induce in the
latter, professional competences that can be eféeeander different circumstances of
teaching. Moreover, the assessment tasks for jgdbeir competences must reflect real life
whatever the learning environment. Teacher educainal teachers’ educators as a result
must then use appropriate tasks and assessmerst doiimols to ensure that the students
teachers acquire all the professional competenetstié needs to act in a real professional
setting.

This type of inquiry should prove to be useful éalucators and policy makers engaged in the
reform of the assessment practices in teacher eédo@nd those calling for authentic
assessment tasks to provide the prospective tesalitbrthe necessary tools they will need. It
is an opportunity for developing teachers’ thinkatgput some practices they used to take for
granted.

The aim of this study is to contribute to a dialeghat shores up the theory behind authentic
assessment and construct more resilient forms tbieatic assessment tasks in theory and in

practice for teacher education. We will also gasponses and insights with dealing with
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heterogeneous groups. The need to explore wayglantifying good practices for assessing
individual students achievements in a cooperateaning will help trainers, teachers and
pedagogical responsible in education institutioosbetter their practices and to make
cooperative learning more efficient for the studemitcomes.

This study is also important for student teacherslaing their initial training, they will be
very early aware of the challenges of assessmetdoperative learning. As the tendency is
for cooperation in society and partnership in etlooathis study is significant to the future
generations as succeeding in learning to work a@oipely with others without frustrations
will influence positively their work life and th@siety as a whole.

In addition, this study also reports on the teaghgerceptions of cooperative learning, some
aspects that need to be considered if this pedeglogpproach to teaching and learning is to
be used more widely in teacher education. Invetstigaon teachers’ educators perceptions of
cooperative learning as a pedagogical practiceheilb to determine how it can be effectively
implemented, how it can bring about adequate andviative assessment tasks and improve
teacher education.

Concisely, investigating on the trends of assestnmasks considered as authentic in
cooperative learning groups in teacher educatiolh pvovide some leads to designing

appropriate assessments tasks of cooperativeitagdacher education.

1.5 Research purpose and questions

1.5.1Research Purposes

Our purpose with this dissertation is to obtairuaderstanding of the kind of assessment
tasks in cooperative learning groups of studerdites teachers’ educators use; and to what
extent according to them those assessment tasksirentic. There will also be a focus on
how teachers’ educators from France and Norway rttekbalance between the group goals
and the individual accountability. The overall g@alo explore ways by which teachers’
educators handle both the dilemma of cooperatamieg and individual assessment tasks
and that of authentic assessment tasks for thersttelachers’ professional practices. The
interviews we had with them are meant to inducersélections on their practices. The data

of this study are based on their discourses.
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As defined by Schon, reflective practice involviesughtfully considering one's own
experiences in applying knowledge to practice whédang coached by professionals in the
discipline (Schon, 1998} It is then thoughtful skill of thinking througind often discussing
an experience with another person. He suggestéthéhaapacity to reflect on action to
engage in a process of continuous learning waobtie defining characteristics of
professional practice (Schon, 1983However, there are many ways in which reflection
defined in higher education for the professionaleli@oment of teachers and the list is not

exhaustive®:

« self-awareness with respect to one's own proceddearning and
development

- an approach to teaching and learning support shatormed by an
understanding of how learners develop knowledgel@arhing skills

« making changes to one's professional practicearight of experience

« deepening one's understanding of one's role agfagsional teacher in the
light of experience

« basing professional decisions upon feedback ( femmers and /or colleagues)

+ theorizing from experience that is, constructingtedct models or analytical
frames based on practical experience of teaching

It could be argued that the reflective practitiomakes use of most or all of
these kinds of reflection at one time or anothefldRtive practice should be
viewed as an umbrella concept - a theme that peemedl of your work as a
university teacher. It is a way of being, rathertla set of practical strategies
or techniques, an attitude of mind, a way of uni@ding oneself as a
developing professional, and a commitment to caiotirs improvement and

deepening knowledge.

« evaluating the effectiveness of one's teachingtioec
« examining teaching from the perspective of therlear

- conscious and self-aware deliberation on professipractice

33 Schon, D.A. (1996)Educating the reflective practitioner: Toward a nelgsign for teaching and learning in the professjoBan
Francisco: Jossey-Bass, Inc

3 Schon, D A (1983)The Reflective Practitioner: how professionals khiim actionLondon: Temple Smith

» Adapted from ITSLIFE http://www.itslifejimbutnotegknowit.org.uk/RefPractice.htm

21



- intuitive and implicit application of professionatowledge to specific
teaching-and-learning settings
We then attempt with this study to analyze and remo the teachers’ educators’ practices
through their reflections about their assessmeskistaractices in particular in cooperative
learning groups and on the challenges and difiesilthey experience to make them as

authentic as possible.

1.5.2 Research questions

To reach the purposes of our study, we have foeledant to address them with the

following research questions:

- What are the assessments tasks teachers’ edslagdes in cooperative learning and how do

they carry out these assessment tasks?

- To what extent do teachers’ educators care abeussessment task, the physical
environment, the social context, the form thahes demonstration of a performance, the
results and the criteria when assessing studectidesiin a cooperative learning groups to

ensure that the assessment tasks are authentic?
-What are the challenges/difficulties they confraien assessing the student teachers?

In addition, some preliminary conversations, disauss, interviews with some teachers and

students provided us with the following lead fastbub-question:
--How do they make the balance between group goalsndividual accountability?

We will try to answer these questions on teacheatscators reflections through the five -
dimensional framework of an authentic assessmeaéwesloped by (Gulikers & al, 200%)

They posit that to be authentic -that is to fitl reaorld practices , an assessment designed for
professional competences must take into accountttietask, the physical context, the social
context, the form that is the demonstration of dgvmance, and the results and criteria of a

learning environment reflect practices are as #reyencountered in real world practices.

% Gulikers, J.Bastiaens,T ., & Kirschner, P, (2004)five-dimensional framework for authentic assesgntucational Technology
Research and Development, 52(3), 67-86.
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Chapter 2. Review of literature

We provide with this chapter, the prior knowled@pe@t assessment of cooperative learning

in teacher education for understanding all the esgavolved in our study.

2.1 Cooperative learning in teacher education

There have been many empirical studies that haeniged the effects of cooperative
learning methods on students’ achievement in gét@lavin,1983j found that cooperative
learning resulted in significant positive effects 63% of the studies after a review of 46
studies related to cooperative learning. (Shermas @homas, 19868 reached similar
conclusions in a study involving high school gehemaathematics classes taught by
cooperative and individualistic methods. Most g studies are bout school pupils and the
success encountered by their teachers. In the bded, there is little research about the
implementation of cooperative learning in teacliroation. However, some experiments and

empirical studies have been conducted.

(Van Voorhis, 1991 used cooperative learning activities in a courssighed for student
teachers for secondary school. He found that thene positive outcomes for the student
teachers’ interest in learning the course mateddter an investigation on the use of
cooperative learning to teach student teachergrianary and secondary teachers’ ( Nattiv,
Winit zky, Drickey ,1991)*° study showed that the attitudes of the studerthiers towards
cooperative learning demonstrated that most of thalue this teaching method and intend to
use cooperative learning activities in their classns. Moreover, these student teachers also
indicated that they appreciated the opportunityabse it provided more interactions with
their peers and considered cooperative learningres of the most valuable parts of the

student teacher training course. In the same weydhults of a study by ( Watson, 1995)

37SIavin, R. (1983)When does cooperative learning increase achievehi@sychological Bulletin 94, 429-445.

% Sherman, W., Thomas, M. (198@yjathematics achievement in cooperative goal-stmectuhigh school classrooms Journal of
Educational Research, 70(3), 169-172.

39 Van Voorhis, J., (1991)Instruction in teacher education: A descriptivedstwf cooperative learnindglaper presented at

the International Convention on Cooperative Leagnlgtrecht, The Netherlands

40 Nattiv,A., Winitzky,N.,& Drickey,R. ,(1991)Using cooperative learning with pre-service eleragniand secondary education students
Journal of Teacher Education, 42(3),216-225.

4 Watson, B. (1995),Relinquishing the lectern: Cooperative learningeéacher educationjournal of Teacher Education, 46(3),209-215
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about teaching student teachers class about cdwgetaarning revealed that all of the
student teachers recognized the benefits of cobperdearning for learning the course
material, motivating them to do their best and emaging them to help one another.

A similar study by (Hillkirk, 1991% reported that student teachers experiencing catiper
learning valued the opportunity to explain andelisto other class members’ explanations of
the key concepts of the course. They had the oppitytto become better acquainted than
usual with their classmates, and the opportunitseftect and collaborate on the cooperative
skills needed to help their own pupils in the fetuFurthermore, these student teachers
reported that their experiences with cooperatiaenieg during the course greatly comforted
and increased their perceptions and their inteationuse cooperative learning in their own

teaching.

However, a study by Bouas tends to show opposees/iabout students teachers’ eagerness
to implement cooperative learning activities in ithiture classrooms. (Bouas, 1995)
examined the effects of cooperative learning irtsitbon and participation on future teachers’
attitudes towards cooperative learning, their krealgke of the academic and social benefits of
cooperative learning and their ability to organcassrooms for cooperative learning. The
activities appeared to affect positively the studeachers’ attitudes towards and knowledge
of cooperative learning. The student teachers aglaumed the pedagogical value of
cooperative learning as a model of instruction apdreciated the opportunity to experience
the model. Even so they stated that they only dadoderate degree of confidence with

regard to their ability to plan cooperative leagactivities in their future classrooms.

Student teachers also found cooperative learnisgstappropriate to enhance the active
pursuit of learning. In a study conducted by ( Héeb& Hannula ,19925 on the introduction

of student teachers to cooperative learning thradigect experience with the instructional
strategy, the results showed that most of the stutdachers viewed cooperative learning

positively, as a means of promoting academic pssyand the development of important

42 Hillkirk, K. (1991), Cooperative learning in the teacher education aurhim,Education, 111(4), 478-482.

3 Bouas, M. J., (1996)Are we giving cooperative learning enough attentinnpre-service teacher education?Teacher Education

Quarterly, 23(4),45-58.

4 Herbster, D., & Hannula, J.,(1992Lpoperative learning in the teacher preparation is@i Paper presented at the Annual Meeting of

the Association of Teacher Educators, Orlando,FL

24



social skills. The findings also show that manythe student teachers expressed their desire
for more traditional lecture methods. In the ligithat, Herbster and Hannula suggested that
cooperative learning should not replace traditionstiruction but simply supplement effective
instructional strategies.

In the same way, (Hwong, Caswel, Johnson & John&683f° examined the effects of
cooperative and individualistic learning on progpec elementary school teachers’ music
achievement and attitudes. They discovered thahencooperative condition, all of the in-
class assignments are completed as a group arn imdividualistic condition, the student
teachers worked on their own. In addition theynfbuhat cooperation among the students
promote higher achievement than individualisticrd@ay on assignments done in groups.
Moreover, the student teachers in the cooperatmeition were found to be less off task than

other student teachers and more positive towards dlwn musical skills.

(Ledford and Warren 199*f)examined in a study the results of student teaatedlecting on
their perceptions of cooperative learning beforgjrdy and after their participation in several
cooperative learning activities during their sogildies methods classes. Results showed that
prior to the study, the student teachers had dpeedloseveral misconceptions about
cooperative learning. But after various cooperatearning activities, the student teachers
demonstrated an increased awareness of the essdati@nts of cooperative learning.

Implementing cooperative learning in teacher etlomahas also revealed to be sometimes
challenging or difficult. In a recent study, (Artzt999}" gave a description of how a

cooperative learning activity permitted studencltesas and in-service teachers in middle and
high school mathematics to experience, learn aodtreflect on the complexities and values
of effective cooperative learning strategies. Mos$tthe student teachers reported that
cooperative learning strategies are complex. Famgte, the structure of a cooperative

learning activity can influence the participatidrttee group members and the nature and level
of difficulty of a mathematical problem can infll@nthe degree and quality of the discourse

within the learning group.

4 Hwong, N., Caswell, A., Johnson, D. W., & JohnsBn,T.(1993),Effects of cooperative and individualistic learning prospective
elementary teachers’ music achievement and atstudeurnal of Social Psychology, 133(1),53-64.

“ Ledford, C., Warren, L., (1997), Cooperatiearning: Perceptions of pre-service teachelsyurnal of Instructional Psychology, 24(2),
105-107. McManus, S. M., & Gettinger

4 Artzt, A., (1999),Cooperative learning in mathematics teacher edoecatathematics Teacher, 92(1),11-17.
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Judging from the findings of these studies, we santhat student teachers greatly appreciate
the instructional value of using cooperative leagnactivities during their training period.
Cooperative learning tasks motivate them.. Withmdtivation, a teacher cannot devote
himself to his work. Moreover, the is a common agnent that whenever it has been
experienced with students teachers, cooperativaifepproved to be an effective method for
instructing and motivating students teachers. Tinglies that cooperative learning must be
modeled and practiced during teacher educatiomeipgpe prospective teachers for the use of
these skills in their future classrooms (Hoy & Tachen-Moran, 1994} These authors
conclude that teaching prospective teachers inem@bipe learning groups provide the latter
with the skills to implement it in their turn. This a professional competence they have to
acquire. Using cooperative learning strategies a@aclier education is then useful and
important and student teachers found it very usdhi personal and professional
development.

However, these studies do not show the perceptibtsachers’ educators nor how the latter
assess their students and to what extent the catoetearning activities implemented by
these teachers’ educators prepare and fit realdwpractices. They only accounted for
students teachers perceptions. The present dtedgfore addresses the teachers’ educators’
reflections on the assessment tasks, to what etttesé assessment tasks reflect professional
practices and what are the eventual challenge$i¢esiceducators encounter in cooperative

learning activities.

2.2 The role of assessment tasks in teacher educati A call for authentic assessment
tasks in teacher education

Literature is replete with these calls “authenisessments”. Authors focus on the need for
teachers’ educators, the assessors to reflecteamattcess to the context sensitive
understandings of pedagogical and personal priegihlat underpin the work of teaching and
assessing (Tellez, 1998)

Finding the best way for assessing student teattasralways created tensions between
politicians and professionals of education. Assesgraf student teachers has traditionally

“® Hoy, A., & Tschannen-Moran, M., (1999mplications of cognitive approaches to peer leagnifor teacher educationn A. M.
O’Donnell,& A. King (Eds.), Cognitive perspectives peer learning (pp. 257—284). Mahwah, NJ: Laeedarlbaum Associates.

49 Tellez, K. (1996)Authentic assessmenky J. Sikula, T. J.Buttery, & E. Guyton (EdsHandbook of research on teacher education (2nd
ed., pp. 704-721). New York: Macmillan.
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favored administrative over professional approa¢besling-Hammond, 1988J. The
administrative view suggests that teachers nebe mssessed with competency tests that are
externally imposed, rule governed, and highly piieed by education authorities. This is to
ensure the development of professional habits dghiers that are supportive of political
decisions. This is also a means to control entiy tine profession by weeding out
incompetent teachers lacking the necessary knowladd skills (Haney, Madaus, &

Kreitzer, 1987)". According to this model, good teachers ask aetigies of questions,
provide wait time, display warmth and enthusiasna provide structure in the form of
advance organizers, explicit transitions, and ale$Wilson, 1995F. The teacher controls the
environment and chooses from a repertoire of “éffet official behaviors to ensure an
efficiently run classroom dynamic. The student kesas not supposed to be active and
reflective participant of his/her training.

The professional approaches by contrast, callfofons of assessment tasks that reflect the
complex decision-making processes that qualifiadhers engaged in the course of their
work encounter and their perceptions of their pcastto address the diversity of their
students and the social and institutional contofitheir school and community. This
approach is valued by teachers and provides thegbaand for calls for authentic assessment
tasks in teacher education.

Authentic assessments are thus viewed as thosedlyabn multiple sources of evidence
collected in diverse contexts and over time; santpke actual professional skills and
dispositions of teachers in teaching and learnmgfexts; require the integration of multiple
types of knowledge and skills; and are evaluatedgusodified professional standards. So
real-world instructional tasks can better prepduelent teachers for the increasingly varied
challenges of their future worb@rling-Hammond & Snyder, 20)0.

According to (Wiggins 1988% the sampling of professional skills and the inégign of
multiple types of knowledge and skills during thairiing are particularly important as criteria
for authenticity because assessments tasks needldéot the intellectual work of practicing

professionals. Those tasks need to be charactebigedttive participation, exploration, and

>0 Darling-Hammond, L., (1986),eaching knowledge: How do we test Aferican Educator, 10 (3), 18}21, 46.

> Haney, W., Madaus, G., & Kreitzer, A. (1980harms talismanic: Testing teachers for the impmeet of American educatiorn, E.

Z. Rothkopf,Review of Research in Educatjd, 169}238.
52

>3 Darling-Hammond, L. , Snyder, J. (2008)thentic assessment of teaching in confBadching and Teacher Educatif(5-6), 523545.

> Wiggins, G. (1989). A true testoward more authentic and equitable assessniitDelta Kappan, 70(9), 703-713.
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inquiry on the part of the student teacher. Undebtike that authenticity is then rooted in
contexts and enriched with the intellectual oppattu for the participant to act like a
professional. This view parallels ( Newmann, Wehklagl993)> who claim that authentic
assessments in teacher education help the stuahaiter to create discourses, products, and
performances, that have value or meaning beyondesscin their training center. For
example, the use of teaching portfolios has beatelywiadvocated as an authentic practice
because of the opportunity it offers for teachergdflect on their work and its potential
sensitivity to the complex context of the teach&rtgk. A portfolio is generally a purposeful
collection of student works that exhibits the stteefforts, progress, and achievements in
one or more areas of the curriculum (Paulson, Bauldeyer, 1991F.

According to (Jorro, 2005), repositories of exmatiare essential tools in the assessment
process: they provide both a descriptive note ® éltent that skills are informed by
indicators and prescriptive notes due to the exuoectsults. The repository should specify
different contexts and the frames of references tf@ skills and be improved from
professionals’ experiences.

Therefore, to make sure that the assessmentsdasigned by the teachers’ educators help to
improve learning, (Jorro, 200%)suggests that the teacher educator must haveltbeihg

competences:

- Competences in theorieshe should be able to distinguish a wide rangasséssment
practices with their supporting theories, and feré these elements in the course of his
practices . The theoretical knowledge is not anientself; it enables the practitioner to act

with relevance, for example to reflect on assessmgporoach.

-Methodological competencesThe diversity of assessment practices calls for
methodological competences. For example the teaetiecator must proceed with

methodology when he is engagement in a peer-assasgnocess with the student teacher.

> Newmann, F. M., & Wehlage, G. G. (1993ive standards for authentic instructigrEducational Leadership, 50(7), 8-12

56
Paulson, F., Paulson, P., Meyer, A. (199%yhat Makes a Portfolio a Portfolio?Educational LeadershjpgCA pp. 60-63.

57Jorro A.( 2005), Les compétences évaluatives desafeurs d'enseignants, Université de Provence UMIEEF, retrieved on August 10
2010 : http://hal.archives-ouvertes.fr/docs/00/11/23/2@fFbmpetences-05.pdf
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-Pedagogical competence#s education supposes pedagogy, the practitiost plan his
assessment tasks for avoiding making confusiontaheuassessment task objectives and
what he wants to assess.

- Semiotic competencesThe professional of education who wants to asaesgiation, an
activity or a professional act must have good skilllistening, observation, and analysis. He
must also show evidence of these competences whemites reports about the student
achievements because every learning situatiorfligeimced by some constraints and his role
is not to have a rigid point of view on what shoaidst.

-Ethical competencesAssessments always highlight the question of pa#éne person

who assess. This asymmetric relationship betwestetichers’ educator and the student
teacher must be taken into account. The teachacatdr must distinguish between the
assessment task and the person to assess. Theotenoi of the teacher educator has often
been denounced as she was installing a relatioasiyipmetric between the evaluator and
evaluated. The evaluator must distinguish the pefison the act to assess. In this way, the
assessment takes another dimension more orient@dds the improvement of possibilities

and potentialities rather than on filling in gapgsarding to fixed sets of directions.

The success of the assessment task thus highlndepe the competencies of the teachers’
educators and on the strategies he uses. In addiig is quite important as the teacher
educator is supposed to train the student teaoh@réctical professional competences hence
a call for authentic assessment. In the light o, (iRogers, Hubbard, Charner, Fraser, and
Horne , 1996) said that the essential nature ofrtieing to work or school-to-work calls for

authentic assessment. They note that:

"The measurement of learning that occurs in settsrgsnlike the traditional classroom
requires assessment practices that are correspghutfferent. Many school-to-work
programs have drawn up comprehensive sets of cemges, often in consultation with
business partners, which students in that prograenexpected to acquire, at certain

minimum level4.%®

>8 Rogers, A., Hubbard, S., Charner, 1., Fraser, BnEoR. (1996)Study of school-to-work initiatives: Cross-site bs#s retrieved
August 10, 2010,http://www2.ed.gov/pubs/SER/Schtiotk/index.html

29



This support the views of ( Iverson & al, 208Avho see the process of becoming a teacher
as involving initiation into the community of teamsi, learning the methods, theory and

practices of that community, working under the guice of a mentor ( the teacher educator),
and eventually becoming a full participant in tbatnmunity.

However, the ultimate role of teacher educatiooufh instruction and assessment practices

must be according to (Altet, 2008) to ensure thathers have:

“- A knowledge of their subject matter;
- The knowledge of pedagogy and didactics;
- The skills and competences required to guidksapport learners;

- An understanding of the social and cultural éimsions of educatioh®

All these previous opinions about assessments acthtr educations suggested that
assessment in teacher education is a big and trssige in teacher education. It shapes the
professional knowledge of the teachers’ educatord that of the prospective teachers.
Assessment tasks in teacher education should ta&eaccount real professional practices,
hence the call for authentic assessment taskseTdp@rions also pointed out that the quality
of assessments tasks depends on the teacher’ edeoatpetencies. The student teacher’s
achievements are evidence of whether he has erpedegood and appropriate assessments
tasks or not during his/her training. These opisi@iso support our consideration in this
study that the teachers’ educator is an activegyaant in the student teacher’s achievements.
On the other hand, he has to integrate strategié<laallenges during his assessment tasks.
However, these opinions do take into consideradoparticular instructional method like

cooperative learning that is a key point in oudgtbut general training.

Chapter 3. Theoretical background

Overall, the theoretical background used in thislgis a combination of cooperative learning

theories and authentic assessment theories vigesearch instruments that involve

> Iverson, H., Lewis, M., Talbot lii, R.(2008Building a framework for determining the authentiaf instructional tasks within teacher
education programsTeaching and Teacher Education, 24(2), 290-302.

60 Altet, M. (2008)Professionnalisation et Universitarisation de ¢arhation des enseignants : Tensions et conditiengdssiteColloque
CDIUFM, La formation des Enseignants en Europaris, le 6 Décembre
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documents analysis, interviews, observations apdrte from our personal experiences in

internships.

3.1 Learning and Cooperative Learning

Our intent with this section is to highlight the joratheories underlying our understanding in

this study of a cooperative learning environment.

3.1.1 Learning

Cooperative learning takes on a variety of formd &achers from different disciplinary
backgrounds and teaching traditions. However, lates to important assumptions about
learners and the learning process according tottSi; MacGregor, J., 1992)which we
can summarize in this way

-Learning is an active, constructive processto learn new information, ideas or skills,
students have to work actively with them in pugfakways. They need to integrate

this new material with what they already know-oe its0 reorganize what they thought

they knew. In collaborative learning situationsid&nts are not simply taking in new
Information or ideas. They are creating somethieg with the information and ideas.

These acts of intellectual processing- of consimganeaning or creating something

new are crucial to learning.

-Learning depends on rich contexts: learning is fundamentally influenced by the cohtex
and the activity in which it is embedded. Rich edts$ challenge students to practice and
develop higher order reasoning and problem solgikiis. Cooperative learning activities
immerse students in challenging tasks or questibrstead of being distant observers of
guestions and answers, or problems and solutitudests become immediate practitioners.
-Learners are diverse:students bring multiple perspectives to the classrdiverse
backgrounds, different learning styles, experieraebaspirations. Teachers, can no longer
assume one-size-fits- all approach. When studeotk t@gether on their learning in

class, we get a direct and immediate sense of hewyare learning, and what

experiences and ideas they bring to their group. diterse perspectives that emerge in
collaborative ‘activities are clarifying but notsjufor us. They are illuminating for our

students as well.

61 Smith, B., McGregor, J.( 1992) “What Is CollabdvatLearning?" irCollaborative Learning: A Sourcebook for Higher Edtion,
National Center on Postsecondary Teaching, Leayaimg) Assessment, Pennsylvania State University USA
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-Learning is inherently social: The mutual exploration, meaning making, and feeklba
often leads to better understanding on the parstoflents, and to the creation of new
understandings for both the teachers and the sfsiden

In addition, (Philip, C Abrami., & al, 199%) summed up that there are four major theories

about learning and motivation to learn, motivatiming understood as what lead or induce to

learn:
Approaches Learning Motivation
» Behaviorist » Changes in * Reward(positive)
observable behaviors Consequences(negati
ve)
* Cognitive * Acquisition, * Expected results and

representation and values to causes
information
processing
* personality dimension
which influences
attitudes, values, and

social interaction

e Humanist * Desire to self-
development,

* Personal development

Interaction with .

D

» Developmental . Desire to balancing

physical and socig cognitive process

environment

Table 3: Some majors learning and motivation tresadapted from(Philip, C Abrami., &
al, 19965°,

62 Abrami, P., Chambers B., Poulsen C., De Simone'8pollonia, S., Howden, J. (1998);apprentissage coopératif ; théories, méthodes,
activités Les Editions de la Cheneliére inc,Canada
® \dem 7
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3.1.2 Cooperative Learning

Research has shown that there are many theorgierapectives related to cooperative

learning. Most researchers conclude that cooperégarning is based fundamentally on the

socio-constructivism learning theory. Accordingsticio-constructivists, the construction and

the assimilation of concepts or representationthbylearner is a process of successive stages

through an interaction between the individual amsl dnvironment, with his peers and the

teacher (Dyste, 2008; Vygosky, 1978) They then define knowledge as temporary,

developmental, and socially and culturally mediatédom this perspective, learning is

understood as a self-regulated process of resolnmay cognitive conflicts that often become

apparent through concrete experience, collabordis@urse, and reflection.

A socio- constructivism-learning environment is rthdifferent from a “traditional learning

environment®®:

socio- constructivism learning environment

“tragiital learning environment”

Curriculum is presented part

whole, with emphasis on basic skills.

Strict adherence to fixed curriculum

is highly valued.

=)

Curricular activities rely heavily o

textbooks and workbooks.

Students are viewed as "blank slates

onto which information is etched by

the teacher.

Teachers generally behave in
didactic  manner,
information to students.

Teachers seek the correct answer

disseminating

o

to

validate student learning. Students

learn that school

Is about learning

Curriculum is presented whole to part

with emphasis on big concepts.
Pursuit of student questions is high
valued.

Curricular activities rely heavily o
primary sources of data ai
manipulative materials.
Students are viewed as thinkers w
emerging theories about the world.
Teachers generally behave in
interactive manner, mediating tl
environment for students.
Teachers seek the students' points
view in order to understand studer
for use

present conceptions

—i

y

=)

nd

ith

an

64Dyste, 0. (2008).The challenges of assessment in a new learningreBalancing dilemmas in assessment and learning in

Contemporary education, (pp. S.15-28). New Yorkutilge.

Vygosky, L. S. (1978)Mind in society: the development of Higher Psychimlal processCambrige MA: Harvard University Press.

> Brooks, J. G., M. G. Brooks, M. G., ( 199B)e case for Constructivist Classroomss’n for Supervision and curriculum development

Alexandria, Virginia
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"what the teacher tells them." subsequent lessons.

« Assessment of student learning|is . Assessment of student learning|is
viewed as separate from teaching and interwoven with teaching, including
occurs almost entirely through observations and student exhibitigns
testing. and portfolios.

« Students primarily work alone. « Students primarily work in groups.

Table 4 : Difference between a Socio-constructieatning environment and a “traditional “
one adapted from Brooks, J. G., M. G. Brooks, M.(@993) The case for Constructivist
Classrooms

However there are two major theoretical perspestivglated to cooperative learning -
motivational and cognitive according to (Slavin,8I¥° one of the prominent theorists on
cooperative learning. He stated that the motivafiotheories of cooperative learning
emphasize the students' incentives to do academoik, wvhile the cognitive theories
emphasize the effects of working together. Motwmadil theories related to cooperative
learning focus on reward and goal structures. Bhgports (Johnson & Johnson, Holubec,
1986%7 view that one of the elements of cooperative liggris positive interdependence,
where students perceive that their success ormrdallas within their working together as a
group. From a motivational perspectivepbperative goal structure creates a situation in
which the only way group members can attain therspnal goals is if the group is
successfulSlavin, 1990%. Therefore, in order to attain their personal gpatudents are
likely to encourage members within the group tond@tever helps the group to succeed and
to help one another with a group task.

On the other hand, there are two cognitive thedifiat are directly applied to cooperative
learning: the developmental and the elaboratioortas (Slavin, 1987). The developmental

theories assume that interaction among studentsndrappropriate tasks increases their

 Slavin, R.E. (1987)Developmental and motivational perspectives on eajve learning: A reconciliation Child Development,
58,1161-1167

57 Johnson, D.W., Johnson, R.T., & Holubec, E.J8@)Zircles of Learning: Cooperation in Clas&dina, MN: Interaction Book Company

% Slavin, R.E. (1990)., Cooperative learning: The@®gsearch, and practice, New Jersey: Prentice Hall
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mastery of critical concepts (Damon, 1984). It rough interactions with others,
coordinating his/her approaches to reality withsthof others, that the individual masters new
approaches (Doise, 1998)So the individual cognitive development is sesithe result of a
spiral of causality: a given level of individualvd#opment allows participation in certain
social interactions that produce new individualtesathat, in turn, lead to possible more
sophisticated social interactions and so on. Whedesits interact with other students, they
have to explain and discuss each other's perspsctav situation which leads to greater
understanding of the material to be learned. Thagit to resolve potential conflicts during
collaborative activities results in the developmehtigher levels of understanding (Slavin,
1990). In examining the relationships between esttgl attitudes toward cooperation,
competition, and their attitudes toward educatiGiphnson & Ahgren, 1976) results
indicated that cooperation among students and omwipetition among them was positively
related to being motivated to lea®tudents taught by cooperative strategies beli¢hey
had learned more from the lesson than did studaatt by competitive strategies (Tjosvold,
Johnson, 1997). Cooperative learning thus promotes positivelatéis towards learning.

As for the elaboration theory, it suggests thatl&rpg to someone else is the one of the
most effective means of learning. Cooperative liesgrractivities thus enhance elaborative
thinking and more frequent giving and receivingegplanations, which has the potential to
increase depth of understanding, the quality obormg, and the accuracy of long term
retention (Johnson & Johnson, Holubec, 1986). leiowords, giving and receiving feedback
from peers enhance the learning process Therdfmeaise of cooperative learning methods
should lead to improved student learning and reienfrom both the developmental and

cognitive theoretical bases.

However,Cooperative learning involves more than puttinglstis to work together on a lab
or field project. It requires teachers structure cooperative interdependence among the
students.Cooperative learning rest on those five key pples developed from (Johnson &
al, 1986, Kagan, 1994):

% Doise, W. (1990Yhe development of individual competencies thraagtial interaction)n H.C. Foot, M.J. Morgan, & R.H. Shute (Eds.)
Children helping childrenChichester: J. Wiley & sons.

0 Johnson D.W., Ahlgren, A. (1976Relationship between student attitudes about catipe and competition and attitudes toward
schooling Journal of Educational Psychology, 68(1), 92-102.

. Tjosvold, D., Marine, P., Johnson, D.W. (1977Thge effects of cooperation and competition on studeEactions to inquiry and didactic

science teachinglournal of Research in Science Teaching 11(4),2881-
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Principles of cooperative learning

Meaning

» Positive interdependence,

Mutual goals, division of labor,
division of materials and roles

Part of each student's grade depenc
on the performance of the rest of th
group.

Group members must believe that
each person's efforts benefit not on
him- or herself, but all group
members as well.

lent

a)

-

y

» Group processing, reflection,

Students must be given time and
procedures for analyzing how well
their learning groups are functioning
and how well social skills are being
employed after the completion of
their task

* Face to face interaction,

Students promote each other's
learning.  oral explanations of
problem-solving, discussions
,connection of present learning with
past knowledge

Promotive interaction induces
members to become personally
committed to each other as well as
their mutual goals.

to

* Individual accountability,

Students learn together, but perform

alone in some cases

A lesson's goals must be clear enol
that students are able to measure
whether the group is successful in
achieving themand individual
members are successful in achievin
them as well.

gh

g

» Small group skills,

Students learn academic subject
matter and also interpersonal and
small group skills (teamwork).

A group must know how to provide
effective leadership, decision-makin
trust-building, communication, and

g,

conflict management.

Table 5: Some key principles of cooperative leagrngnoupsadaptedfrom (Johnson & al,

1986, Kagan, 1994)
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3.1.3 Collaborative Learning versus Cooperative Leaing?

Very often in some studies, the terms “cooperakpaning” and “Collaborative Learning”
are used interchangeably. According to (GerlacB4)%:

“Collaborative learning is based on the idea the#arning is a naturally social act in which
the participants talk among themselves. It is tigtothe talk that learning occurs.”

For the purposes of this study and in acknowledgeroidistinctions that others in the field
have made, we stick to a restricted definitionhas# terms. “Collaboration” is distinguished
from “cooperation” in that cooperative work "is accomplished by the division of labor
among participants, as an activity where each persoresponsible for a portion of the
problem solving.”, whereas collaboration work involves tfle. mutual engagement of
participants in a coordinated effort to solve thelpgem togethel (Roschelle & Teasley, I n
pressj®. Cooperation and collaboration do not differ imts of whether or not the task is
distributed, but by virtue of the way in which & divided: in cooperation, the task is split
(Hierarchically) into independent subtasks; in abdration, cognitive processes may be
(heterogeneously) divided into intertwined layehs. cooperation, coordination is only
required when assembling partial results, whilelat@ration is"... a coordinated,
synchronous activity that is the result of a coméid attempt to construct and maintain a
shared conception of a probléifRoschelle & Teasley, in press).

We use in this study cooperative learning in thiese of an instructional use of small groups
so that student's work together to maximize theinocand each other learning (Johnson,
Johnson, & Holubec 1998Fhe distinction between cooperative learning anihborative
learning group or group-work learning is importdr@cause some researchers argued that
group-work learning has many of the characteristiceshole-class teaching where students
are not linked interdependently together so thégroivork independently on tasks to achieve
their own ends. Hence, there is no motivation toagca group or to exercise joint efficacy to

achieve a goal or accomplish a tad&hnson & Johnson, 2003

72 Gerlach, J. M. (1994)Is this collaboration?"In Bosworth, K. and Hamilton, S. J. (Eds.), Colledive Learning: Underlying Processes
and Effective Techniques, New Directions for Teaghand Learning No. 59.

3 Roschelle, J. & Teasley, S. (in pred® construction of shared knowledge in collabaaproblem -solvingn C.E. O'Malley (Ed)
Computer supported collaborative learnirtgeidelberg: Springer-Verlag

74 Johnson, D., & Johnson, R., (2008judent motivation in cooperative groups: Socig¢idependence thearin R. Gillies & A. Ashman

(Eds.),Cooperative learning: The social and intellectuat@omes of learning in groupgp136-176 London Routledge Falmer.
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In addition to cooperative learning theories, assent theories also influence the theoretical

background of this study.

3.2 Assessment: a central role in Education

It is a common knowledge that learning, a produc avork is likely to be assessed whether
by oneself or by a peer. Assessment is one of thst mifficult and important task for a
teacher. Assessment is central to teaching anditeprThe assessment information is needed
to make informed decisions regarding students’ niegr abilities, their placement in
appropriate levels and their achievement. It ieroftlefined as the ongoing process of
gathering according to standards (often criter@alysing and reflecting on evidence
(indicators) to make informed and consistent judget® to improve future student learning.
Assessment is often divided into formative (durihg learning process) and summative at the
end of the learning process) categories for consigehe different objectives for assessment
practices. (Stake, R, in Scriven, 199%)explains the difference between formative and
summative assessment with the following analdyyhen the cook tastes the soup, that’s

formative. When the guests tastes the soup thatsmmtive”
However, we can distinguish three purposes forssssent:

Assessmentfor learning (formative) occurs when teachers use inferences about student
progress to inform their teaching. A guidance @& téaching is constantly adjusted ( Scallon
in Gregoire, 2008¥. It also involves providing feedback informatiohoat the degree of
acquisition and mistakes made, in order to regedgok further into, or correct the learning

as a result.

Assessmentas learning (formative) occurs when students reflect on and monitor their
progress to inform their future learning goalgsIvery often a self-assessment process during
which student are expected to gain an insight th@r own learning need#éccording to
Broadfoot, 2007Y: “It is a way of encouraging students to reflect dratnthey have learned
so far, to think about ways of improving their legag and to make plans which will enable

S Stake Robert in Scriven, M., (199Bvaluation thesaurugith ed. Newbury Park, CA: Sage Publication

"6 Scallon G., (2008).Evaluation formative et psychologie cognitive : Mamces et tendancel Grégoire Jacques (dir§valuer les
apprentissages. Les apports de la psychologie tognBruxelles : De Boeck.

m Broadfoot, P. (2007)An Introduction to Assessmehbndon: Continuum
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them to progress as learners and to reach theilgyda.] As such it incorporates the skills of

time-management, action-planning, negotiation, rimgesonal skills, communication - with

both teachers and fellow students - and self-dis@pin addition to reflection, critical

judgment and evaluatién

Assessmentof learning (summative) occurs when teachers use evidence of the student

learning to make judgements on student achieveragainst goals and standards, often

defined in the curriculum. The objective here isank, approve, giving a final mark or check

the student expertise at the end of the learninggss. It can be a self- assessment or a peer-

assessment.

The distinctive features of assessment for learamjassessment of learning appear like this:

Assessment for learning

Assessment of Learning

>

>

establishes a classroom culture that » enables students to demonstrate W

encourages interactions

occurs throughout a

sequence and is planned wh
teachers design teaching and learn
activities
involves
setting and monitoring stude
progress against learning goals

to ascert

requires teachers

students' prior knowledgge

perceptions and misconceptions

involves teachers adapting teachj

practice to meet student needs

provides sensitive and construct
feedback to students on th¢
performance

learning

en

ing

teachers and students

nt

Aain

v

v

>

>

>

they know and can do

describes the extent to which
student has achieved the learn
goals, including the Standards
teacher

uses judgements ab

hat

a

ng

out

student achievement at a point in time

is supported by examples
evidence of student learning
teacl

ensures consistent

judgements  through  moderati
processes

is used to plan future learning go

or

ner

als

Table 6: Some Distinctive features of Assessmanitéarning and Assessment of Learning
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We must note that the termesaluation, assessmemindtestoften are used interchangeably.

(Badger 1992¥ suggests that we distinguish among them as follow:

* A testis a measuring tool used in an assessment appiegetonunciation in a speech..etc)

» Assessmeniis a process of gathering evidence of what a studan do, and providing

feedback on a student's learning to encouragediudévelopment.

» Evaluation is the process of interpreting the evidence andimgala judgment of a
performance to make informed decisions, such agyrasg a grade or promoting a

student to a higher performance level.

However, the assessment process and the evalyatioess most of the time go together.

3.2.1 Authentic assessment: Assessing accordingéal-world practices

3.2.1.1 Definitions and Principles

Authentic assessment is one of the alternative anfrassessments educational practitioners
have drawn attention to to better assessment peactiAuthentic assessment is any type of
assessment that requires students to demonstridle a8kd competencies that realistically
represent problems and situations they are likelybe encountered in daily life or
professional life. According to (Wiggins, 1989)an assessment is “authentic” when it
directly examines students performance on worttsllactual tasks as they appear in real life.
He also adds that traditional assessment, by cinteties on indirect simplistic substitutes
items from which valid inferences can be made ablmstudent’s performance.

Students are required to produce ideas, to intedmbwledge, and to complete tasks that
have real-world applications. Such approaches regbe person making the assessment to

use human judgment in the application of critenieferenced standards (Archbald, 1581)

Two major theoretical considerations led to thewgng attention payed to authentic
assessment. The first relates to conceptions atlial with renewed emphasis on the
appropriateness of assessment tasks as indicdtorended learning outcomes, and on the

78 Badger, E. (1992).More than testing. Arithmetic Teachein Assessment for Effective Interventi@cttober 1999 vol. 25 no. P 15-30
79 Wiggins, G. (1989), A true testoward more authentic and equitable assessnfitDelta Kappan , 70(9), 703—713.

80 Archbald, D. (1991)Authentic assessment: What it means and how ithedm schools Madison, WI: National Center for Effective
Schools Research and Development, University ofwvisin.
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appropriateness of interpretation of assessmerboés as indicators of learniigessick,
1994¥1. The second relates to the need for learningaasdssment of learning to be used in
context and meaningful for students. The questcatext and meaningfulness arises from
general awareness that learning and performanandegn context and motivation (Wiggins,
19932

In authentic assessment, students use remembédoechation in order to produce an original
product, participate in a performance, or compéefaocess. They are assessed according to
specific criteria that they knew beforehand. Irctesx education, this may be management of
class, ways of teaching and so on. These critdrmssessment are calledbrics. Rubrics
give students a clearer picture of the strengtlisveeaknesses of their work as it would be in
real practices and to confront the realities ofrtiwrk. Authentic assessment is a contrast to
traditional educational testing and evaluation, alhiocus on reproducing information such
as memorized dates, terms, or formulas. AccordingWiggins 1990%° moving towards

authentic assessment is designed to:

=

. Making students successful learners with acduirewledge

2. Providing the students with a full range of Iskile.g., research, writing, revising, oral
skills, debating, and other critical thinking sg)II

3. Demonstrating whether the student can geneudit@rid valid answers in relation to the
tasks or the challenges he is likely to encoumtdris/her daily life.

4. Providing reliability by offering suitable andaedardized criteria for scoring such tasks
and challenges

5. Giving students the chance to ‘rehearse’ ctittbanking in achieving success in their

future adult and professional lives

(o2}

. Allowing for assessments that meet the needbefearners by giving authenticity and
usefulness to results while allowing students grepbtential for improving their learning

and teachers more flexibility in instruction.

81 Messick, S. (1994)he interplay of evidence and consequences in dlidation of performance assessmeBtucational Researcher,
23(2), pp. 13-23.

82Wiggins, G. P. (1993)ssessing student performancan Francisco, USA, Jossey-Bass

8 Wiggins, G. (1990)The case for authentic assessmé&mactical Assessment, Research & Evaluation, Kejrieved August 10, 2010
from http://PAREonline.net/getvn.asp?v=2&n=2
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In addition, (Herrington &Herrington, 199%) see seven characteristics to an authentic

assessment:

“Context
* Requires fidelity of context to reflect the cotmains under which the performance will
occur, rather than contrived, artificial, or de-tottualized conditions
Student’s Role

* Requires the student to be an effective performién acquired knowledge and to craft
polished

performances and products

* Requires significant student time and effortallaboration with others

Authentic Activity

* Involves complex, ill-structured challenges trequire judgment and a full array of tasks
* Requires the assessment to be seamlessly irgdgrath the activity

Indicators

* Provides multiple indicators of learning

* Achieves validity and reliability with appropre&ctriteria for scoring varied products”

Table 7: Seven characteristics of authentic assassfHerrington & Herrington 1998)

These authors point of views serve to support cutetstanding in this study of how
assessment tasks practices in teacher educatiofddb® analyzed from a teachers’ educator
point of view in relation to cooperative learningogp. The perspectives of authentic
assessment and cooperative learning meet as butlatgproviding the students with a full
range of skills. As a result, to analyze trendsl @hallenges from teachers ‘educators
discourses we use the five dimensional frameworlauthentic assessment developed by
(Gulikers & al , 2004)

84 Herrington, J., Herrington, A. (1998\uthentic assessment and multimedia: How univessitgents respond to a model of authentic

assessmentigher Education Research and Development, 13(%)22.
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3.2.1.2 The five dimensional framework of authdrt assessment: A description

The five dimensional framework of authentic assesgrdeveloped by (Gulikers & al, 2004)
which is a redefinition of authentic assessmerpstis the dimensions of assessment
practices we intend to investigate through thehees educators discourses. This helps us to
draw our specific interviews questions within thimmework and to guide the respondents
reflections about what can be a true or an autb@sgessment task of cooperative learning in

teacher education as far as the professional cempes of the student teacher are concerned.

(Gulikers & al, 2004) aim in designing the frameWwois at defining authenticity in
competency-based assessment, without ignoringrtpertance of other characteristics

of alternative assessments. According to them, uiheatic competence-based assessment
rests on its construct validity and its impact endsent learning also called consequential
validity. Construct validityof an assessment is relatedwbether an assessment measures
what it is supposetb measure. With respect to competency assessthentneans that the
tasks must appropriately reflect the competencyribads to be assessed and must represent
real-life problems of the knowledge domain assess$edthe same order, the thinking
processes that professionals use to solve the gmobi real life must be part of the task
(Gielen et al., 2008). The consequential validitdescribes the intended and unintended
effects of the assessment.

They then distinguish five dimensions of autheasessment that can vary in their degree of

authenticity as show the following table:

Authentic assessment dimensions Meaning

Task * A problem task that -confronts
students with activities that are also
carried out in professional practice.

» The users of the assessment task
should perceive the task as

representative, relevant, and

& Gielen, S., Dochy, F., & Dierick, S. (2003)he influence of assessment on learni@gptimizing new modes of assessment: In search of
quality and standards In M. Segers, F. Dochy, &&scallar (Eds.), Dordrecht, The Netherlands: Klud@demicPublishers (pp. 37-54).
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meaningful.

Physical context

The physical context ( facilities) of an

authentic assessment should reflect

the way knowledge, skills, and

attitudes will be used in professional

practice

The place where people are, often if

not always, determines how th
behave or do something,

Social context

Consideration that social processes

are ever- present in real-life contexts.

If the real situation demands

collaboration, the assessment shquld

also involve collaboration, but if the

situation is normally handle

individually, the assessment shou

be individual.

d

Assessment result or form

A quality product or performance that

students produce in real life

This product or performance should

be a demonstration that permi

making valid inferences about t
underlying competencies

Full array of tasks and multip
indicators of learning in order
come to fair conclusions

students should present their work

other people, either orally or

written form, to ensure that their

apparent mastery is genuine

Criteria and standards

Criteria : characteristics of th
assessment result that are valued;

standards are the level o

i
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performance expected from various
grades and ages of students
» Criteria and standards should concern
the development of relevant
professional competencies be based
on criteria used in the real-life

situation.

Table 8: Overview of the five dimensions of autienompetence-based assessment
Adapted from (Gulikers & al, 2004)

Chapter 4 Methodology

4.1 Research design

Faced with the large amount of qualitative matewa use many ways of managing,
analyzing and interpreting the data available. €heslude transcription of relevant sections
of the recorded interviews, considerations of obsgipractices later on followed by a
workshop with the participants, and a thematic ysigalbased on our research questions. With
our research design, we aim at collecting empintalerials bearing on our research focus
and then analyze and write about them. Therefoeghave tried to construct it in such a way
that it combineglexible set of guidelines that connect theoretaladigms first to strategies

of inquiry and second to methods for collecting ieivad material®®

This study finding is grounded on the content gsialof the discourses of teachers’ trainers
reflecting on their professional practices to ustherd their use of authentic assessment in
cooperative learning groups. In addition, we usssimnal observations and reflections from
the experiences we had. We then chose a qualitasearch design for understanding the
teachers’ educators’ practices through their réfl@s. A qualitative research design is a

research method used extensively by scientistses®hrchers studying human behaviors and

# Denzin , N.., Lincoln, Y. ( 20083trategies of qualitative inquinLos Angeles: Sage Publications, Inc
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habits®’It is used to gain insight into people’s attitudeshaviors, value systems, concerns,

motivations, aspirations, culture or lifestyles. feésult is descriptive rather than predictive.

To reach the research participants and the adegetitegs and learning environments that
are particularly likely to yield significant insighabout the focus of our study, we identified
teachers’ trainers from general teacher educatidrifram teacher education for vocational
education or from teaching profession-orientedisgidlrhe reasons for this choice are that
the competences assessed in this work field pé&atiglaccount for workplaces or work life.
The individual student teacher is during his camen their work life most of the time, first
recognized and assessed through his individuapargbnal professional competences even if
he is working in a group or a community. We theasghhigher education institutions
(university colleges) in Norway and teacher tragnoenters IUFM in France where there are
opportunities to interview teachers’ trainers ou@tors. Our internships cooperative settings
are also of great importance to us because asiparit and observer we experienced
assessment tasks practices. We felt that contgatstose settings, teachers’ educators’
discourses and experiences in Norway and in Fraockd lead us to an overview of some
trends in assessment tasks practices and hendehtigventual challenges of cooperative

learning of teacher’s trainers.

To collect data from teachers’ discourses andestatie use the reflexive practice approach
during interviews to make them speak. We then iedubem to reflect on their current

professional practices, the reasons for that aadhe® they can make them efficient.

Our investigation has been carried out and bagsdtie teachers’ discourses about
assessment tasks in cooperative learning grougis,ditactices through our class observations
and our experiences from the internships in Noramy France. Even though the study covers
participants from two countries, it is not a straigomparison between Norway and France
teachers’ educators. This is to assure a broadesaigpractices, as the choice of those
research sites is inherent to our mobility schemErasmus Mundus student. However some
contrasts could be highlighted .The collection atiadare then limited to these two countries.
The overall goal is seeking to establish after dogots and discourses content analysis from
those sources of data, the general tendency aathéed understanding of responses from

teachers’ educators to this issue.

87 ) o .
Fromhttp://www.experiment-resources.com/qualitative-research-design.html
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4.2 The participants

The population we study comprises 11 teachers éohscim Norway and in France chosen
randomly both from general teacher education aachier education vocational education and
training. However, some of them intervene in badldfof teacher education. Our overall
criterion is that they should be teachers’ edusatgsessing cooperative learning groups and t
making effort to ensure that his/or assessmentfitasal world practices. Seven are from

Norway and four from France as shown below:

France Norway
Participants 5 from IUFM 2 from Oslo university
college

5 from Akershus University

College

Table 9: Research participants in France and Norway

The two participants from Oslo University Collemyed two from France are from general
teacher education field. The rest from Akershusversity College and France are from
Teacher education for Vocational Education andnimgi. All the teachers who agreed to
participate in this study have shown a great isterereflecting on some aspects of their
professional practices. Some were even willingrganize special session with their students
to show how they deal with assessment tasks bulidveot have opportunity to arrange for

that because of their busy agenda.

To ensure that our respondents would represend@ range of experiences with assessment
in cooperative learning in teacher education, wi#t this sample gradually and purposely.
The aim is to have teachers’ educators from batbssand a broad scope of assessment
practices and challenges as from our preliminigsgussions we found out that they daily
practices is affected by the educational and rllitontexts. However, during informal
discussions we made sure that they use coopetatiuging as one of their teaching methods

whether it is a casual pedagogical tool or an atae2quirement.
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4.2 Instruments

We used many data collections simultaneously whemapplicable to make sure that we get
all the relevant information. It was depending bba $etting, the context and the participant
availability. Our data collection instruments inddusemi-structured interviews, informal
discussions, and occasional observations and dodwanalysis. We have used these

instruments on purpose.
4.3.1 Semi-structured interviews

We interviewed the teachers’ educators were intgred individually. Our research questions
and the five dimensions of authentic assessmerlaje®d by (Gulikers & al 2004) informed
our questions. We were particularly interested awhthe teachers’ educators carry out
assessment tasks in cooperative learning accotditige five dimensions we have mentioned.
The interviews lasted half an hour beginning withrief survey of years of teachifig We
transcribed the relevant parts of the interviewtere are some of the core questions of the

interviews:

- Tell me about your use of assessment tasks in catypelearning groups.

- What kind of tasks do you assess? What do you aiisesigh these tasks?

- What roles play in your assessment each of thégetask, the physical context, the
social context, the criteria and the standardspérrmance of the student?

- How can you define the authenticity dimensionsairyassessment tasks?

- What are the challenges you confront in assesaitigeise conditions?

We used semi-structured recorded interviews to niaddéeachers ‘educators to elaborate and
speak freely of their experiences but inside themBwork of our research questions

(Freebody, 20035. We find it very useful to use for many reasons:

v It is very simple, efficient and practical ways @étting our data about things that
cannot be easily observed (feelings and emotiams) bur participants.

v' The teachers are able to talk in detail and inliepid revealed the meanings behind
their practices for themselves with little directivom us.

% See the appendixes for guidelines for interviews

89 Freeboby, P. (2003), Qualitative research in edlicainteraction and practice.,London: Sage.
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v' Some complex questions and issues are discusseldrdied as we probed some
areas suggested by our respondents’ answers by@icg information that had either
not occur to us or of which the teacher’s edusabad no prior knowledge.

v' Our pre-set questions help to focus on what we ldhdiscuss about during the
interview. This helped us not to waste time anddatraight on the issues.

v It was easy to record with our digital recorder.

4.3.2 Informal discussions

During our preliminary investigations on our topiee realized that some participants are
more spontaneous about their experiences duringmal discussions. We also used this
method to record data before we agreed on fornahirews. It has proved to be an efficient

way as sometimes our respondents stress durinyigwes.

4.3.3 Some observations

Even though our data fundamentally rely on disoesiemalysis, we did not prevent ourselves
whenever an opportunity knocks to observe someioparticipants in actions. These were
occasions to identify workplace or classroom reatfices behind discourses and to gather
firsthand information as they occur in the reatisgt However, the number of observations
was few. We just observe the teacher’s educatios, tates and ask him questions about our
remarks during the formal interview. We only obseh¢hree participants out of the eleven we
interviewed. Nevertheless, the information gatheved useful. In addition to that, our

internship experiences as both observer and to nmaterstand our participants.

4.3.4 Documents analysis

The existing literature, official reports, videoggpon our research topic and documents were
reviewed so as to highlight the current state @idedge about authentic assessment

practices of teachers’ educators in cooperativaieg groups in teacher education.
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4.3.5 Coding process and themaéinalysis process

We employed a multistage coding scheme when dgalith the data we have collected. We
use ana priori coding process as the categories to be analyzeéstablished prior to our
content analysis based upon the five dimensionauthentic assessment. The content
analysis according to (Weber, 1990):

“(...) is a research technique that utilizes a set of pdures to make valid inferences from
texts. These inferences are about the sender(#)eoimessage, the message itself, or the
audience of the message. The rules of inferentiatgss vary with the theoretical and
substantive interests of the resear¢hir

Our coding process generally consisting once theruirew has been transcribed in the
following steps:

v Marking with a highlighter all relevant sentencesgparagraphs that are relevant to the
study most of the time our research questionsebafit colors are used to distinguish
the units (sentences and paragraphs).

v We cut out units and put those who are similarh@ same columns in our grid of
analysis and revise categories as we continuede data.

v We go through the interview transcript, identifyirdistinct units, grouping and
regrouping similar and dissimilar units, re-labglicategories as we go along until we

are satisfied.

The transcribed interviews allowed us to identifganingful categories according to our
research questions. We then arranged accordiogrtonain areas of inquiry. Through that
process, we developed the broad categories of indnfs: the assessment practices, the
eventual challenges and the importance of the &lements of authenticity. Teachers’
educators’ discourses were coded by categoriesnallg adapted from (Gulikers and al,
2004).

Before transcribing, we composed a narrative sumrmareach participant, summarizing the
prominent theme they have tackled, noting memoregdponses and describing the overall
tone according to our first impressions. From a looed analysis of the discourses

summaries, we were then able to track broad themesent in teachers’ educators’ account

% Weber, R. P. (1990Basic Content Analysi2nd ed. Newbury Park, CA
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of their experiences in authentic assessment gberative learning concerning our research

guestions and the theoretical background.

4 .4 Ethical issues

The individuals who participated in this study leadomprehensive idea about the purpose
and aim of the research before the interviews. Weacted the participants through various
means: e-mails, phone calls, informal discussidhofthem gave their formal consent by e-
mails in response to calls or mail. We also idedithose resource persons with the help of
our instructors and classmates. During these imtiatacts, we assured the research
participants that their rights to confidentialitycafreedom are protected. For more
convenience, we changed their original names irfindngs chapter. This also applies to
confidential documents we had access to duringnmastigation mostly in the course of the
internships. We followed this procedure from thelipninary discussions, interviews and
observations until the end of the study.

We then asked for a 20 minutes anonymous semitstaectinterview by mail or orally

through informal meeting and assured that ourviadald not be disclosed to a third party.
Moreover, we also assured the participants thatdinéent of our interviews would not be
released without their consent. In case the recomtterial should be transcribed, all the
elements that can permit to identify the partictp@ame or other personal data will be
removed. This is to assure them that we are ndtiatrag or assessing them but we are just
exploring and building our understanding of how ary they handle the assessment tasks in

cooperative learning groups of student teachers.

Actually, none of the person interviewed accepbeplicitly to be cited by his/her name. We
have chosen not to cite them even to give hinlsdate precisely them. Furthermore, before
undertaking a class observation, we seek formahjssion from our participants and the
training institution board when needed, most ofttimee written through an e-mail to make
sure that we are allowed to break into the privafcihe teachers’ educators’ classroom. At
last, we have reported honestly and given creditfaterial quoted from previous researchers
in this paper.
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4 5Research Time Line

We planned this study during the third semesteeqsired by the Mundusfor program. It
started in Norway (Akershus University College)witasses on research on professional
practices of educators in general and in the pdatidield of Teachers Education for

technical and Vocational Education and training.

The objective of these courses is to provide wslasginner researcher with the basis of
educational research methods and instruments. tMedad these classes alongside with the
first internship and our preliminary investigaticaisout our topic. This process ended up at
the beginning of February 2010 by the designing pfe-plan of our research proposal. The
final research proposal is then to be designed tfeesecond internship that is due to take

place in France, in a place in a setting we didknotv at that time.

The final choice to investigate on this topic waad® after the second internship at the end of
May 2010. This is to assure coherence, integratimha link between the eventual data
collected in these two practicum experiences wmdifferent cultural contexts. The last data
were then collected from the end of May 2010 uhil end of June 2010. The period for

completing this study was then very short.

Chapter 5. Research Findings

This section is to show the assessment tasks dlobédes ‘educators has declared to use in
cooperative learning groups of student teachers.diiso designed to show the relationships
between the assessment tasks and the extent tb thkeiteachers’ educators care about the
five dimensions of the assessment (the assessastnthe physical context, the social
context, the assessment form or result, the asseggmiteria, ) and highlight alongside the
challenges they confront according to the five dimiens elements. Throughout this chapter,
the representative reflections of our respondeéhéspne that best summarize the views of the

majority will be used to illustrate our findings.
5.1 Some general remarks

Most all the teachers’ educators interviewed dadd they make use of cooperative learning
works in their teaching because it is an acadeagairement, mandatory and very often
because it is specific to the fieldwork. This isetrof all the Norwegian teachers interviewed:
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“it is an academic obligation here to make student&iwg together cooperatively so that
they have a taste of real ljfesaid Mr Hakon. This tendency is observed in baghntries
especially in the field of teacher education focational education and training.

The other element worth noting is that cooperd@aening techniques are not very
commonly used in France. Most of the participasisiawledged that the traditional
structures and the culture of the academy contioyerpetuate the teacher-centered,

transmission- of-information model of teaching d@ning. A French teacher, Mr Paul said:

“(..) our educational system here values competition rti@e anything else .So the tendency
here is to have the best mark, (...) you may haveatbthat most entrances to both private
and public educational institutions are by highbntpetitive tests...don’t forget our Grandes
Ecoles who are supposed to training the elite ..capsee it is normal to have such
difficulties...cooperative learning cannot be suctidgsimplemented here if it is not an
academic requirement. Both students and most tesaene not trained to experience
cooperative learning. Working in groups here mdshe time means sitting together to

complete a task®

Apart from traditions prevailing in each educatiosystem in each country, the participants
whenever implementing cooperative learning saig tle&ays try to apply the key principles

of this learning method: small groups ( 3 to 5 stud), positive interdependence, face-to-face
interactions, group reflections, group skills, widual accountability. They insure that the
groups are well structured and heterogeneous. Grougmbers are selected randomly. The
participants we interviewed in this study alsotig&ly plan and organize their teaching and

assessment tasks sessions. They then generally:

* Prior to the class
v Decide on the assessment criteria generally basédeonational curriculum
v Plan how to collect information ( generally througthdents completion of the
assignments)

v Define the process of learning (which in our case®operative learning)

*! paul said :« notre systéme éducatif ici conforte la concurrence ; la tendance ici est d'avoir la meilleure
note.(...vous avez pu remarquer que l'entrée dans les institutions éducatives publiques et privés se font par des
tests...n'oubliez pas nos Grandes Ecoles qui sont supposées instruire les élites....donc vous voyez c'est normal
d'avoir de telles difficultés...I'apprentissage coopératif ne peut s'appliquer avec succes que si c'est une
obligation académique. Les enseignants aussi bien que les étudiants ne sont pas entrainer a cela. Travailler en
groupe ici consiste a s'assoir juste I'un a c6té de I'autre pour réaliser une téche. »
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» During classes or the learning process
v Observe students during class or when it is passitalke sure they participate
in activities even when it is outside the classmeo
v  Interview or discuss with student whenever it isgible to give feedback and

tutor the learning process..

* Following the class
4 Checking homework
Oral presentations
Compositions ( written reports)
Portfolios( to track the progress of the studeatier in many aspects)

Group Projects

ASERNEE NER NN

Try to identify the student teacher progress ore@ment (through

formative assessment or summative assessment )
5.2 The different assessments tasks identified

Different assessments tasks of cooperative leagriogps assigned y the teachers educators
have been identified through the discourses opauticipants. We present those assessment
tasks alongside with their reflections. These assests tasks include Group projects, Group
research work, seminars and group oral presengtsaif-reflection written papers and

Weblogs and portfolios.
5.2.1 Group projects

The Chambers dictionary states thatproject is an exercise usually involving studydéor
experimentation followed by the construction of sttimg and /or the preparation of a
report.”%4n addition, according to the Center of Advanceddiage Proficiency, Education,
and Research, CALPER (United State of Amefita@yroject work and project- based learning
as instructional approaches offer opportunitiecr®ate innovative learning environments.

They afford students with working in teams, engggin meaningful activities (problem-

%2 The Chambers Dictionary ( 2003) , Chambers Hartdpisher Ltd, p 1207
PCenter of Advanced Language Proficiency and Edoocatiand Research, CALPER retrieved on August 10, 0201

http://calper.la.psu.edu/projectwork.php
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solving, analyzing, evaluating, collaborating, repm, presenting etc.) over a significant
period, in order to create realistic and relevaontpct to the learner. From the discourses of
our participants, the characteristics of the projleey use as assessment tasks are as follow:

Students make decisions within a prescribed framiewo

There is a problem or challenge without a predeatethsolution.

Students design the process for reaching a solution

Students are responsible for accessing and man#ggrigformation they gather.
Assessment takes place continuously.

Students regularly reflect on what they are doing.

A final product (a report, a product, ) is produeed is assessed for quality.

AN NN Y N N NN

The classroom has an atmosphere that toleratesagicchange

According to Mr. Olaf, a norwegian teacher educdty course on student enterprise,
project works are useful tools for practical tramiand competencesthey provide students
with the opportunity to tackle real world situat®ro understand...What | really appreciate
with this...is that students learn to manage theameti interpret data sets, resolve value
conflicts between group members and prepare andnuonitate the results of their
investigation. It is a good playground to use owpeziences to learn, to manage real life
situations they are going to engage their futungdshts in. So once my students succeed in
attaining the goals we have set together, | cantsay are competent.”

The teachers’ educators also assess project on ¢bberence and clarity of ideas, the
significance of the topic or the final product 8tadents intend to make. They said that all the
projects especially in the field of vocational edticn are structured on purpose to encourage
direct applications to practice.

The intentions of teachers’ educators behind gnongpects are similar to that of the use of
group research works. The difference with resegrolip work lies in the content as research

work according to them is about theoretical thigkabout learning and teaching.

5.2.2 Group research works

With such assignments, students are guided to @doidevelop their analytical and critical
competences through identifying, investigating amthlyzing relevant local work bases

issues, and to apply this competence carrying cwiahresearch and innovative strategies. “
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“It is a way of making them familiar with researtieories and within the field of education
the students are induced to develop their own dialyabilities and their capacity to look at
their perspectives with distance..j but the fact is that they do it in groupséxplained
Haldor, a norwegian teacher educator in generahtxaeducation. Others teachers confirmed
that group research works are to provide studeathirs with the social, political, cultural
and economic perspective of teaching to the sacidtye research works aim at developing
them as “social scientists” because they have #lize...to acquire the knowledge that their
profession must be integrated into the society.yTimist develop themselves as social

analysts.*

said Richard a French teacher educafbhey all agreed that the objective of
these research works is the development of a fuhoeghtful practitioner who is ready to
inquire into and address problems of practice thhout his or her career.

What matters with research here is the result hagdcial context (how the students come to
articulate their views and defend it during thesgrgations. It is a way to early point to them
the challenges emerging from the work life consiggthat different contexts guide
workplaces and that networks are important for gtigation. These assessment tasks are to

develop and assess according to teachers’ eduskitissof investigation and analysis.

5.2.3 Seminars and group oral presentations

Our results also show that seminars and group megentations are very used in both
countries especially in Norway.
A seminar is understood in this context in thregsta

v a group of advanced students working in a spesififject of study under a teacher

v aclass at which group of students and tutor dsaysarticular topic

v/ adiscussion group on any particular subject
As for an oral presentation, it involves speakiogh audience, explaining some findings to
the classmates in classroom or in a particulaingetvith most of the time visual aids to
convey the message. When using slides show, vililge @ audio messages, it becomes a
multimedia presentation. This kind of presentatisnvery common according to our

participants. The teachers’ educators use groalppoesentations in seminars or a seminar is

**Richard said : « les travaux de recherches ont pour but de les transformer en "sociologues" parce qu'il doivent
se rendre compte...en acquérant le savoir nécessaire que leur profession doit s'intégrer dans la société. Ils
doivent se transformer en analystes sociaux. »

» The Chambers Dictionary ( 2003) , Chambers Harrdgisher Ltd, p 1379
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organized after a presentation to increase the rataheling of group members from the
presentatioras mentioned by Knute a Norwegian teacher edugatoslo.

“it changes from the traditional way of teachingedause it allow student teachers an
opportunity to teach one another instead of always listening to me...that is also an
opportunity for them to learn multimedia skillstireir process of planning the presentation...
| received good feedback about that particular &spe

Teachers from Vocation Education and Training cédnthe use of presentations to make
their students demonstrate their communication analytical skills during for example
exhibitions. They assure that on these occasitesstudent teacher does only demonstrate
some competencies; he also learns from those expes:What | am looking for with
seminars or oral group presentation assignmentsk t&s to promote development of
knowledge...mutual exchange of experiences, reftectibout one’s and others’ experiences
during these sessions are valued by my students.kWow... a teacher must have a deep
knowledge in the teaching profession.eXplained Torger a Norwegian teacher educator.
Cyril, a French teacher’ educator more activistl $hat he uses group oral presentations to
induce in his students the sense of commuriBgmetimes debates go with passion ... and
that makes the interactions in the group more dynanyou must see how they tend to defend
each other or their group views... (laughs)... after there must be solidarity among
teachers... it is necessary for future career devaeku and professional identity as a
teacher.” He added: “ifis a manner for me to assess the quality of tlesenmtation content,

if this information relies on in-depth informatiomsing valid references, how they are
interacting among themselves to give the infornmati®hat teachers’ educators also assess
with group oral presentations is the speech elesnartether the group members speak
clearly, their creativity of the presentation inings multimedia aids and their time

management.

% Cyril said : «Parfois, les débats se déroulent avec passion ... ce qui rend les interactions dans le groupe plus
dynamiques ... il faut voir comment ils ont tendance a se défendre les uns les autres ou le point de vue du
groupe ... (rires) ... apres tout il doit y avoir de la solidarité entre les enseignants ..., cela est nécessaire pour leur
futur carriere et leur identité professionnelle en tant qu'enseignant. ». he added : « . C'est une maniére pour moi
d'évaluer la qualité du contenu de la présentation, ... si cette information repose sur des éléments profonds,
utilisant des références valables, la fagon dont ils interagissent entre eux pour donner les informations »
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5.2.4 Self-reflections written papers and weblogs

With the self-reflections tasks, either written pegpor reflections on weblogs, students are
required to reflect by these means apart from pradentations, about their progress and the
activities they carried out in cooperative taskeblggs also called blogs are full websites or
part of websites. An example of weblogwsrdpress.comThere are thousands of weblogs
available on the internet. The weblog can be arcathnal digital platform of the training
center. We can list among many others FRONTER imidyg, DOKEQOS in France. Each
student teacher maintains his/hers with regularnemtvith texts, images and links to other
blogs. What makes blogs useful is that it providesls for the readers to leave their
comments and to interact with the authors of thegblThe entries must also reflect the
interaction in the groups and integrate the reifbest of all the members of the groups and

may be common reflection writings.

With weblogs, student teachers demonstrate analytkills, writing skills but also but also
their digital competences. A digital competencahis competence that makes the student
teacher capable of using and exploiting digitalldcand services connected with a broad
spectrum of tasks and challenges in professiondl emeryday contexts. Justifying use of
digital tools through weblogs assignments, a Frdaalkher at IUFM, Paul notedydu know
that today most all the pupils master internet asw on ...sometimes more than their
teacher...someone who is willing to be a teacher kustv something about that domain. As
a teacher you will have to remain in network witileagues, abroad...you may have to do
collaborative research work...so having digital cotepees are important for teaching
practices today.?” One of his colleague Olav from Oslo universitylegé said:‘Nowadays a
teacher must be able to learn and to teach hisesttgdthrough the use of weblogs. It is a

relevant interactive tool by excellence. A prospecteacher must master these digital tools”

Another French teacher educator, Jacques expléaggbarticipating actively in this way in
their learning group, presenting their articledaibow students giving and receiving feedback
help the students to build reflexivity in everythithey do'They must very early become
reflexive practitioners... this is very importanttimeir future...if as a teacher you don’t or

you can'’t reflect on your practices with your stotie or your colleagues, how can you

% paul said : « Vous savez qu'aujourd’hui la plupart des éléves maitrisent internet etc ... parfois plus que leur
professeur ... quelqu'un qui veut étre enseignant doit savoir quelque chose sur ce domaine. En tant que
professeur, vous devrez rester en réseau avec des collégues, a I'étranger ... vous pourriez avoir a effectuer des
travaux de recherche en collaboration ... donc avoir des compétences numériques est important pour les
pratiques enseignantes d’aujourd’hui. »
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improve them.®” However, the teachers’ educators interviewed atgees that the self-
reflection activities help them to identify the fditilties their students experience while
learning, to adjust their teaching to the studersds and to match the levels of difficulties

and learning activities.

5.2.5 Portfolios

Teachers’ educators from both countries said thay tmake a large use of portfolios.
Portfolios are means by which teachers select afiect upon artifacts of their practice they
have collected over time and from multiple souraed diverse contexts to provide evidence
of their thinking, learning, and performance aslwaslphotographs, videotapes, or audiotapes
or classroom activities (Darling- Hammond et a@98)°. Portfolios can include documents
from handouts given to students, assignments, stssamples of student teacher work. The
portfolios can be digital ( e-portfolios) or corisig in a set of the relevant documents. It is a
“selective and structured collections of informatjogathered for specific purposes and
showingl/illustrating one’s accomplishments and dglgwwhich are stored digitally and
managed by appropriate soft-ware; developed usipgr@priate multimedia and usually
within a web environment and retrieved from a wehsor delivered by CD-ROM or by
DVD" ( Challis, 2005)%°

Portfolios with reference to our study participaate assessment tools for learning which
help to document all the assessment tasks donkebgttident teachers. However, they said
that it could be considered as an assessment“task:also an assessment task in the sense
that when the student provides all what is askelisrportfolio, he demonstrates evidence of
his readiness to assume the responsibility of tegctwhich involves many tasks and skills.

During my work time, | do not only teach. | havewnate reports; to fill in administrative

98Jacques said : « Ils doivent trés tét devenir des praticiens réflexifs ... ceci est trés important pour leur avenir ...

si en tant que professeur vous n'avez pas ou vous ne pouvez pas réfléchir sur vos pratiques avec vos éléves ou
avec vos collegues, comment pouvez-vous les améliorer ? »

99 Darling-Hammond, L., Wise, A. E., & Klein, S. (1998A license to teach: Building a profession for 2desitury schoolsSan Francisco:

Jossey Bass.

100 Challis, D., (2005),Towards the mature e-portfolio: Some implications fiigher educationCanadian Journal of Learning and

Technology, vol. 31, n° 3.
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papers for my career development and so on...thisapes them for that*** arguedEtienne

a French teacher. Therefore, teachers’ educatoisd=r portfolios as including the evidence
and offering the basis for judgment for as to thelent teachers are ready to complete their

training program and to become certified teachers.

As for the individual accountability in these coogteve activities, teachers’ educators have

their ways to manage it as far as individual actalitity is concerned:

“l usually arrange an individual to check partpation by checking continually with a
randomly selected group member on explanation, n@s®j issues as the group works; or a
written summary page that describes "my participaitj "'my understanding”, "the hardest

part”, "the best part", etc. that each group memftilés out. My aim is that the group of
student teachers realizes that each member nequxticipate actively and to understand
completely the material otherwise the group will secceed,’ mentioned TorgerThey have
declared often assess individual through theirsdléctions, during discussions and
presentations:l cannot say that giving common grade to the grasiunfair because the
participation of each member may vakrysingle out one person in the group while they ar
working or presenting and ask him to explain anvegrsor to give me in relation to what he
has said, further details about the final productlee final work...because they usually done
their presentations together.... | can ensure like tihat he has participated. If anyone has
difficulty to explain something, the group helpsih¥ou know... this back up is an evidence

that the group acknowledged common goataifessed Bob, a Norwegian teacher educator.

A trend we have noticed in the vocational educadiaa is that ensuring individual
accountability often results to the student irf@gening alone the whole task after the group
has completed it. This is the current case withptrgicipants in Norway:When you pass

this kind of “test”, it means that you have in somay or the other experienced or taken part
in all the process during the time of the group kv@o the students know in advance that

they have to devote themselves to all the aspétte common work."¢onfirmed Hakon.

101, . . . 2 ; . / . / . .
Etienne said : « c’est aussi une tdche d’évaluation en ce sens que lorsque I’étudiant dépose tout ce qui lui est

demandé por son portfolio, il démontre ainsi sa capacité a assumer sa responsabilité d’enseignant qui implique
de nombreuses tdches et compétences. Pendant mon temps de travail, je n’ai pas seulement a enseigne. Je dois
rédiger des rapports, remplir des papiers administratifs pour ma carriére, ...ainsi de suite. ; ceci les prépare pour
cela. »
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To sum, the assessment tasks we identified froninbenviews are not exhaustive of all the
practices in education. However, our results shofned their declarations that they assess
the student teachers in cooperative learning grompave evidence and according to:

1-The academic Learning or requirementsthat is what the student teachers should know,
understand, and retain over time according to theia program.

2 Reasoning:The quality of students’ reasoning, conceptuahrevorks, use of the scientific
method and problem-solving, and construction oflao@c arguments.

3-Skills: Examples are oral and written communication skiltlsamwork skills, research
skills, skills of organizing and analyzing inforn@at, technology skills, skills of coping with
stress and adversity, conflict resolution skillsidle the group.

4-Attitudes: The attitudes student teachers develop, suchvasolblearning, commitment to
being a responsible citizen, liking scientific reasg, self-respect and respect to others,
liking of diversity, commitment to making the growprk valuable to each one.

5-Class Work Habits: The work habits students develop, such as comglsthoolwork and
assignments on time, using time wisely, meetingaesibilities, and striving for quality
work, continuously improving one’s work, and sotlfor

The indicators of those competences are evidebgethe successful completion of the
assessments tasks. The compulsory assignmentslititoado group projects, group research
works, weblogs, seminars and group oral presemt&tior the student teachers are to some
extent:

* Participation in their program’s seminars andnea group. (A quasi-full attendance is
required)

* Presentation of project works for the learningugr and sometimes in the name of the group
* Participation in group learning by giving ande®ing feedback

* A reflection paper concerning one’s learningha group is to be handed in individually
Fulfilling the requirement of compulsory assignment sign that they will be a good civil
servant who has the duty to

However, to what extent do the five dimensionsughantic assessment account for teachers’

educators?

5.3Teachers’ educators reflections about the authentity of their assessment tasks

This study considers that the level of authentioitthe assessment tasks used by our
respondents is explained by their degree of siityléw the criterion situation the student
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teachers are likely to encounter as teachers. Ssons&der authentic assessment task here as
an assessment requiring the same competencesynieesgills and attitudes towards teaching
or the same combinations of knowledge that thegarctsve teachers need to apply in their

professional life.

In extending the assessment tasks alongside taeliimensional framework elements that can
make them authentic (the task, the physical conte&tsocial context, the result of the
assessment task, the criteria) , our results shatteachers educators are well aware of
those aspects in the particular setting of cooperédarning group and try to fulfill all the

conditions.

5.3.1 The assessment task result and the task

For some of them, the result of the assessmenetasktes the task: “Mgssessment tasks
are purposely designed for that. Once the studsatthter has succeeded, | can say he ready
for that aspect of teaching...that’'s why the selleations assignments, the presentation of
group research work...all these things are intenaedtfat.”, said Kjell in Norway. In the
same light, Bolsaid:“The student must feel after the task like reattesrs, and be proud of
their work...they must own their task like in a relalssroom.”The trend is that the

assessment task result is evaluated accordingitefements:

» The quality of the final work or the product
* The underlying competences of the student teatiheagh a demonstration

* The student mastery of the task through an oralritten defense

They all agreed that more assessments tasks aoaitive ones should be designed to better-
fit real professional practices and profile thedstot professional competence that is, the

competence he needs to be a professional teacher.

5.3.2 The physical context

The physical context of the assessment task detiisawkind of physical tools needed to
perform the task. The teachers’ educators saydbegte lot of time with school authorities

to make the physical context as realistic as ptessitWhenever some pedagogical tools are
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missing and prevent me from implementing correathyjob, | report that to our
authorities...you know we have to put our studengood working conditions, with the
adequate premises-* claimed Benoit , a french teacher educator. Rtwir discourses,

the teacher educators make sure to have all theri@adnd resources general available in the
criterion situation their students are to work. Mesichers’ educators for vocational
education thus put great emphasis on the physicdéxt of their assessment tasks as tried to
explain Hakon: A prospective cook needs to be trained with wharbéessional cook uses.
You cannot train a cook with the tools a tailor us@laughs)...we have all the facilities here

for a cook...or we have those special classes irpattners premises”.

5.3.3 The social context
The social context of an authentic assessmeniask be similar to the social process in an

equivalent situation in reality. There is a comnagmeement among our respondents that the
cooperative learning environment of the task amdctimnections the students have when
investigating provide the social interactions thelents will be involved in, in the course of

their future work.

5.3.4 The criteria and standards of the assessmeiasks
According to the teachers’ educators, the criteith which the assessments tasks are judged

are the characteristics of the assessment restilath valued. As for the standards, they
account for the level of performance expected ftbendifferent level and the number of
years of training: & student teacher in his first year is not assesikecsomeone who is
completing his training. Our expectations from thema different’ explained Torger
However, the teachers conceded that the nationgtg@m in teacher education fixes the
criteria and standards and these criteria and atdadre subjects to constant modifications
due to the evolution of the teaching work.

192 Benoit said : « Chaque fois que des outils pédagogiques manquent et m'empéchent de mettre en ceuvre

correctement mes activités,, je le déclare que a nos autorités ... vous savez, nous devons mettre nos étudiants
dans de bonnes conditions de travail, avec les locaux adéquats. »
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Concisely, the relative importance the teacheratatbrs give to five dimension of

authenticity could be sum up as follows:

Elements of authenticity Teachers’ educator pecastio make
assessment task authentic

The task * Authentic task as performed in real
life

* Assure ownership of the task

* The assessment task equates the

assessment result

The physical context * Ensuring fidelity to the reality by
allowing students enough time like
professional.

» Make sure to have all the needed and

available resources

» Work with enterprises to provide rea
practice for students (vocational
education)

The social context » The cooperative learning environment

provide the social context

The assessment result » Equality with the assessment task

The criteria and the standards * Provided by the national program

Table 10: Teachers’ educators’ efforts to make entibh assessment tasks according to the

five elements of authenticity developed by (Gulgké&ral, 2004)

Nevertheless, the teachers’ educators confront staénges when implementing these

assessment tasks.

5.4 The Challenges and Difficulties
When implementing the assessment tasks, the teaeuercators we interviewed confront

two sorts of challenges: some challenges relateddperative learning and others to make

the assessments tasks as authentic a possible
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5.4.1 Challenges related to the cooperativasks

These challenges deal with the management of catypetearning groups and how to ensure
the group goals and individual accountability. Teéachers’ educators have mentioned many

challenges as follow:
Challenge 1 Making sure of the real participation of each rbemof the group.

The teachers cannot be with the groups all the tmastly when activities occur outside the
training center: “lcannot be around all the time the group membese®if each member
effectively participates. | can assess individualydhrough what | have the chance to see
during the work process, or during the discussibinave with each one, or the written paper
each member writes about “his participation” or legperiences during the completion of the
common task.,5aid Bob . In the case some group members do tieelycparticipate, other
teachers’ educators to ensure the participatial #fie members give responsibilities inside
the group in such a way that no one can fulfilltaisk without positive interdependence with

the others.

Challenges 2:nstituting a culture of peer-assessment in theggo

This challenge has to do with handling differentspaalities inside the cooperative groups in
order to insure feedback among the students, pestiterdependence and tolerance of the
members to constructive criticismsthé student teachers must learn to receive and give
constructive feedback®* defended Jacques from Franthe teachers acknowledge that they
have to struggle hard for that because the indalglhave different cultural background and
personal histories. Some students let the teadtaars the impression that they are saying to
them “Sometimes some of my students are upset abiigisins on their work or about their

participation in the group work. You sometimes hdwm sayinghe does not know more

103 . . . N . \ . .
Jacques said :« les futurs enseignants doivent apprendre a recevoir et a faire des commentaires

constructifs. »
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than me to judge me otherwise we won't be in theesarogram, at the same levéf?
seemed to regret Cyril from France. However, tlaghers considered that it is normal from
humans:“In Teacher Education you know that we are dealimgh adults. So sometimes
when | use a peer-assessment strategies they waleictant to check each other’s
understanding or request each other to pay morenétin... but you see this a matter of
student personality...at the end they succeed iapdityg criticisms from their fellows. What

| use to do is to assign that role to someone engloup each time they meet, in that way
everyone learny, concluded Hakon. Benoit from France insistetlisiialso part of my job to
make the student teachers learn how to give andivecconstructive criticism. | think this

must be an integral part of their training®>

Challenges 3:The awarding of equal grades or individual gradethé¢ group members

The question of group grades has always challertigedteachers. Our respondents have
always related it to individual accountability. Hhese several methods to awards grades to
students. They then mix individual and group grad&se members of the groups know
beforehand that the grade of the group dependserperformance of each member. This is
to induce positive interdependence. So they heatp ether and no one is left at the bottom.”
said Bob from Norway. However, French teachers it it is not easy to give group grades
in a system that rank student§3roup grades are not highly praised in our conte&te as
cooperative learning group are not much valued Hef8 said Cyril. On the contrary, the
Norwegian teachers said that their challenge igite individual grades, as the academic
culture about cooperative learning group is to gk@up grades'with its performance or the
product it has made, the group pass or fail. Suseef individuals are successes of the
group. In the context of cooperative learning grayen you demonstrate something alone,
you learnt in the group. Therefore, group and imndiiial are closely linked. Here you pass or

fail with your group”, explained Knute.

The other challenges of the teachers’ educatomtereio their intention to make their

assessment tasks as authentic as possible.

104 . . . . / . / i .
Cyril said : « Parfois, certains de mes étudiants sont mécontents des critiques sur leur travail ou de leur

participation dans le travail du groupe. vous les entendez parfois dire : il ne sait pas plus que moi pour me juger,
autrement nous ne serions pas dans le méme programme au méme niveau. »

1% Benoit said: « cela fait aussi partie de mon travail de leur apprendre a faire et a recevoir des commentaires
constructives. Je pense que cela doit faire partie intégrante de leur formation. »

106 Cyril said: « les notes de groups aussi bien que les apprentissages coopératifs ne sont pas tres valorisées dans
notre contexte igi. »
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5.4.2 Challenges to make the assessment tasks autie

The teachers encounter some difficulties with selements of our five dimensional

framework of authentic assessment.

As for the physical context, the teachers saidithatnot easy to have on time all the
resources needed for training and assessment. Martgachers from vocational education
mentioned that these pedagogical tools are expeasig are not concentrated on time and
space and fragmented over many places as usliahis costs money for transportation and
so on...this reduces the possibility to have theestisdperform in adequate plackgleaded
Hakon from NorwayAnother difficulty with the physical context iseltonstraints of time
when students have to perform in professional maniée time given to student to perform
the task is not always sufficienin‘the training centered we have time constraimistary

to the professional in real-world who has time sead over days.... But we do our best.”,

deplored Hakon.

The last challenge about the authenticity of tls& tome of our participants mentioned is the
reports of self-assessment by the students’ teachiey often question its reliability. The
difficulty lies in what credit to give to it!l question that aspect sometimes but what really
matters for me is the final product (...) howeveckrowledge that when a student writes in
his/her paper “I have constructed some competenckesannot say he has really acquired
them. The only way for me to assess is to seereédeom actions or interviews®, argued

Cyril from France.

As for, the criteria and standards, the teachen& that they should be more realistic because
sometimes they do not have all the means to dttest through the performance of the
student teacherHow can | know for sure that the student teachdrlve a good civil servant

if | don’t allow him to behave like that in reafty°® asked Jacques from France.

107 Cyril said: « je me pose parfois la question sur cet aspect de la chose...mais ce qui compte pour moi, c’est le

produit final(...)je reconnais que quand un étudiant écrit ..j’ai construit telles compétences, je ne peux pas dire

s’il les a vraiment acquis. La seule fagon pour moi d’évaluer, c’est d’avoir des preuves par ses actions ou par des

entretiens. »

108 . . e oA A . . . .. .
Jacques said: « comment puis-je étre siir que le futur enseignant sera un bon fonctionnaire si je ne lui permet

pas se comporter ainsi dans une situation réelle ? »
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To sum, some the challenges encountered by thbdesa@ducators are:

Making sure of the real participation of each mendiehe group
Instituting a culture of peer-assessment in thelgso
The awarding of equal grades or individual gradeth¢ group members

Time and facilities constraints when performing tagk

DN N N N

Pedagogical tools expensive; not always conceatran time and space and
fragmented over many places
v" Not easy to rely on students reports of the conmoetethey say they have constructed

and acquired

In a nutshell, the findings show that the assessiasks the teachers’ educators said they
often use in cooperative learning groups are: grongb presentations and seminars, group
research works, oral or written self-reflectionkiagroup projects and portfolio. They arrange
the tasks prescribed by the curriculum to be akestic as possible and to fit real- world
practices according to five elements of authemnti¢he nature of the task, the social context,
the physical context, the assessment result ancritieeia of real life situation. However, they
encounter some difficulties in terms of managem&ntooperative learning groups and

availability of adequate pedagogical resources.

Chapter 6. Discussions and recommendations

To reiterate, our research questions are:

1- What are the assessments tasks teachers’ etkicetes in cooperative learning and how

do they carry out those tasks?

2- To what extent do teachers’ educators care aheutsk, the physical environment, the
social context, the form that is the demonstratiba performance, the results and the criteria

when assessing student teachers in a cooperatik&® wo
3-What are the challenges/difficulties they confrehen assessing the student teachers?

The answers of our participants to these questiams led us to the following reflections.
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6.1Discussion of the findings

Many interpretations can infer from our findingdybased on the teachers’ educators’
perceptions of their practices. This section presithem according to the assessment tasks
identified, their level of authenticity accordingthe teachers’ educators and the challenges

encountered.

6.1.1 The assessment tasks

All the assessment tasks used by the teachersaemtaave interviewed are activities that the
prospective teachers are likely to do in their fatcareer. These tasks provide the student
teachers with some teaching and administrativésskiey will encounter. The assessment
tasks we identified assess important aspects detwhing profession. The cooperative
aspects of the tasks soon involve them in the bmte&xaction they will be subject to in their
professional life like be tolerant to criticismsanagement of conflicts with their colleagues
and even in the groups of their future pupils. Shassessment tasks also induce student
teachers to be fond of inquiry, improvement ambvation in their future professional

practices.

Working in cooperative learning groups is alreadyt pf authentic learning as in his
professional life the student teacher is goingiteract with others. The assessments tasks like
group research works and group projects fully abate to that. What they learn and the
competences they gain from research could shapddhg term-view about their practice.
During the implementation of these tasks, the teeglleducators play the role of facilitators

to respond to some questions. The student tealdsrsby doing and reflecting on what they
are doing; and the tasks permit them to undergloeasame time. Furthermore, with the
weblogs and the presentations, they have the apptrto share their projects and activities
with the community and thus contribute to the iny@ment of cooperation and knowledge

construction. Weblogs also prepare them for te@camd learning in a digital world.
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6.1.2 The authenticity of the assessment tasks

With respect to our second question about the atitiy of the assessment tasks, we could
say that the teachers’ educators’ practices aceriréd by what has been set up by the
curriculum in terms of criteria and standards drelghysical working conditions provided by
stakeholders. When teachers educators take thelersts from the training center to the
premises of partner institutions to have profesditools to work with, this means that they
acknowledge that more authenticity with the taskglies and supports the validity of the
assessment. Otherwise, they will have to simifyo simulate in their training center the
assessments tasks so that the student teachedsdemnbnstrate the required competences.
The physical context of the assessment tasks #emnssto be very important as the social
context is provided by the cooperative learningimmment. The criteria and standards and
the assessment result are not neglected but tlkeay tkebe of less importance and taken for
granted by the teachers educators.

This relative importance from one teacher’s educticone another, given to the elements
that define authenticity is the fact that authetytiés subjective (Huang, 200%§. This
implies that what authorities perceive as authdstimot necessarily what teachers’ educators
or student teachers see as authentic. Therefaresftbrts each one puts to ensure authentic
assessment tasks will vary. So developing authgn@ccording to one’s own view causes
problems and appeal for collaboration among all stekeholders. Authentic assessment
requires students to demonstrate relevant competethcough a significant, meaningful and

worthwhile accomplishment (Wiggins, 199%)

We think that once the task is successfully peréatras it is in real- world, it accounts for an

authentic assessment task.

109 Huang, H. M. (2002)towards constructivism for adult learners in onlifearning environmentsBritish Journal of Educational

Technology, 33, 27-37.

110 Wiggins, G. P. (1993)Assessing student performance:Exploring the purpmse limits of testing San Francisco, CA: Jossey-
Bass/Pfeiffer.
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6.1.3 The challenges

With respect to our third research question abeeithallenges, the teachers’ educators
encounter, our results suggest that using or wgréirfeel at ease in cooperative learning is
cultural. What features in the results means tlaking in cooperative group is more
accepted in Norway than in France. This is duéé¢oegalitarian system prevailing in Norway
whereas in France there is a very elitist educatisystem. However the fact that in some
cases the students have to perform alone whatidney done together with their group show
that cooperative learning is not sufficient in itsed needs to be combined to other learning
methods to ensure that the group does not wasinaividual qualities. The individual needs
the group and vice versa. The individual's compegsrfoster the group and are necessary for
self-development. The way teachers’ educatorsalamet ensuring a balance between

individual accountability and group goals accountthat.

Teachers educators expressed that there shouldteeconsideration from the education
authorities, all stakeholders in order to have nmeans to ensure authenticity in teacher
education. This requires thinking of the perspesiof teacher education. It will be also
necessary to investigate on how the existing ressunf teacher education (infrastructures,

pedagogical tools, and partnerships with privastituntions) are organized and used.

To sum up our interpretations, we can say thatudimeatic meaningful assessment task of
cooperative learning groups according the teackgmsators is the one that encourage peer-
assessment and self-assessment and constantlysadjtise evolution of the teaching
profession by using objective criteria and stanslard

6.2 Limitations of the study

When carrying out this study, we did not have mapgortunities to observe our respondents
in action. Our data are based originally on the@ainanalysis of the discourses. However,
the observations we had, allowed us to see thendigsaof some cooperative learning groups
and to ask relevant questions. Although our subjeate provided us with interesting
reflections and our results related to a limitedhber of participants, we cannot generalize

them to the whole community of teachers” educatbi®wvever, the findings give an
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overview of the trends in practices, and furthadkefor reflections. We cannot generalize

their practices to all the teachers’ educatorsamiy or in France.

We are not comparing Norway and France in thisysalithough we have highlighted some
contrasts among teachers’ educators’ practicestim dountries. This study is just to survey
the trends in a small group of teachers’ educatndsprovide hints for improvements of

practices as far as assessment tasks in coopdediveng groups in teacher education are

concerned.

We acknowledge that there as many techniques t@ ipedple work in cooperation as related
assessment practices. In this study, we only tefdre assessment practices we identified in
our participants discourses. There may be othertaaéways, practices and their impending
challenges according to the culture, the politesad economic system or the educational

system.

Using interviews to collect data may have alsouierfice our findings as we assume that
human being is complex and it is not possible fmiw® the full richness and complexities of
our participants’ practices only from their discees. However, they have provided us so far

good insights in professional practices of teackdrigators.

6.3 Implications for professional practices, TeaclreEducation and further research

6.3.1 Implications for professional practices and &acher Education
Learning activities that reflect real-world actigg are more valid and valued in the

workplace and in the work market. Therefore, inigieiag the assessment tasks, policy
makers in designing the curriculum and teachenstatbrs should provide the student
teachers with a range of opportunities to demotestree needed professional competences.

These would include on the teachers’ educatorstpart

« Know how to adjust current assessment tasks to maai the student teachers
achievement according the latter needs.

* Know that improving and refining assessment tasi&nsongoing process and not a
rigid one

* Make use of integrated assessments tasks thatdprtwe students with a variety of
methods of achieving ( information skills, coopemtlearning activities, oral

presentations, written reports and products)
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For these reasons, we suggest a systematic fosregiproach to learning in teacher
education so that assessment in Education couddfioceent. This approach should include
the following elements (OECD, 2008}

» Diagnosing Learning Needs and Settings Goals

* Relationships within the Classroom: Dialogue andrPPessessment
» Techniques: Feedback, Questioning and Scaffolding

» Developing Learner Autonomy

* Recognizing Learning Progress

Such an approach to learning gathers all the irdtion the teacher’ educator needs to

determine the level of each student’s achievemeah en cooperative learning and copes

with the current tradition of awarding of gradeshis educational system. It thus represents
elements of authentic assessment by:

* assessing what is taught and learnt in a unitark

* assessing what the teachers ‘educator haveheldttudents he plan to assess

* matching the assessment criteria to the assessasén

» accommodating the needs of the different studduntisig the learning process

Our results also imply that an assessment taskigt@uconsidered as an interactive process
between the teachers’ educators and his studerttseearme hand, and among the students on
the other hand. It is an interaction where the heasupports the learning process. In this

respect, the generalization of cooperative learmrtgacher education should be a good start.
To support that process, teachers can systemgtitake use of logs, portfolio assessments
and other tools to document the progress of thaileg. In addition, they should spend less

time in marking and more time on providing feedbankl comments.

In the same light, more and more authenticity ihvédes, tasks and assessment tasks will
improve teacher education programs, student tesclearning experiences. Therefore,
emphasis should be put on developing assessmeatsices in teacher education. This
requires well- trained teachers’ educators andec&tins over the practices from all the
stakeholders.

m OECD, 2008 Teaching, Learning and Assessment for Adults-Impgooundation Skills p 92

73



6.3.2 Implications for future research

The findings of our study give interesting impul$éasfurther theoretical and practical
research about who between professionals andgatis has to decide on the authenticity
and the forms of the assessment tasks. The cwiéhin France of Teacher education
towards Universities and the debate it has broabbtit practical training aspects of
prospective teachers, suggest questioning the wdlsieidies at universitie$his reflection

will be worthwhile, as people tend to label univiees’ studies as only theoretical. This will
be interesting to determine the perspectives andittons of teacher education nowadays. It
will be also interesting to see if assessment tpsk®rmed in real professional context worth

school-based ones that use simulation to settlatieof pedagogical materials.

In addition, it will be interesting to investigate a large scale the following research
guestions: what mix of assessment tasks, methodstouments provide the best authentic
assessment task in cooperative learning and whdharstudents’ perceptions of the

authenticity of the assessment tasks as well.

Conclusion

Cooperative learning is not commonly use in teaeldeication judging from our participants’
reflections. However, they feel that it must beegyatized as it reveals to be an efficient tool
as a learning process of active inquiry, not paseeception (Knowles, 19965 for

socializing student teachers despite the challetogessure positive interdependence,
individual accountability and group goa#sccording to them, the assessment tasks they use
with the student teachers in cooperative learnutl s seminars and group oral
presentations, group projects, oral or written-sgfliection, and weblogs account for real
professional practices by nature. They are thelmesutic assessment tasks and integral part of
the educational practices and not mainly associatddgiving marks.

They also all agreed that learning and the critesituations in real professional contexts

should be aligned to each other in teacher educatieere ensuring the authenticity of the

12 Knowles, S., (1990)the adult learner: a neglected speciemuston, TX: Gulf Publications Company.
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physical context of the assessment task has allaegss a challenge for them. All the
stakeholders must then provide all the teachensinigacenters with the necessary
infrastructures and funds to focus on the develograbcompetences and take authentic

professional practices as a starting point in titgal training of prospective teachers.
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Appendix A: Guidelines for interviews with teachers’ educators

Categories/themes

Sample questions

Expected content

Assessment tasks

What are the assessment tasks
you use in cooperative learning

groups?

For what purposes?

What guide your judgments?

What do you expect from the
student teachers in terms of

professional competences?

-Different types of assessment

tasks assigned

-The object of the assessment

tasks

-criteria and indicators

- Performance expected from

the student teacher

Elements of authenticity

How do ensure that your

Reflections on the authenticity

according to the five assessment tasks reflect real- of:
dimensional frame work of world practices?
- the task,
authentic assessment
-the social context,
-the physical context,
- the assessment result,
-the criteria and standards
Challenges What challenges do you Difficulties for

encounter when managing the

group?

What challenges do you
encounter to ensure the
authenticity of the assessment
tasks? According to the task?
The physical context? The social
context? The result?, The

criteria and standards?

-cooperative group

management

-Authenticity of the tasks

- administrative, institutional

difficulties

-hope for improvement
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Appendix B : Guide des entretiens menés avec les formateurs d’enseignants pour recueillir leurs

perceptions de I’évaluation authentique en apprentissage coopératif

Catégories/thémes

Questions types

Contenu attendu

Les taches d’évaluation en
apprentissages coopératifs
ou

Les outils d’évaluations en
apprentissages coopératifs

Quelles sont les tdches
d’évaluation auxquelles vous
soumettez vos enseignants
stagiaires ?

Pourquoi ces tdches, ces
outils d’évaluation ?
Qu’évaluez-vous ? Quelles sont
vos modalités ?
Qu’attendez-vous comme
démonstrations de vos
stagiaires ?

-Différent types de taches
évaluatives de compétences
construites

-objets d’évaluation
-criteres, indicateurs

Degré d’authenticité des
évaluations ou taches
évaluatives par rapport aux
cing dimensions d’une
évaluation authentique

Comment vous assurez-vous
que vos tdches reflétent I'acte
professionnel tel qu’il est
exécuté dans la réalité ?
D’apres vous qu’est-ce qui fait
I'authenticité de ces tdches par
rapport aux compétences
professionnelles a acquérir par
les enseignants stagiaires ?
Qu’est —ce qui vous permet de
dire que vous menez une
évaluation authentique ?

Réflexions personnelles des
formateurs sur ce qui fait
I'authenticité des évaluations
menées par rapport a :

- la tache évaluative,

-, le contexte social de la tache
-I’'environnement physique de
la tache

- le résultat de la tache,

-les criteres et les indicateurs

Défis et difficultés lors des
taches évaluatives ou avec les
outils d’évaluations

Quelles sont ce contexte les
difficultés ou défis a relever que
vous rencontrez dans la gestion
des groupes des enseignants
stagiaires ?

Quelles difficultés rencontrez-
vous pour assurer l'authenticité
des tdches évaluatives ?

Difficultés liées la gestion des
groupes de groupes
d’apprentissage coopératifs
-Difficultés rencontrées pour
chacune des dimensions de
I’évaluation authentique

- Difficultés administratives,
institutionnelles, stratégies
pour les contourner.
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Appendix C : Guidelines for coding and analyzing the teachers’ educators’ interviews

Assessment tasks used in cooperative learning groups in teacher education from teachers’ educators’
discourses. Interview of Mr.../...Mrs X extr=extracts from discourse ; int= interpretations of the teacher

The Reasons for using the task ( Challenges about the assessment Teacher General
assessment | prescribed or not) task education for | teacher
tasks vocational education
education
Task 1.... Extracts Interpretations Extracts Interpretations | ( tick) ( tick)
Ex :Projet “.tackle real | Prescribed “..group Group grade
world indivi ” -
) grade...individual...
WOI‘k Cha“enges_,," Com. Skllls, etc.. Peer-assessment

Perceptions/strategies to ensure the assessment task authenticity

the Degree of authenticity, to what extent it reflect professional practices
assessment
tasks The dimensions of authentic assessment developed by ( Gulikers & al, 2004)
rding t - - —
acco.d B0 [Tasks Physical context( Social context( [|Assessment Criteria, standards
the five . . .
resources, interactions, result( final work
dimensional . AT
material) individual or , performance,
framework '
; group) final product,
o
. competences)
authenticity
Ex: Project Extracts |Int. |Extr. Int. | Extr Int. | Extr. Int. Extr. Int
works “..tackle..” | yes [ “.Interactions..” | yes Group C;-;Uﬁci§5fU| -.national
yes pletion.. I'Yes Yes.

" ) Curriculum..”

...interaction Competent”

During

assignment..”
Task 2...

Assessment Physical context Social context Assessment result | Criteria standards

task

Challenges to | Ex:project | Task | Ex:Project work | Task | Ex:project Task | Ex:project | Task 2 | Ex:project Task 2

work work work
ensure 2 ) work 2

authenticity

according to “..finding “..adequate No no |“.depends “...do our
h realistic premises.. time” on best
eac ial.”
projects...” material torespect
dimension curriculum..”

Interpretative summary
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