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ABSTRACT
The Education for All (EFA) movement is a global commitment to provide quality basic education for all children, youth 
and adults. Hence, present generation of in-service teachers need to be versatile in assessment literacy to enhance 
quality education in line with the MDG (2 & 3) and EFA goals (3 & 6). This study examined the assessment literacy of 
Open and Distance Learning National Teachers’ Institute students in Nigeria Certificate in Education by Distance Learning 
System programme in Abia State. Girls Technical College Ogbor Hill Aba study centre was randomly drawn from eight 
study centres in Abia state of Nigeria for a case study. A sample of thirty five (35) students was further drawn from the 
population consisting of one hundred and thirty two (132) students in that study centre. The instrument for data collection 
from these 35 participants consisted of questionnaire adopted from Volante & Fazio (2007) requiring the participants to 
self-describe their level of assessment literacy. This was done because assessment literacy has implication for the 
production of right caliber of learners with adequate skills in line with the MDG and EFA goals. Five study questions and 
three hypotheses guided the study. The data collected were analyzed with the use of descriptive statistics and analysis of 
variance. The findings showed that the participants’ levels of self-efficacy remained relatively low. It also revealed their 
areas of strengths and weaknesses in assessment literacy needed for development of right skills in learners. Cogent 
recommendations were made for improvement in the in-service trainee teachers’ professional development programmes 
to circumvent production of learners who lack the basic skills required to evade relapse into illiteracy or inability to perform 
a job at the end of their education. 
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INTRODUCTION
The National Teachers’ Institute (NTI) was established in 1976 to, among other things; provide in-service education for 
teachers through the Distance Learning System (DLS) (National Teachers Institute Students’ Handbook, 2005). Each 
course offered by NTI is organized in four cycles corresponding to four calendar years. This study examined the 
assessment literacy of the in-service teachers at their 3rd and 4th cycles in the programme.

It is important that teachers must recognize different purposes of assessment and use them accordingly. It is obvious that 
assessment literate teachers must be able to design and administer more than summative end-of-unit tests and 
examinations if they are to realize improvement in schools (Green & Mantz, 2002; Sheppard, 2000). Teachers should 
realize that assessment is also pedagogical and as such is to be integrated into best instructional strategies. Assessment 
of students learning should be considered an integral part of the teaching and learning processes as well as part of the 
feedback loop that serves to enhance institutional effectiveness (Hersh, 2004). It is a crucial means of providing the 
essential evidence necessary for seeking and maintaining accreditation (Haken, 2006) by ensuring that an educational 
institution achieves its learning goals. Therefore, it should provide an accurate measure of students’ performance to 
enable teachers, educators and other key decision makers to make effective decision (Dietal, Herman & Knuth, 1991). A 
paradigm shift is needed to understand how assessment drives instruction and positively impact student learning and 
performance especially now that emphasis is on EFA and MDG which has resulted in large class sizes, higher demand for 
teachers and accountability in terms of quality of education.  Since, quality education is a viable vehicle for achieving the
MDG and teachers are key agents in the course, the drivers.

Conceptual Framework
Assessment exists in a complex and dynamic relationship with curriculum, pedagogy, and the needs and the demands of 
the world outside the school (Okonkwo, 2013). Thus, it is necessary to ensure that assessment is well targeted to the 
views expressed in EFA and MDG. For instance, assessment is no longer primarily utilized at the end of an instructional 
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unit or course of study. Rather, it has been realized that teachers can teach well and also get good test scores when they 
emphasize such things as questioning techniques, feedback with grades, peer assessment, self-assessment, and the 
formative use of summative tests as instructional strategies (Black, Harrison, Lee, Marshall & William, 2004; Black & 
William, 1998). To achieve this, teachers need to create learning environments where students and teachers are active 
assessors during the classroom instruction strategies. Teachers have to be assessment literate in order to play active and 
leadership role in these new models of assessment. 

The new models of assessment have been argued for (Stiggens, 2002) as new ways to think about assessment. This is 
because over reliance on summative assessment approaches make it virtually impossible for teachers to adapt teaching 
to meet individual students’ needs. He opined that assessment for learning must be balanced with the traditional 
assessment of learning so that teachers can feed information back to students in ways that enable them to learn better. 
Earl (2003) advocate for synergy among assessment of learning (summative), assessment for learning (formative) and 
assessment as learning (the assessment not graded but acts as a meta-cognitive learning tool). The latter Volante & 
Fazio, (2007) deduced is a sub-set of assessment for learning and occurs when students personally monitor what they 
are learning and use the feedback from monitoring to make adjustments, adaptations, and even major changes in what 
they understand.

Statement of the Problem
Assessment literacy has been defined as an understanding of the principle of sound assessment (Popham, 2004; 
Stiggins, 2002). Research continues to characterize teachers’ proficiency with appropriate assessment and evaluation 
practices as largely different from recommended best practice (Okonkwo & Okonkwo, 2008; Galluzzo, 2005; Mertler, 
2003; Zhang & Burry-Stock, 1997). Nevertheless, proficiency with appropriate assessment and evaluation practices had 
been identified (Volante & Fazio, 2007) to be a requisite skill for improving the quality of teaching and learning, particularly 
within highly accountable educational contexts. Unfortunately, only relatively little emphasis is placed on assessment in 
the professional development of teachers. There is still relatively dearth of research devoted to understanding the 
assessment literacy of teachers despite the importance of assessment for improving the quality of teaching and learning. 
According to Volante & Fazio (2007), this type of research should logically begin in faculties of education because they 
provide future teachers with their first introduction to assessment and evaluation. Hence, this study is devoted to the 
examination of Open and Distance Learning (ODL) in-service teachers’ assessment literacy and its implication for teacher 
education in the 21st century.

Purpose of the Study
The 21st century models of assessment concepts offer a unique reflection to the all-round nature of assessment literacy. A 
comprehensive understanding of in-service teachers’ assessment expertise serves the dual purpose of informing the 
nature and scope of teacher education required for the attainment of 21st century skills especial as emphasis is on 
Education For All (EFA) and the Millennium Development Goals (MDG). This will also direct attention to specific need for 
continuing professional development initiatives for in-service teachers in order to realize the full benefits of the EFA and 
MDG. Therefore, in order to examine the ODL in-service trainee teachers assessment literacy which has implications for 
teacher education in the context of EFA and MDG, this study was guided by the following study questions and 
hypotheses.
Study Questions

1. What are the in-service teachers’ assessment literacy and their self-efficacy ratings?
2. What are the purposes of assessment identified by the participants?
3. What are the methods enumerated by the participants in which the programme has helped them develop 

assessment literacy?
4. Which assessment approaches do the participants favour in primary/junior settings and why? 
5. What are the suggestions provided by the participants at the pre-service level related to (a) institutional 

instruction; and (b) practicum supervision; that would help them improve their assessment literacy? 
Hypotheses

1. There is no significant difference between participants’ cycle in programme and their assessment literacy.
2. There is no significant difference between participants’ previous teaching experience and their assessment 

literacy.
3. There is no significant difference between participants’ programme of study and their assessment literacy.
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DESIGN AND METHOD

Design
The research design employed is a descriptive survey approach. This approach is utilized in examining the assessment 
literacy of in-service teachers of Open and Distance Learning (ODL), National Teachers Institute (NTI) students in Nigeria 
Certificate of Education by Distance Learning System (DLS) Aba study centre.

Participants  
The population consists of in-service teachers of ODL NTI NCE – DLS Programme in Abia State. One study centre of the 
NTI (Girls Technical College Ogbor Hill Aba Study Centre) was randomly selected from eight such study centres in Abia 
State. A sample of thirty five (35) in-service teachers at their 3rd and 4th cycles of their programmes was further drawn 
from the population consisting of one hundred and thirty two (132) students in that study centre. Their ages ranged from 
19 to 45 years. They had varied years of teaching experience which ranged from no experience (0) to 12 years. 
Incidentally, all the participants were females, reflecting the dominance of females in the teaching profession especially at 
the primary and junior secondary level, the basic education level emphasized in the EFA. 

Instrument
The researcher adopted and used the instrument earlier developed and used by Volante and Fazio (2007) without any 
modification because it was ideal for the present study. The instrument, a questionnaire, consists of a series of open and 
closed ended questions in four broad areas: self described level of assessment literacy, main purpose of assessment, 
utilization of different assessment methods and the need for further training, and suggested methods for promoting 
assessment literacy in university and practice teaching settings. These four areas collectively provided a broad 
understanding of the perspectives of pre-service trainee teachers in their 3rd and 4th cycles of their programmes. The 
participants at these levels had done the course prescribed in their programmes relating to Educational Measurement and 
Evaluation as well as Teaching Practice Practicum which qualified them as participants for this study. 

Data Collection
The research instrument was administered to the thirty five participants but only thirty three participants completed and 
returned their questionnaires. The thirty three completed questionnaires were used for the data analyses.

Analyses
The data collected were analyzed quantitatively and qualitatively. The quantitative analysis was done by using SPSS 16 
statistical package. The quantitative analysis consisted of descriptive analysis and one-way analysis of variance (One way 
ANOVA). These analyses were done to investigate the research questions and to test the hypotheses. These results were 
presented study question by study question and hypothesis by hypothesis under results and were also discussed.

RESULTS
Study Question 1: What are the in-service trainee teachers’ assessment literacy and their self-efficacy ratings?

Table 1a
In-service trainee teachers rating of Utilization of different Assessment Methods

Utilization of Assessment Methods Sample Size Mean Score Standard Deviation Decision

Selected Response 33 7.7879 2.50945 Accept
Constructed Response 33 6.9091 2.82139 Accept

Performance Assessment 33 5.5455 2.85144 Reject
Portfolio Assessment 33 2.8485 2.19547 Reject

Personal Communication 33 5.3939 3.36284 Reject
Observational Techniques 33 5.9394 3.23013 Reject

*The mean values are based on a 10 point scale where 1 equals not at all and 10 equals very often. 

Table 1a showed that only two out of the six assessment methods were accepted. These have mean scores of 7.7879 
and 6.9091; standard deviation scores of 2.50945 and 2.82139 respectively. The participants had moderate assessment 
literacy in ‘selected response’ and ‘constructed response’. These responses are the traditional assessment methods. 
Hence, their assessment literacy and self efficacy need to be enhanced in order to realize the modern approaches to 
assessment potentials.
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Table 1b
In-service trainee teachers rating of Further Training in Assessment Methods

Further Training in Assessment Methods Sample Size Mean Score Standard Deviation Decision

Selected Response 33 4.2121 3.35184 Reject
Constructed Response 33 3.6364 2.53498 Reject

Performance Assessment 33 7.9697 2.44291 Accept
Portfolio Assessment 33 9.6667 1.08012 Accept

Personal Communication 33 7.7273 1.35261 Accept
Observational Techniques 33 8.8485 2.03287 Accept

*The mean values are based on a 10 point scale where 1 equals not at all and 10 equals very often. 

Table 1b revealed that the participants had no need for further training in two (‘selected response’ and in ‘constructed 
response’) out of the six assessment approaches presented as expected since these are the traditional approaches. The 
result confirms their response in Table 1a. This result is a viable indicator that continuing professional development is 
needed in teacher training programme in the areas of performance assessment, portfolio assessment, personal 
communication and observational techniques. These are the modern approaches to assessment and 21st century skills 
hinges on them.  

Study Question 2: What are the purposes of assessment identified by the participants?

Table 2
List of in-service trainee teachers’ purposes of Classroom Assessment

S/No In-service trainee teachers purposes of Classroom Assessment Frequency Percentage
___________________________________________________________________________________________________________

1 To gather feedback on evidence of learning for necessary improvement 14 17.959
2 To determine the extent the instructional objectives have been achieved 4 5.128
3 For selection of student 15 19.231
4 For research purposes (systemic research) 16 20.5128
5 For effective instructional purposes 16 20.5128
6 For diagnosis of students learning difficulties 3 3.846
7 For placement 3 3.846
8 To motivate students interest in the teaching learning process 4 5.128
9 To determine what the learners have achieved at the end of instruction 3 3.846

Total 78 100.000
___________________________________________________________________________________________________________

Table 2 indicated out of the 78 responses provided by the participants, 71 (91.026 %; items 1 - 7) are in line with 
assessment for learning; 4 (5.128 %; item 8) are for assessment as learning and the remaining 3 (3.846 %; item 9) are for 
assessment of learning. This result aligned with more recent assessment purposes (assessment for learning). The in-
service teachers have already realized that assessment should be pedagogical as opined by Green and Mantz (2002); 
Sheppard (2000) and is considered an integral part of the teaching learning process as proffered by Hersh (2004). 
However, the student meta-cognitive purposes of assessment (assessment as learning) was not impressive as well as the 
summative (assessment of learning). Assessment of learning is necessary in ensuring that an educational institution is 
achieving its learning goals (Haken, 2006) and is a crucial means of providing essential evidence of seeking and 
maintaining accreditation by an institution. Also, assessment as learning is essential in ensuring that learners acquire the 
right skills to circumvent production of learners who lack the basic skills required to evade relapse into illiteracy or inability 
to perform a job at the end of their education thereby undermining the attainment of EFA and MDG.   
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Study Question 3: What are the methods enumerated by the participants by which the programme had helped them
develop assessment literacy?

Table 3
Enumeration of in-service trainee teachers’ perceived ways by which the programme had helped them in developing 
Assessment Literacy 

S/No Ways the programme had helped the in-service trainee teachers 
develop Assessment Literacy

Frequency Percentage

_________________________________________________________________________________________________

1 How to develop and use table of specification in test construction 22 31.428
2 How to construct objective tests 19 27.143
3 How to set test 1 1.429
4 What makes a test reliable and valid 14 20.000
5 How  to construct essay test 4 5.713
6 How to use essay test 1 1.429
7 How to use objective test 1 1.429
8 How to assess properly 3 4.285
9 To identify students who need remediation 2 2.857

10 To know about individual differences 1 1.429
11 To determine the effectiveness of any teaching method 1 1.429
12 To gather evidence useful in making judgment about literacy programme 1 1.429

Total 70 100.000
___________________________________________________________________________________________________________

Table 3 revealed that the pre-service teachers perceived assessment as tool for quality education. All their responses are 
directed towards achieving quality assessment in the traditional ways. The finding of this study is troubling given that 
assessment for learning had shown the greatest promise for improving students learning and achievement in schools 
(Volante & Fazio, 2007). Therefore, augmenting the assessment course content of the programme will boost the trainee 
teachers’ knowledge and skills needed in modern assessment approaches and the benefits therein. Hence, the author 
proffers that assessment content in the measurement and evaluation course of the teacher training institution and of other 
teacher education institutions be enhanced to accommodate new and modern approaches to assessment

Study Question 4: Which assessment approaches do the participants favour in primary/junior settings and why? 

Table 4
List of Assessment Approaches favoured by in-service trainee teachers’ in primary/junior settings 

Assessment Approaches favoured by in-service trainee teachers in 
primary/junior settings

Frequency Percentage

_________________________________________________________________________________________________

Selected Response 19 57.576
Constructed Response 5 15.151

Performance Assessment 2 6.061
Portfolio Assessment 0 0.000

Personal Communication 2 6.061
Observational Techniques 5 15.151

Total 33 100.000
*No reason was given by any of the participants for their responses as requested in the questionnaire.

_____________________________________________________________________________________

Table 4 x-rayed the assessment approaches favoured by the in-service trainee teachers in primary/junior settings. The 
result is in line with earlier observations (Tables 1 and 2) of this study. Unfortunately, the absence of a balance of 
classroom techniques occurred despite the fact that the pre-service trainee teachers in the 3rd and 4th cycles of the 
programme had completed the measurement and evaluation course that presumably addressed a range of observational
techniques, documentation procedures, authentic assessment, formative and summative evaluation procedures. 

The result showed that they favored ‘selected response’ (19 responses, 57.576 %) adequately while others were almost 
neglected. Portfolio assessment was completely out of the way since it attracted no response. Again, the finding calls for a
drastic review and updating of the measurement and evaluation course in the institution and other teacher education 
institutions yet to update their course contents in-line with modern approaches to assessment especially desired in the 
21st century learning community.
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Study Question 5: What are the suggestions provided by the participants at the pre-service level related to:
(a) institutional instruction; and (b) practicum supervision; that would help them improve their 

assessment literacy? 

Table 5a
Suggestions from in-service trainee teachers relating to university instruction that would help improve their Assessment 
Literacy.  

Suggestions by in-service trainee teachers relating to university instruction that would improve their Assessment Literacy

To equip the university library with relevant textbooks
To give them continuous and summative assessment for improvement

*Most of the participants did not respond to this questionnaire item

Table 5a demonstrated that the participants did not respond satisfactorily to this aspect of the questionnaire probably 
because they were not conversant with current practices in teaching and learning let alone the modern approaches to 
assessment. Their call for university library with relevant textbooks portrays their ignorance of teacher training OER 
websites. An example is the TESSA OER. It suggests that Nigerian educators are not yet cueing-in into the availability 
and use of these materials in the training of teachers. The TESSA OER will go a long way in complementing available 
materials in university libraries. However, ICT skills are essential to effectively benefit from the offerings of OER.   

Table 5b
Suggestions from in-service trainee teachers relating to practicum supervision that would help improve their Assessment 
Literacy.  

Suggestions by in-service trainee teachers relating to practicum  supervision that would improve their Assessment 
Literacy

___________________________________________________________________________________________________________

To understand the child better
To help the teachers understand their areas of weaknesses and interests 
Supervision of personal communication

*Most of the participants did not respond to this questionnaire item

The findings presented in Table 5b suggested that the programme did not provide a deep enough understanding of 
various assessment approaches to classroom assessment and evaluation. This finding agreed with similar findings by 
Volante and Fazio (2007) on the central importance of practicum supervision. Indeed the nature of the limited pre-service 
trainee teachers comments to this section of the questionnaire suggest that they were lacking information on what are 
explicitly required of them in assessment approaches with particular reference to practicum supervision. There is urgent 
need, within practice teaching settings, to carefully select model teachers who should be able to model appropriate 
classroom assessment as practicum supervisors and from whom the trainee teachers’ assessment literacy should 
revolve.

Hypothesis 1: There is no significant difference between participants’ cycle in programme and their assessment literacy.

Table 6
One-way ANOVA of the participants’ year in programme and their overall level of assessment literacy

One- way ANOVA

Overall level of assessment literacy by cycle of programme

Sum of Squares df Mean Square F Sig.

Between Groups 1.894 1 1.894 .319 .576

Within Groups 184.167 31 5.941

Total 186.061 32
P = 0.05; F < 1, Not significant, Null hypothesis accepted.

_________________________________________________________________________________________________

Table 6 revealed no significant difference between cycle of pragramme and assessment literacy. This finding agrees with 
the findings of Volante and Fazio (2007). It is also expected because both groups of learners had been exposed to 
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teaching practice practicum and had done the prescribed course in educational measurement and evaluation. Therefore, 
the null hypothesis of no significant difference between the participants’ cycle of programmes and their assessment 
literacy was upheld.

Hypothesis 2: There is no significant difference between participants’ previous teaching experience and their 
assessment literacy.

Table 7
One-way ANOVA of the participants’ years of previous teaching experience and their overall level of assessment literacy

ANOVA

Overall level of assessment literacy by years of previous teaching experience

Sum of Squares df Mean Square F Sig.

Between Groups 78.352 10 7.835 1.600 .172

Within Groups 107.708 22 4.896

Total 186.061 32
P = 0.05; F > 1, Significant, Null hypothesis rejected.

Table 7 revealed that there was a significant difference between the participants’ years of teaching experience and their 
assessment literacy. Hence, the null hypothesis of no significant difference between participants, years of teaching 
experience and assessment literacy was rejected. This finding also agreed with Volante and Fazio (2007) earlier research 
finding. This serves as a cogent reason for rewarding experience in most professions and teaching profession is not an 
exception. Effort should be made to constantly expose teachers to modern assessment approaches so as to equip them 
with relevant experiences especially during teaching practice practicum to be later utilized in the classroom situations. 

Hypothesis 3: There is no significant difference between participants’ programme of study and their assessment 
literacy.

Table 8
One-way ANOVA of the participants’ programme of study and their overall level of assessment literacy

ANOVA

Overall level of assessment literacy by programme of study

Sum of Squares df Mean Square F Sig.

Between Groups 80.246 4 20.062 5.309 .003

Within Groups 105.814 28 3.779

Total 186.061 32
P = 0.05; F > 1, Significant, Null hypothesis Rejected.

Table 8 showed that there was a difference between participants’ programme of study and their overall level of 
assessment literacy. Therefore, the null hypothesis of no significant difference was rejected. This implies that programme 
of study has significant relationship with assessment literacy.

IMPLICATION FOR TEACHER EDUCATION IN THE 21ST CENTURY
The findings of this study have far reaching implications for teacher education in the 21st century. Some of the implications 
are itemized below. But majority are already discussed under results.

∑ It should not be assumed that trainee teachers are graduating with acceptable level of assessment literacy to 
enable them assess and evaluate students effectively after their graduation. Concerted efforts are needed to 
equip them with broad array of assessment and evaluation approaches in line with global best practices. This can 
be achieved by enhancing and updating the educational measurement and evaluation course content details in 
teacher training institutions. The enhancement, according to (Allen & Flipp, 2002), to a large extent will enable 
the pre-service teachers to construct a deeper understanding of the utility of different assessment approaches.

∑ Teacher educators should themselves be equipped with modern assessment approaches through workshops, 
seminars and conferences to enable them impact appropriate assessment models to teachers in training. This is
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necessary for catalyzing 21st century skills in assessment in-line with the 21st century education demands 
exemplified in EFA goals 3 and 6; MDG 2 and 3.

∑ Teaching practice practicum should be taken even more seriously than house-man-ship and internship 
undertaken after graduation and before license to practice in the medical and other professions. Teachers are 
entrusted with all-round development of learners, who are usually in their formative ages at the basic education 
level emphasized in EFA and MDG. Education contributes overwhelmingly to their future achievement including 
becoming medical and other professional personnel. Essentially, there should be ideal teaching practice schools 
and teaching practice supervisors during teaching practice practicum as integral part of the teaching literacy 
development including assessment literacy for trainee teachers. It is envisaged that both the practicing schools 
and supervisors should be regularly updated by offering them complementary continuing professional 
development courses to maintain currency of knowledge in the field. The legal profession has their law schools. 
So, why not the teaching profession. Ideal practicing schools and supervisors of teaching practicum will invariable 
facilitate improvements in the trainee teachers’ acquisition of catalyzing 21st century skills necessary for skill 
development in the learners and eventual quality education.

CONCLUSION
The study examined ODL in-service trainee teachers’ assessment literacy: implication for teacher education in the 21st

century. The findings of the study already discussed in the relevant sections are mostly consistent with the results of 
previous research studies. The results of the study showed that trainee teachers are not adequately being exposed in the 
modern techniques of assessment approaches. They seem to be regurgitating the traditional approaches whereas the 
emphasis has shifted to more productive assessment approaches to students learning. Assessment practices 
concurrently emphasized hinges on assessment for learning (formative), assessment as learning (meta-cognitive) and 
assessment of learning (summative). All these are integral parts of the teaching learning process necessary for ensuring 
the production of the right caliber of learners with the right skills for the 21st century society in accordance with EFA and 
MDG; and beyond. A paradigm shift is needed to ensure that ODL teacher training institutions are geared towards 
realization of this goal of education, production of learners with the right skills who can survive in the society. Some 
recommendations for improvement are already discussed as implications for teacher education in the 21st century. 
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