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In teaching, everything counts, but when it comes to assessment not
everything should be counted. This paradox is explored in this thesis
where the focus concerns student and novice teachers’ assumptions and
beliefs about assessment and grading English in Swedish middle school.
   Based on the findings, a four-field model is introduced where
assessment identities are positioned according to teachers’ technical/
formal or pedagogical approach to assessment and their compliance to
the accountability system. Findings that are visualised using the model
of language assessment identity positions (LAIP) reveal a need to
address assessment identity formation during teacher education before
teachers are confronted with all the complexities of assessment. This
project shows that novice teachers are very much left to their own
devices; however, being able to problematise different teacher roles and
assessment identities as part of the learning process of how to become a
teacher may counteract feelings of stress and inadequacy. This would
also help novices to connect what is learnt at university to what is
encountered at work.
   Hopefully, the insights and experiences of the participating student
and novice teachers will contribute to problematising different
assessment identity positions and how these relate to the aims of
equality and quality assessment, benefitting both active and future
teachers.
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Abstract
This thesis explores language students and novice teachers’ assumptions and beliefs about assessment and grading, how
they view themselves as assessors, and whether their opinions change over time with increased teaching experience. Besides
exploring questions such as how student and novice teachers think about quality assessment, there is the question of what
challenges teachers face in assessing one language (English), among many others known or spoken in the linguistically
heterogeneous classroom. As in many other European countries, the multilingual classroom has brought changes to the
Swedish educational context, where the predominantly monolingual classroom was previously the norm. This research
project builds on the assumption that there is something that can be called assessment identity, and that competence is
gained through dialogical processes between the individual and the context. The research context is focused on Swedish
middle school, where the subject of English is taught as a foreign language, and where students are usually 10–12 years old.

A mixed methods methodology was used in a sequential explanatory design. Different data collection methods were used
in two partly overlapping phases over a period of 2.5 years. In the first phase, an anonymous online survey was answered
by 128 students. In the second phase, 17 novice teachers participated in recurrent focus-group interviews and occasional in-
depth interviews. The total amount of data analysed comprised 158 surveys and 39 hours of interview recordings where both
types of data were analysed mainly with qualitative content analysis. The results display diverse beliefs and assumptions
about assessment among the participants; two main themes of fairness and accountability are highlighted. Based on the
findings, a four-field model is introduced, where assessment identities are positioned according to their technical/formal
or pedagogical approach, and their compliance to the accountability system. This model of language assessment identity
positions, LAIP, is seen as the major contribution of the study.

Findings visualised using the LAIP model, reveal a need to address assessment identity formation during teacher
education before teachers are confronted with all the complexities of assessment. Moreover, the study provides a nuanced
understanding of assessment identity formation and accentuates the importance of the immediate context for classroom
assessment practices, high- and low-stakes alike. Being able to problematise different teacher roles and assessment
identities as part of the learning process of how to become a teacher may counteract feelings of stress and inadequacy. It
would also help novices to connect what is learnt at university to what is encountered at work.

The thesis aims at problematising different assessment identity positions and how they relate to the aims of equality and
quality assessment by which a recognition of different positions would be acknowledged and opened up for discussion. In
this way, different assessment practices or assessment identities could be discussed on a system level, away from a more
opinionated level. This would mean to accept different positions as legitimate expressions of different ideals and contexts.
This broad outlook on assessment identity development could be used to strengthen all types of teachers.
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1 Introduction 

“Remember always that we study something because we already know some-

thing” (Heath & Street, 2008, p. 30). These are very fitting words for the emic 

stance of my research. Questions and reflections about the relationship be-

tween teacher identity, teaching experience, and assessment quality have been 

with me for more than two decades. My experience is focused on English as 

a foreign language (EFL) as a school subject at all levels in compulsory 

school. There have been numerous times when my language teacher assess-

ment identity has been unsettled and reshaped, but some periods stand out 

more than others. These thought-provoking periods include when I was work-

ing in middle school, Years 4–6, and not receiving any assistance in class be-

fore grading in Year 8; in lower secondary school when the national curricula 

and grading scales were revised and changed in 2011; in Year 5, when I was 

involved in pre-testing and developing the national oral subtest; when I was 

engaged at the Swedish Inspectorate as a re-rater for the essay part in Year 9, 

and finally, when I was trying to share my experiences and queries with stu-

dent teachers at various universities. All these experiences are now channelled 

into my research project about EFL teacher assessment identity development 

targeting two aspects. One is the fact that grading has not always been part of 

middle school assessment practices, but was implemented in 2011, thereby 

introducing new assessment practices. The other aspect is the transition from 

student teachers right before graduation, to novice teachers working in their 

first three years1. This period in a teacher’s career, often signifies turbulence, 

energy and a constant navigation on uneven ground in the hybrid world be-

tween student and experienced teacher. Regarding assessment, which entails 

the exercise of public authority, this specific period of time begs to be inves-

tigated. 

It is my firm belief that successful assessment practices in the context of 

language learning in a classroom setting have a philosophical backdrop. As-

sessment, especially of younger learners’ work where language and identity 

are inseparable, is like the Gordian knot of teaching. It is important to listen 

to teachers and help them voice the processes that are activated when they 

plan, conduct and evaluate their assessment practices, notably in the critical, 

hybrid time from graduation through the first novice years. In this project, I 

                                                      
1 The criterion for selection and inclusion in this study was a maximum of three years of teach-

ing experience after graduation, although working as a supplement teacher alongside university 

studies, is common practise. 
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attempt to shed light on tacit beliefs and assumptions about assessment by 

exploring assessment connected to professional identity development. 

1.1 Identifying the research gap 

Despite the fact that assessment and assessment practices have become a more 

explicitly significant part of teachers’ responsibilities, a review of the litera-

ture has failed to identify any reported research concerning how student and 

novice EFL teachers experience their assessment identities as part of their for-

mation of teacher identities. Similarly, there seems to be a lack of research 

regarding if and how these experiences change over time, when their appren-

ticeship of observation (M. Borg, 2004; Lortie, 2002) is refreshed by experi-

ence from authentic language assessment situations. In the Swedish context 

where teachers are in a position of both assessing and grading their own stu-

dents’ work, studies on assessment identity development would be even more 

needed. Given the recent waves of migration, the influx of languages other 

than Swedish and English is another significant aspect of the Swedish school 

context. It is therefore of great interest to better understand how this changed 

classroom environment affects teachers’ assessment and grading practices, es-

pecially teachers of EFL. 

Nowadays, growing areas of research into teachers include teacher cogni-

tion and identity formation in foreign language (FL), and second language 

(L2)2 teachers constitute growing research areas. Many scholars within lan-

guage teacher cognition and identity development have chosen to focus on 

assessment of specific skills, for example, speaking (Borger, 2019; Sandlund 

& Sundqvist, 2019), listening (Jeong et al., 2021; Ockey & Wagner, 2018), 

writing (Goodwin, 2016; Jølle & Skar, 2018) or reading (S. Goodwin, 2016; 

Tengberg & Skar, 2017). Others have used a more holistic view by exploring 

opportunities and difficulties of student language teachers’ identity formation 

(Johnson & Worden, 2014; Richards, 2016; Yuan, 2016). 

In an international context, interesting research in line with the present pro-

ject comes from scholars within the fields of FL teacher education and assess-

ment literacy, AL, (Inbar & Levi, 2020; Inbar-Lourie, 2013; Scarino, 2013; 

Tsagari et al., 2018; Tsagari & Vogt, 2017; Vogt et al., 2020), second language 

classroom assessment (Poehner & Inbar-Lourie, 2020; Spolsky et al., 2014), 

teachers’ conceptions of assessment (Brown, 2004, 2006, 2012; Brown & 

Remesal, 2012, 2017), teacher assessment identity (Looney et al., 2018), and 

language teacher identity (Akkerman & Meijer, 2011; Barkhuizen, 2017). Alt-

hough this body of research feeds into the current project, it is nevertheless 

                                                      
2 As discussed in chapter 2, the definitional boundaries between FL and L2 are not distinct. In 

this thesis, FL will be used when referring to English as a school subject in Sweden, despite the 

complex status of the English language in the local context, as well as globally. 
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only partly associated with the specific subject of the development of EFL 

teacher assessment identity. 

Looking at the Nordic context, the emerging body of research conducted in 

Finland on teacher identity development in language teachers has a broader 

focus, both in time and subjects, than the current project (Kalaja, 2017; 

Looney et al., 2018; Ruohotie-Lyhty & Moate, 2016; Stenberg et al., 2014). 

In Sweden, the Department of Education and Special Education at the Univer-

sity of Gothenburg is the national centre regarding aspects of research and 

development of assessment processes and the national materials for assess-

ment of foreign languages used within the Swedish school system. Hence, the 

statistical resources and accumulated information collected on test-takers’ re-

sponses and perceptions accompanied by teachers’ views are connected to the 

specific area of the national tests for English and Modern Languages3 in com-

pulsory and secondary school (Erickson et al., 2022). As can be seen, the pro-

ject at hand aims to fill a research gap regarding EFL teacher assessment iden-

tity. 

The need for research within the field of assessment comes from an in-

creased attention to assessment and teaching effectiveness within the “ac-

countability paradigm” globally (Coombs et al., 2018, p. 136). As the world 

evolves beyond borders of nations and states with the help of the internet, 

mobile technologies and immigration have created societies with extreme di-

versity in language and literacy resources (for the concept of superdiversity, 

see Arnaut et al., 2015). The need for education of new groups of people with 

complex repertoires and practices, together with a demand for comparable 

credentials and continuous learning for the job market, is a reality. 

Sweden is enrolled in several large-scale collaboration schemes regarding 

assessment in Europe and in the rest of the world, albeit only rarely focusing 

on EFL. The latest example, initiated by the OECD, is the International Early 

Learning and Child Well-being Study, sometimes referred to as “Baby PISA”, 

where skills of five-year olds are assessed in four domains: emerging literacy 

skills, emerging numeracy skills, self-regulation, and social and emotional 

skills4. The results from tests such as PISA5, TIMMS6 and PIRLS7 are front-

page news for the public and high-stake material for policy makers. In the 

                                                      
3 Modern Languages is a subject in compulsory and secondary school with its own syllabus. It 

includes all languages except Swedish, Swedish as a Second Language (SVA), English, Chi-

nese, classical Greek, Latin and Sign Language for the Hearing, which have their own sylla-

buses. Usually French, German, and Spanish are chosen, but Italian, Russian, and Chinese are 

offered in some schools. 
4 ACEI, the Association for Childhood Education International has abbreviated its name to 

Childhood Education International or CE International, (https://acei.org/). 
5 PISA - Programme for International Student Assessment. 
6 TIMMS - Trends in International Mathematics and Science Studies. 
7 PIRLS - Progress in International Reading Literacy Study. 



4 

Swedish context, the noticeable plummet in different national and interna-

tional comparisons of student competence has had a great impact on educa-

tional policies and practices alike. As Broadfoot and Black (2004) state, as-

sessment data have become a “publicly acceptable code for quality” (p. 9). 

Furthermore, Lundahl and Serder (2020) contend that PISA, in the twenty 

years since its initiation in the year 2000, seems to have become neutral and 

authoritative knowledge. As such, it is used more to inform policy and reforms 

than educational research. While policy makers use assessment data as 

prompts for change in the education system (Black, 2001), teachers are left to 

cope with the washback (Buchanan, 2015), for example, by being accountable 

for test results in more linguistically heterogeneous classrooms than before 

(Wedin, 2017; Yassin Iversen, 2020). Accountability in this context thus re-

fers to the teachers’ need to be able to justify, clarify and substantiate their 

assessments. 

In addition to the increased global focus on assessment, the many changes 

to the Swedish education system since the 1980s have not only transformed 

the responsibility and organisation of schools from the state8 to the municipal-

ities that led to the introduction of independent schools [friskolor]9, but also 

reshaped the grading system from norm referenced to goal and knowledge 

oriented10. Grades were introduced at a lower age11 as were the national tests 

that were also implemented in more subjects than before. From 2011, with the 

implementation of the new curriculum, middle school teachers are required to 

award grades in Year 6, at age 12/13. Although assessment has always been 

part of teaching, the role of formal assessor and the demands of accountability 

on teacher level in middle school have put assessment practices in sharper 

focus. Less formal assessments shared with students and caregivers at perfor-

mance review meetings have been complemented by the official procedures 

surrounding grading as part of professional exercise of authority. Grades are 

also made public and attract great interest from education authorities, political 

agencies and the public alike. Hence, Swedish middle school teachers have a 

lot to consider when evaluating their students’ progress. This is particularly so 

for novice teachers when they face the dilemmas involved in the multifaceted 

task of assessing and grading language proficiency, especially in today’s more 

linguistically heterogeneous classrooms, where aspects such as class, gender, 

and ethnicity create very different school contexts in the school market place 

(Ambrose, 2017; Nordin, 2013; Skolinspektionen, 2010b). 

                                                      
8 The state is used in the sense of the Swedish Parliament and Government. 
9 Following the terminology of the Swedish National Agency for Education and the OECD, 

independent school is used for schools organised or owned privately, but which are free of 

change and follow the national curriculum. 
10 For a more comprehensive overview of national assessment in Sweden, see Erickson 

(2017a, pp. 124–125). 
11 After year 2011, grades are given in Years 6 – 9, which is two years earlier than before. 
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In the Swedish context where teachers perform and assess both low- and 

high-stakes testing, statistical data from national test results and final grades 

say something about overall assessment practices. Concurrent studies clearly 

show the need for better alignment between national test results and grades as 

the present discrepancy between the two threatens the reliability of both (Gus-

tafsson et al., 2014; Skolinspektionen, 2016; Skolverket, 2019f). Some of the 

deviances depend on the so-called threshold effect which means that all 

knowledge requirements12 of a certain goal or skill must be fulfilled to achieve 

the corresponding grade. This affects all students with an uneven knowledge 

profile negatively and has been heavily criticised from the beginning (Gus-

tafsson et al., 2014; Skolverket, 2016; Vlachos, 2013a). However, following 

a parliamentary decision in February 2022, a new principle for grading will 

be introduced as of July 1, 2022 (Riksdagsförvaltningen, 2022). For grades 

D–A, the teacher must make an overall assessment of the student’s knowledge 

in relation to the grading criteria and choose the grade that best corresponds 

to the student’s knowledge (Riksdagsförvaltningen, 2022, emphasis added). 

This means that the assessment may contain compensatory elements so that 

knowledge at a higher level can be weighed against knowledge at a lower 

level. However, all criteria for the lowest approved grade, i.e., E, must be met 

in order for the student to receive a passing grade. 

The statistically documented problems of alignment between national test 

results and grades, reveal a discrepancy between assessment as it is used and 

what the assessment is said to represent. This gap provides too much room 

where teachers can and do value students’ results differently. Regarding the 

high-stakes national tests, the lack of inter-rater reliability is revealed most 

clearly in student responses to longer open writing tasks, for example, the es-

say parts in Swedish and English (Skolinspektionen, 2021). From 2009 and 

onwards, the Swedish Schools Inspectorate ([Skolinspektionen] hereafter the 

Inspectorate), amasses statistical results from re-assessed parts of the collected 

samples of the national test in English (Skolinspektionen, 2010a). There is a 

persistent difference between the teacher’s assessment and the external rater’s 

assessment irrespective of subject and year of cohort, where the external rater 

usually gives a lower grade than the teacher. When there is a difference of two 

grades, the test is re-assessed a second time; results show that it is more com-

mon that the second re-assessment leads to a different grade than it confirms 

any of the two previous assessments (Skolinspektionen, 2018a). However, 

there are practices that enhance inter-rater reliability, such as using an external 

rater (another teacher than the student’s), co-assessment or anonymisation. 

The Inspectorate points to a tendency, that in the cases where the original 

                                                      
12 Knowledge requirement is the term used by of the Swedish National Agency for Education 

and is equivalent of performance standards internationally. In the curriculum of 1994, Lpo94, 

it corresponds with grading criteria, which in the newest version, Lgr22, will be the term used 

again (Skolverket, 2021a). 
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teacher assessment is more severe than that of the re-rater, one or more of 

these procedures have been used (Skolinspektionen, 2021). When it comes to 

the extent to which initiatives such as assessment training and co-assessment 

can contribute to strengthen inter-rater consistency, results show that assessor 

training has had good effects and that it is more effective than joint assessment 

to increase coherence (Tengberg et al., 2017). 

Notwithstanding, it is also true that there are large variations between the 

subjects; for example, 11 per cent of the essays in Swedish are re-assessed a 

second time, while only 3 per cent  of the essays in English are (Skolinspekt-

ionen, 2021). Although the conclusions based on the statistical material seem 

robust and have had a considerable impact due to the media, both the proce-

dure and conclusions have been criticised from a scholarly viewpoint (Gus-

tafsson & Erickson, 2013), highlighting the professional trustworthiness of 

teachers. Gustafsson and Erickson (2013), state that the inspection set-up has 

resulted in naming, blaming and shaming. As the media focused on the short-

comings in teachers’ assessments, it gave the impression that the problem is 

caused by teachers being subjective and not able to make accurate judgements. 

Adding to the problems with inter-rater discrepancies, is the fact that there 

is a consistent difference in how grades are distributed between schools. Gen-

erally, independent schools are more generous with higher grades than munic-

ipal schools (Hinnerich & Vlachos, 2016; Holmlund et al., 2019; OECD, 

2015; Skolinspektionen, 2019). In order to try and counteract this develop-

ment and enhance increased equality, an addition was made to the Education 

Act (SFS 2010:800) in 2018, stating that the national test results must be given 

special consideration when grading. However, no further clarification is given 

in the regulation. 

Yet another statistically exposed difference in grading can be seen when 

comparing English national test results in Year 6 and 9 (Skolverket, 2013a). 

This has prompted the Inspectorate to investigate grading practices in Year 6, 

but the results are formulated as general observations and advice on how to 

enhance better equality in grading (Skolinspektionen, 2020). In a recent study 

by Erickson and Tholin (2022), the results of Year 6 national tests from three 

years (2013, 2016, 2019) were analysed using test response data. Teachers’ 

perceptions and use of national test results were captured in extensive teacher 

surveys (n = 742) that accompanied the tests and that were analysed in order 

to find answers pertaining to why Year 6 results stand out, pointing to more 

severe grading in Year 6 than 9. The results show that the Pass level, i.e., grade 

E, is usually the most questioned, as many teachers consider the national test 

too generous (Erickson, 2017a). Many teachers also feel frustrated by the per-

ceived contradiction of the national test grade that implements a compensatory 

model, while this is not permitted for the final grade. These teachers claim that 

they have difficulties explaining this contradiction to students and caregivers, 

which opens up for unwanted questions on assessment validity and influences 

their agency negatively. Erickson and Tholin (2022) discuss the results in light 
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of the action-oriented view on language as expressed by the aims in the sylla-

bus. As some teachers may lack this input from their teacher education, it may 

be one of the reasons why attitudes to language competence and how to eval-

uate this competence vary. 

Another part of the existing discrepancy in grading, is the issue of grade 

inflation, which can partly be explained by the high-stakes character of 

teacher-assigned grades (Arensmeier, 2019). This means that individual 

teachers have a decisive role for admission and selection for further studies. 

As Lundahl et. al., (2017) point out, Sweden is an “interesting – almost – 

unique example of an educational system in which outcome-based accounta-

bility has been accomplished by using teacher-assigned grades” (Lundahl et 

al., 2017, p. 56). In many other countries, selection is more dependent on de-

gree or final exams, entrance exams or combinations of grades and exams of 

various kinds (Lundahl et al., 2016, 2017). The Inspectorate mentions under-

lying factors such as increased competition for students, and when students’ 

grades risk becoming part of the school’s marketing, which in turn can create 

pressure on teachers to set high grades. Pressure from caregivers is also a pos-

sible driving force. In addition, the Inspectorate lists other factors which may 

have an influence: increased pressure from caregivers can be linked to a higher 

level of education in society, the reduced status of the teaching profession, and 

a development towards a customer-oriented approach to the public welfare 

systems, but also to the school’s work to increase caregivers’ involvement in 

school (Skolinspektionen, 2018b). 

In order to counteract the persistent differences in assessment, the govern-

ment has commissioned the Swedish National Agency for Education 

([Skolverket] hereafter the NAE) to create a plan for central assessment (Re-

geringskansliet, 2021b). This entails creating a national system where central 

assessors are trained, tested, and certified by the state. Individual assessor pro-

files are often traceable, for example, in data collected by the NAE (Skolver-

ket, 2009). In addition, teachers tend to be more or less holistic or analytical, 

using the whole grading scale or demonstrating a central tendency, assessing 

in their own context, ranking within the group, giving priority to some aspects 

over others, focusing on their pet peeves or being overall severe hawks or le-

nient doves13. These patterns are also found internationally (Eckes, 2012; 

McNamara et al., 2019; Wiseman, 2012), and research implies that the rater 

of a test could be as important as the writer (Vance, 2019). Some researchers 

have identified this as Teacher Assessment Identity (TAI), (Looney et al., 

2018). At the same time as differences in TAI are supported in several inter-

national studies, recent results reveal that teachers’ reasons for grading judge-

ments are “strategic, analytical, and thoughtful, not haphazard” (Chen & Bon-

ner, 2017, p. 18). It is precisely these mental processes that are part of shaping 

assessment identities that is the focus of the current project. 

                                                      
13 See Borger (2018) for a more full account. 
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As more emphasis is put on assessment results from policy makers at the 

top, seeping all the way down the system, assessor behaviour and cognition 

are a highly interesting field to study. The current project investigates assess-

ment identities in student and novice teachers in the Swedish context. A 

deeper understanding of the development of assessment identity could inform 

teacher education with the purpose of ensuring higher comparability and reli-

ability in high-stakes testing, and strengthen the overall quality of all kinds of 

assessments, benefitting all students. Teachers-to-be would also gain from the 

insights of discussing the realities of their identity formation before standing 

face-to-face with the challenges and “bewildering complexities on the hori-

zon” (Izadinia, 2013, p. 709). Becoming a (language) teacher would then be 

“less like hazing and more like professional development” (Johnson, 1996, p. 

48). 

Assessment is highly topical, testing is increasing and we know that the 

modern meaning of assessment validity depends on the sociocultural context; 

the consequences of the test and the conclusions, decisions, and actions that 

they give rise to must be taken into consideration (Bachman, 1990; Gipps, 

1999; Messick, 1989). Consequently, it becomes important to contribute to 

existing research on language assessment from the teacher perspective. 

1.2 Aims and research questions 

The current research project aims at generating a deeper understanding of EFL 

teacher identity regarding assessment and the dynamics of this identity over 

time, from the end of teacher education and during the first three novice years. 

Discovering more about the hurdles teachers face in their assessment practice 

and the overall process of assessment identity development, the thesis will 

hopefully add to the knowledge base of identity formation, classroom assess-

ment practices and the hybrid lives of novice language teachers as beginner 

professionals. The nonlinear development of assessment identity, with its 

complicated interplay of multiple factors (Looney et al., 2018; Ruohotie-

Lyhty, 2013), needs to be further explored, especially in the Swedish context. 

Besides exploring questions such as how student and novice teachers think 

about quality assessment, and how their assessment and grading affect their 

relationship to the students, there is the issue of what challenges teachers face 

in assessing one language (English), among many others known or spoken in 

the linguistically heterogeneous classroom. As in many other European coun-

tries, the multilingual14 classroom has recently brought changes to the Swedish 

educational context, where the predominantly monolingual classroom was the 

norm for most of the 20th century. 

                                                      
14 The choice of this term will be discussed in section 2.1. 
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The aim of this study is to investigate student and novice teachers’ assump-

tions and beliefs about assessment and grading, how they view themselves as 

assessors, whether their opinions change over time with increased teaching 

experience, and how they think a multilingual context affects their assessment 

work. This research project thus builds on the assumption that there is some-

thing that can be called assessment identity. The focus is on teachers for 

younger language learners in middle school, where the students are between 

10 and 12 years old. Guided by this aim, the research questions are: 

1. How do student and novice EFL teachers discuss fairness and ac-

countability in relation to their beliefs and assumptions about assess-

ment, their assessment practices, and their assessment identities? 

2. How do these beliefs and assumptions change during the first years of 

teaching experience? 

3. What are the participants’ beliefs and assumptions about EFL assess-

ment in relation to multilingual classroom settings? 

The results from this doctoral project may have implications for the devel-

opment of language teacher education, pre-service as well as in-service teach-

ers. The underlying assumption of the project is that becoming conscious of 

personal assessment practices and being able to formalise and verbalise them 

with others in the same situation is bound to be reflected in teacher practice. 

This would lead to higher assessment quality for all students, as well as higher 

work satisfaction for the teachers involved (Izadinia, 2013). 

1.3 Outline of the thesis 

In this first chapter, the research gap has been identified within the vast body 

of existing research in closely related fields of foreign language teaching, as-

sessment, and identity formation. Chapter two gives an overview of the Swe-

dish context regarding English language use and status within society and as-

sessment practices in middle school linked to the subject of English. Chapter 

three presents a literature review with building blocks from various academic 

disciplines. These include teacher cognition (beliefs about assessment, teach-

ing EFL, agency), applied linguistics (novice language teachers’ identity for-

mation), and language testing and assessment (AL, classroom assessment 

practices, language testing connected to aspects of validity, and teacher as-

sessment identity). Chapter four describes the conceptual framework of Dia-

logical Self Theory. In chapter five the methods are presented from a mixed 

methods (MM) perspective. Different considerations in the general study, 

such as regarding the work of transcription, as well as research ethics are also 

part of this section. Chapter six presents the results in the order of the three 

research questions, where the different data sets are presented fully integrated. 

Chapter seven offers an overall discussion of the different parts of the project 
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and how the interplay between these parts can be interpreted connected to cur-

rent research. In chapter eight, some final conclusions of the study are pre-

sented and suggestions for future research are given; this is followed by a 

summary in Swedish in chapter nine. 
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2 The Swedish context 

Beware, o wanderer, the road is walking too. 

        ― Jim Harrison, After Ikkyu & Other Poems 

 

This chapter begins by explaining the Swedish context of English instruction 

in compulsory education followed by a description of various assessment 

practices on different levels in the education system. The role of the English 

language among other languages in Swedish society helps to illustrate the 

background to which instruction in and assessment of English as a school sub-

ject are played out. By acknowledging this language context, the shifting pol-

icy directions in the Swedish education system over the last forty years may 

be better understood. In recent years, immigration to Sweden has been excep-

tional in some ways; the majority of the newcomers are children and adoles-

cents who have been slotted into the school system, leading to a need to review 

language pedagogy, not least considering FL teaching and learning. Focusing 

on the middle years in compulsory school will in turn enhance the understand-

ing of the many reforms launched in rapid succession over the past decade. A 

description is given of the obligations of middle school teachers together with 

information on how this group of teachers perceive their work and the imple-

mented reforms. 

2.1 Linguistic diversity in the Swedish context 

A linguistic reality in contemporary Sweden is the drastic increase in migrants 

since 2014, and the shift in country of origin with individuals primarily com-

ing from countries outside of Europe, such as Syria, Afghanistan, Eritrea, and 

Somalia. Considering that in Sweden today, one fifth of the total population 

and almost one in every four students has a foreign background, ethnic diver-

sity is tangible in almost every classroom (Straarup, 2017). These figures in-

crease dramatically in certain areas and schools (Ambrose, 2017; Lundahl et 

al., 2015). In a recent publication from the OECD (Cerna et al., 2019), the 

authors discuss the consequences that “this large influx of new arrivals with 

multiple disadvantages” (Cerna et al., 2019, abstract) brings to the Swedish 

education system. It is up to individual teachers and school principals to de-

velop sustainable teaching practices for groups of students with learning dif-

ficulties (for a global reference to the same situation, see García et al., 2017); 
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however, an encouraging comment on multilingualism15 has been added to the 

revised syllabus for English, which will be in use by the autumn term 2022. It 

is stated that the meaning of the wording of “the ability to use different strat-

egies to support communication and solve problems when language skills by 

themselves are not sufficient” (Skolverket, 2018b, p. 34), in fact means that 

the students should be given the opportunity to develop their multilingualism. 

It is thus stated that the students’ multilingualism is an asset, both for the in-

dividual student and for the teaching in general (Skolverket, 2022b). 

Looking more closely to the effects of multilingualism in the classroom16, 

previous research shows that students’ prerequisites for success in the educa-

tion system are strongly linked to their socio-economic background, and their 

migration background (Arensmeier, 2019; Skolverket, 2019a). The work at 

schools is thus affected by demographic changes in these respects. The large 

numbers of unaccompanied young people in connection with the wave of ref-

ugees in 2015 became noticeable the year after in statistics related to success 

in the education system (Arensmeier, 2019). However, when rejecting a ho-

mogenous view on immigration, some positive results become discernible. 

Over the last ten-year period, more than 60 per cent of the immigrant stu-

dents arrived in Sweden after the official start of the school term. Looking at 

those who arrived before this breaking-point, Holmlund et al. (2019), found 

that this group almost caught up with their Swedish-born classmates during 

their schooling. In another study about differences in results between second-

ary school students in independent schools and municipal schools, Hinnerich 

and Vlachos (2016) found that there are no clear differences in results among 

students with highly educated caregivers. This is a fact confirmed by later re-

sults from the NAE (2019a). Among students with a migrant background, the 

differences between independent and municipal schools are also close to zero. 

Results from J. Jonsson and Rudolphi (2011) show that students with a mi-

grant background tend to make more ambitious upper secondary choices than 

domestic students with the same primary school grades (Hinnerich & Vlachos, 

2016). 

The high numbers of immigrant students also resonate with the need for 

skills and competences voiced by teachers. In the first progress report from 

                                                      
15 The main reason for not differentiating between multilingualism and plurilingualism (Euro-

pean Commission, 1995, 2008) is because this thesis does not gain in clarity by making the 

distinction. The collected knowledge about language learning and language usage with the mul-

tilingual turn (Conteh & Meier, 2014; Meier, 2016) has resulted in both an abundance of terms 

as well as pointing at the complexity of the field. Hammarberg (2018) and A. Lundberg (2020), 

for example, use individual multilingualism instead of plurilingualism while Gajo (2017) points 

to the usefulness of the notion plurilingualisms when talking about the hierarchy of languages 

within language education (for the Swedish context, see Paulsrud et al., 2020). A further dis-

cussion is provided in section 3.1. 
16 The multilingual classroom is here defined as a classroom where more languages are known, 

and perhaps also used, than Swedish and English. 
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TALIS 201817 (Skolverket, 2019h), teachers working in primary-, middle-, 

and upper secondary school18 from 48 countries and regions give their per-

spective on needed professional development. The areas most selected were 

teaching in a multicultural or multilingual setting 12–15 per cent19, and teach-

ing special needs, 15–22 per cent (Skolverket, 2019h). This perceived need 

mirrors the changed teaching context, which has been witnessed globally in 

recent years (Bruen & Kelly, 2016; Conteh & Meier, 2014; L. Goodwin, 

2010). 

2.2 English in Swedish society 

It is impossible to discuss the tendencies in assessment regarding the subject 

of English in contemporary Sweden, without mentioning the unusual status of 

the English language within Swedish society. Like an increasing number of 

countries in the globalised world, Sweden is part of the expanding sector (Ka-

chru, 1985), where English is used as a lingua franca, without gaining the po-

sition of first or official language. Moreover, English is an important part of 

Swedish national identity (Oakes, 2001). In 2009, the government adopted 

Sweden’s first legislation regarding a principal language (SFS 2009:600). Ac-

cording to the Language Act (SFS 2009:60), Swedish is the main language 

and Sami, Meänkieli (Torne Valley Finnish), Finnish, Romany Chib and Yid-

dish are the official minority languages20. If Swedish and Sign Language are 

included, there are seven domestic languages all in all. The declared aim of 

the Language Act is to protect the status of Swedish and to advocate multilin-

gualism, but according to some, the focus is on the recognised domain struggle 

between Swedish and English (Hult, 2010, 2014). While one third of the 

global population can communicate in English to various degrees (Veten-

skapsrådet, 2012), about 90 per cent of the population in Sweden state that 

                                                      
17 Teaching and Learning International Survey (TALIS). Out of the 48 participating countries 

and regions, 31 were OECD-countries and all the Nordic countries were represented. Regarding 

primary- and middle school, the following countries and regions participated: Australia, The 

Flemish region (Belgium), Buenos Aires (Argentine), Denmark, England, France, The United 

Arab Emirates, Japan, The Netherlands, Shanghai (China), Spain, Sweden, South Korea, Tur-

key, and Vietnam. 
18 This term is officially used by the NAE for the three-year pre-university education called 

Gymnasium. 
19 The intervals are due to the different teacher categories. The second report was published by 

the NAE in 2020, but has a slightly different focus: teacher feedback, the stress of school prin-

cipals and teachers, and school principals’ job satisfaction (Skolverket, 2020d). 
20 The estimated number of speakers of Finnish is around 200,000 speakers, Meänkieli between 

50,000–75,000 speakers, Sami about 6000 speakers and Yiddish between 750–1500 speakers, 

others say 3,000–4,000. The number of speakers of Roma is difficult to judge. Some surveys 

estimate the number at 40–50,000 speakers, others at 100,000–120,000 speakers (Institutet för 

språk och folkminnen, 2021). 
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they can hold a conversation in English (Parkvall, 2017). This high level of 

English language proficiency in the population places Sweden in the top po-

sitions in international surveys (Education First, 2019; European Commission, 

2012). 

Despite the technical status of foreign language, English is an everyday 

reality in most domains, especially prestigious ones such as science, politics 

and culture. In the new edition of Swedish Writing Rules (O. Karlsson, 2017), 

a full chapter dedicated to English is added, where, for example, issues of 

spelling adaptations and conjugations of English loan words are discussed. 

This “unofficially bilingual national speech community” (Beers Fägersten, 

2012, p. 2) is represented both by the many incorporated words and phrases 

(Sharp, 2007) and the Swedish identity as such (Oakes, 2001). 

For children growing up in contemporary Sweden, English is omnipresent. 

Since 2010, the Swedish Media Council have published the country’s largest 

statistical survey of children’s media habits every two years. In their reports, 

Toddlers and the media for ages 0–8 years and Kids and the media for ages 

9–18 years, undubbed media use is an empirical fact. Looking at internet us-

ers, 58 per cent of the 6-year-olds use the internet every day, as reported by 

their caregivers (Statens medieråd, 2019). Regarding older children and ado-

lescents, smartphones are used as a gaming machine, television, and com-

puter/internet device. As stated in the latest report, since 2020, daily use of 

mobile phones is in principle one hundred per cent from the age of 11 (Statens 

medieråd, 2021). 

The watching of undubbed media has a long history in Sweden that existed 

long before the everyday use of the internet. Encountering the language 

through this abundance of undubbed media helps children and young people 

learn English much faster than ever before. In a study by Håkansson (2019), 

41 children, 7 and 8 years old, without prior instruction in English, scored 

surprisingly well on receptive grammar tasks, considering the only source of 

input is the media. All of these out-of-school activities that lead to uninten-

tional learning of the English language have been coined extramural English 

(EE), by Sylvén (2006). In a study by Sundqvist (2012), there were some in-

teresting comments from students in Year 6 admitting that they switched from 

Swedish to English when they were bored. When Sundqvist (2014) studied 5-

, 9- and 12-year-olds concerning their EE activities and motivation for learn-

ing languages in general, and English in particular, she found new patterns for 

motivation. For example, children used English as a “secret” language to keep 

away information from younger siblings and fandom motivated young chil-

dren to communicate in written English online, for example on Twitter, to 

keep track of their idols. This cognitively complex linguistic task was per-

formed after only two years of formal English instruction in school. In another 

study by Sylvén (2022 [Forthcoming]), results from small groups of children 

in preschool (kindergarten, age 3–5) and preschool class (see 2.4) show that 

children as young as 6 years old are already proficient in English when they 
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start school. Other studies show that Swedish children and adolescents are in 

fact so successful in their English language proficiency that the teaching 

method of Content and Language Integrated Learning (CLIL) or rather the 

English-medium instruction actually offered (Yoxsimer Paulsrud, 2014) has 

not proven to be as successful as in other parts of Europe, indicating that the 

introduction of CLIL in upper secondary school is too late (Sylvén, 2013). 

The Inspectorate discusses the aim for future work as bridging the gap be-

tween EE and English in school, as many students differentiate between 

school English and EE (Henry et al., 2019; Skolinspektionen, 2011). Students 

state how they communicate in English in authentic situations during their free 

time, but this EE-use of English is not exploited in many of the schools sur-

veyed. The results from the Inspectorate are confirmed by a study by Schröter 

and Molander Danielsson (2016) who found a lack of both authentic material 

and target language (TL) communication among learners in the English class-

room. In school, many students do not feel as certain in the classroom, when 

answering questions or participating in discussions, as during EE activities 

(Nilsson, 2020). Thus, bridging these two cultures and getting the English lan-

guage as natural as it is out of school is extremely important (Skolinspekt-

ionen, 2011). Following the results from Sylvén (2022 [Forthcoming]), the 

heterogeneity in proficiency also puts strains on the educational system, where 

teachers, thus far, have been prepared to teach students who are expected to 

be novices when they start school. In reality. Sylvén concludes that: 

The findings of this study indicate an ongoing shift in the role of English among 

the younger generations. From the official status of English as a FL in Sweden 

today, in many cases it takes the role of an L2, in the sense that many individuals 

encounter and use English in their everyday lives. In some cases, it may even 

be seen as another L1”. (Sylvén, 2022, p. 1 [Forthcoming]) 

 

Despite the overall positive attitude to English in Swedish society, there 

have been debates on the-earlier-the-better-assumption prevailing globally 

(Nikolov, 2017). Opponents point to the fact that there is a lack of empirical 

evidence for positive long-term effects of an earlier start (G. Lundberg & 

Oscarson, 2008); conversely, advocates refer to the fact that children encoun-

ter EE on a daily basis which would be the reason to cater for their eagerness 

to learn English when motivation is high and language anxiety is low (Cataldo, 

2019). 

2.3 Teacher education 

Teacher education in Sweden is decentralised as is the rest of the education 

system. The various teacher Education Programmes are provided at 28 differ-

ent universities and university colleges, resulting in local variation regarding 
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the design of the education, although with shared Degree Ordinance. Of inter-

est for the present study is the fact that between 1987 and 2011, English was 

not a mandatory subject for teacher students aiming for school years 1–6. 

Since 2011, there are four different teacher degrees regulated in the Higher 

Education Ordinance (SFS1993:100): Preschool Education, Primary Educa-

tion, Secondary Education, and Vocational Education. The duration of pro-

grammes varies according to the chosen degree and specialisation as shown 

in Figure 1, with 30 credits21 corresponding to one term of full-time studies.  

 

Table 1  

 

Teacher Education 

 

Professional degree Teaching context Study years 

Degree of Bachelor of 

Arts in Preschool Education 

Preschool 

Preschool class 

3.5 years 

Degree of Master of Arts in  

Primary Education – Preschool  

and School Years 1–3 

Preschool class–  

Year 3 

4 years 

Degree of Bachelor of Arts in Primary  

Education – Extended School 

School-age educare 

Years 1–6  

3 years 

Degree of Master of Arts in Primary Educa-

tion – School Years 4–6 

Middle school:  

Years 4–6  

4 years 

Degree of Master of Arts/Science in  

Secondary Education 

Lower secondary school: 

Years 7–9 

4.5 years 

Degree of Master of Arts/Science in  

Upper Secondary Education 

Upper secondary school: 

Years 1–3 

5 years 

Vocational Education Teacher Training Upper secondary school: 

Years 1–3  

1.5 years 

 

As can be seen, middle-school teachers spend four years at university (240 

credits); to be eligible for the programme, a student needs a subject grade con-

sidered equivalent to the B2.1 level in The Common European Framework of 

Reference for Languages (CEFR)22. Student teachers aiming for middle school 

are trained to teach Swedish, Mathematics, English together with a chosen 

                                                      
21 Following the Bologna Process, credits are the same as the European Credit Transfer and 

Accumulation System, ECTS, from 1st July, 2007. 
22 The CEFR, gives a detailed account for the kind of proficiency learners need to communicate 

in a language other than their first. There are six general levels of proficiency where A1 and A2 

are basic users, B1 and B2 are intermediate users and C1 and C2 are advanced users (Council 

of Europe, 2001; Skolverket, 2022b). 
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specialisation in either Science Studies23, Social Study Subjects24 or aesthetic 

subjects. All teacher training courses include core courses within Educational 

Science comprising 60 credits, for example the history, organisation and con-

ditions of the school system, curriculum theory and didactics25, and social re-

lations, conflict management and leadership. All teacher training also includes 

school placement education (VFU26, hereafter practicum) comprising 30 cred-

its. 

Besides the two common parts of core courses and practicum, all other 

parts are put together with different designs depending on the programme in 

question. Within each programme, where the fixed number of credits for each 

subject is stated in the programme syllabus, each university decides on the 

order and content of the courses, which makes it difficult to evaluate from the 

outside where and in which course assessment and grading are covered. At 

some universities, assessment is mentioned in the syllabuses, but in most 

cases, that kind of information is lacking. The decentralised design of teacher 

education in Sweden also explains the difficulties to collect data in a study 

such as the current one. In this PhD project, data collection was set in time 

after the last practicum. Some universities have their last practicum during the 

year before graduation, while others have it during the last term. Moreover, 

programme designs change continuously. 

2.4 The Swedish education system 

Swedish preschool is optional, although 85 per cent of all children aged 1–5, 

and 95 per cent of all 4–5-year olds are enrolled (Skolverket, 2020b). The 

preschool curriculum (Lpfö 18) is based on the model known as educare, 

meaning that care and pedagogy are combined in preschool activities (see also 

2.6). Compulsory education is free of charge and governed by the same policy 

documents, where 15.4 per cent are independent schools and the remainder 

are municipal schools (Ekonomifakta, 2020). 

Since 2018, attendance in compulsory school starts the year the child turns 

six years old in so-called F-klass (förskoleklass, i.e., preschool class). The ten 

years that comprise compulsory school are divided into three stages that will 

here be termed primary school, with preschool class including school Years 

                                                      
23 Science Studies [NO] is the umbrella term used by the NAE for the subjects: Physics, Chem-

istry and Biology. 
24 Social Study Subjects [SO] is the umbrella term used by the NAE for the subjects: Geography, 

History, Religion and Civics. 
25 The term didactics is used in some studies, as for example by Gajo (2017), but as it is not a 

self-evident term for teaching and learning within the field of education, it will be used 

sparingly in this thesis. 
26 VFU is the acronym for VerksamhetsFörlagd Utbildning meaning school placement educa-

tion. 
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1–3 (students aged 6–9), middle school, school Years 4–6 (students aged 10–

12), and lower secondary school, school Years 7–9 (students aged 13–15). All 

students study the same subjects, with the exception of different language 

choices (Bardel et al., 2019). Upper secondary school entails three-year pro-

grammes (ages 16–18). Most students choose one out of 18 national pro-

grammes in which 12 are vocational and 6 preparatory for higher education. 

For students who do not fulfil the requirements for the national programmes 

in upper secondary school, introductory programmes are available where stu-

dents work to meet the requirements for the national programmes. In 2020, 

14.7 per cent of the students finishing Year 9 were not eligible for national 

programmes (Skolverket, 2020a). Although secondary education is voluntary, 

a school graduation certificate is required on the labour market also for most 

unskilled work27 (I. Karlsson, 2018). 

The two types of school have their own curriculum; Lgr11 for compulsory 

school (Skolverket, 2018b), and Gy11 for upper secondary school (Skolver-

ket, 2018c). The curricula for other compulsory school forms, i.e., the Sami 

school, the compulsory school for students with learning disabilities, severe 

learning disabilities, and special needs are all beyond the scope of the current 

thesis whose focus is on the mainstream context of middle school. Although 

the latest revision of the National Curriculum will be launched within the time 

frame of this project (2022), the participants are all working within the context 

of the 2011/2018 curriculum. Consequently, the curriculum is henceforth the 

same as the revised curriculum for compulsory school, from 2018, if nothing 

else is stated. 

The public education system in Sweden has a long history, where the fluc-

tuation of policies over time has mirrored the political climate in Sweden just 

as in the rest of Europe. From 1842, when four-year elementary school [folk-

skola] became statutory, it was one of the most centralised systems in the 

world (Safford & Chamberlain, 2018). The movement towards a decentralised 

education system was visible in the 1980 curriculum, Lgr80, in which the role 

of the state as upholder of an equal school system moved from terms and con-

ditions for towards results of  (Lundgren, 1999). The 1990s brought several 

reforms such as moving the organisational and administrative responsibility 

from the state to the municipalities. In the new model of control, the state 

formulates the goals whereas the municipality formulates the specific priori-

ties in a local plan and schools formulate their local school plans. In order to 

secure student rights, the state exerts supervision and collects national statis-

tics for monitoring and evaluation. In this way, the control of the Swedish 

school system has moved from control of resources to a governance towards 

goals and results (Lundgren, 1999). Another reform was the independent 

                                                      
27 Definition of unskilled labour: labour that requires relatively little or no training or ex-

perience for its satisfactory performance, https://www.merriam-webster.com/dictionary/. 
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school reform from 1992 aiming at increasing the variation of schools, to ini-

tiate competition between schools and to create incentives for cost-effective-

ness. Students and caregivers were given the choice of school at the same time 

as independent schools were given the same resources per student as the mu-

nicipal schools. Notwithstanding the contribution to diversity, the independent 

school reform is sometimes also seen as a factor for school segregation and 

unequal learning opportunities (Lager et al., 2018; OECD, 2012; Sebhatu, 

2017). 

In the current project of EFL teacher assessment identity development, dif-

ferent factors contributing to the shaping process will be identified on different 

hierarchical levels, in what will be referred to as the system (see Figure 1). 

School has its own ecology and everything that happens there can be assumed 

to resemble society at large (Bernstein, 2003; Giddens, 1984). Teachers are 

affected by actors and processes on different levels, such as the school organ-

isation, the political majority in the municipality or nation at large, and edu-

cation policies within Europe. As actors and processes cooperate and are in-

tertwined, the hierarchical division used enables visualization of the theoreti-

cal levels from a European, national, municipal, and individual teacher per-

spective. 

Examples of agencies formulating policy documents on the European level 

are the OECD and the UNESCO. On a national level, important actors are the 

Swedish Parliament and Government, where the latter is responsible for the 

Education Act and monitors the Inspectorate and the NAE. With political con-

sensus, the NAE in turn formulates the national curriculum for compulsory 

school and other publications scaffolding teachers in their work. On a munic-

ipal level, decisions can be made regarding issues such as the overall subject 

time plan, various training courses for teachers and policies concerning, for 

example, students with special needs or what languages to offer within Mother 

Tongue Tuition28. On teacher level, the political intentions expressed in pub-

lications on all the different levels mentioned are implemented in relation to 

classroom practices with different student constellations. Here, the internal 

beliefs and assumptions about teaching and assessment are balanced with the 

external, political intentions expressed in various policy documents. 

In order to fully understand the various accountability demands on teach-

ers’ assessments, those built into the hierarchy of the Swedish education sys-

tem have to be defined related to this project. Teachers in Sweden represent a 

rather unique case of freedom with responsibility, as they both assess and 

grade their own students’ competences. At the same time as teachers have 

                                                      
28 Following the terminology of the NAE, Mother Tongue Tuition [modersmålsundervisning] 

is the term used in this text despite the critique mentioned in the Glossary (11.4). It is also 

ambiguous as it can be defined differently when concerning factors such as heritage, attitude 

(identity), command or function (usage). 
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flexibility, they also work within an accountability system ultimately regu-

lated by the Education Act, i.e., the system, as seen in Figure 1. Although no 

formal alignment has been determined (Erickson & Pakula, 2017), the sylla-

bus for English in the curriculum is heavily indebted to the CEFR formulated 

by the Council of Europe, which means that there is a European perspective 

on language education in Sweden. However, as seen in Figure 1, the Swedish 

government is signified as the peak of the hierarchy within the accountability 

system where the checks and balances between parliament and government, 

function as the state. Agencies monitored by the state are the NAE, the Inspec-

torate, and the National Agency for Special Needs Education and Schools 

(SPSM29). At the next level, the municipalities have considerable influence 

regarding the professional lives of teachers, but it must be stressed that despite 

the fact that teachers are municipal or corporate employees, they are still con-

trolled for the most part by the state. On principal level decicions can be made 

about the amount of allotted time for co-assessment and different collegial 

learning incentives, which in fact means that principals are in part connected 

to the local assessment culture. On the school level, teachers are influenced 

by socially situated practices where the existence or non-existence of a local 

assessment culture shape actual classroom assessment practices. As can be 

seen, teachers are accountable to many different stakeholders on different lev-

els, not least towards their students and the caregivers. 

 

Figure 1 

 

The Educational Accountability System 

 

 

                                                      
29 The Swedish name for the National Agency for Special Needs Education and Schools is 

Specialpedagogiska skolmyndigheten, SPSM. 
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Highlighting the complexity and self-sustainability of the accountability sys-

tem teachers work within, also means acknowledging that teachers are not 

only part of the professional community. They are also individuals who posi-

tion themselves differently vis-à-vis their duties within the educational ac-

countability system. This is especially true for novices when they are finding 

and mastering a new professional terrain. 

2.5 English in the Swedish education system 

In 1859, German became the first foreign language in secondary schools. In 

1939, the Swedish Government decided to have a trial period of English as the 

first foreign language, which then became permanent all over the country in 

1946. The major argument in favour of English concerned democracy (Jo-

hansson, 2007). By reforming education after the Second World War and ac-

cepting a more varied uptake of students, language education had to cater for 

a wider group of students. The English language had been widely spread 

through film, radio and gramophone and was therefore perceived as the lan-

guage most useful in every-day life (Johansson, 2007). With the introduction 

of the first curriculum for the nine-year compulsory school introduced in 1962 

(Lgr62), English became the first foreign language introduced in school Year 

4 (age 10). Since 2011 (Lgr11), English is a core subject, that is, an obligatory 

subject, for which a passing grade is required for admission to upper second-

ary school (Arensmeier, 2019; Skolverket, 2018c). Furthermore, it remains 

the only mandatory language subject throughout the school system, adding to 

the special status of English. 

English is officially introduced as a subject in Year 3 (age 9), at the latest, 

but as the official time plan for the number of hours per subject over the ten 

years of compulsory school30 allows for some local variation, students have 

often been exposed to English before Year 3. This means that “unlike initial 

exposure to truly foreign languages, instruction in English is characterised by 

generally pre-existing familiarity and basic skills” (Beers Fägersten, 2012, p. 

2). However, despite the constant number of hours of English tuition, G. 

Lundberg (2016) has estimated that students who do not start English before 

Year 3 lose approximately eighty weeks of instruction compared to those who 

start in Year 1. 

                                                      
30 The subject of English has 480 hours spread over ten years, as compared to Swedish with 

1490 hours, and Mathematics with 1125. The number of hours for English and Swedish has not 

changed over the years whereas Mathematics has increased twice from the original 900 hours 

in 2011. The change from nine to ten years of compulsory school from autumn 2018 must also 

be considered. This means, in fact, that the number of hours for tuition of English and Swedish, 

which have not been altered, has in fact decreased, while Mathematics has increased. 
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In the study English Language Learning in Europe (ELLiE), it was found 

that there is a large variation in Sweden depending on which year the instruc-

tion of English begins and also regarding the number of minutes scheduled 

per week that could vary between one 20-minute lesson up to two or three 40-

minute lessons per week (Enever, 2011). In the School Ordinance for Com-

pulsory School, it is stated that the organiser (usually on municipal level) takes 

the decision following a proposition from the principal, on how to divide the 

time for instruction among the grades (SFS 2011:185, Ch 9, §4). In order to 

lessen this form of diversity, a new timetable was implemented from 1st July 

2018, where the number of guaranteed hours of instruction is approximately 

the same, but the allocated number of hours is stipulated for the three different 

stages. For English, this means 60 hours in primary school (3.2 per cent of the 

total lesson time), 220 hours in middle school (9.7 per cent of the total lesson 

time), and 200 hours (7.8 per cent of total lesson time) in lower secondary 

school (Skolverket, 2019f). By Year 6, learners are expected to have reached 

a proficiency level corresponding to A.2.1 (basic user) in the CEFR, and B1.1 

(intermediate user) in Year 9 (Skolverket, 2017a). 

On top of this head-start, English has specific knowledge requirements31, 

whereas other foreign languages such as German, French, and Spanish are 

grouped together and known as Modern Languages (Bardel et al., 2019; Skol-

verket, 2018b). As noted, English is prioritised both by the state, and by the 

students who rank it as one of the most popular school subjects (Erickson, 

2004). This outlook is evident in all age-groups32; from the amount of EE (Syl-

vén, 2013; Sylvén & Sundqvist, 2012) to top results when comparing language 

proficiency among 15–16-year-olds from 13 countries (Skolverket, 2012). 

Since the implementation of the reform regarding grant-aided independent 

schools in 1992, there are a number of stakeholders on the education market 

offering English language immersion programmes to varying degrees33. The 

exceptional position of English is maintained also in higher education. Nine 

out of ten doctoral dissertations are written in English (Salö, 2016) and the 

one in Swedish can include text in English without any translation given (see 

Mickwitz, 2015). 

                                                      
31 This is also true for Chinese, because of the orthographic difficulties connected to Chinese 

learning. 
32 Hereafter when referring to all age groups means compulsory school and secondary school 

if nothing else is stated. 
33 For a deeper analysis of content and language integrated learning and English-medium in-

struction (EMI) within the Swedish education system, see Yoxsimer Paulsrud (2014) for upper 

secondary schools, and Toth (2018) for middle school. 
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2.6 National assessment policy 

The policy documents34 aimed to support teachers in their work with assess-

ment and to equilibrate the grading scale over school years and geographical 

parts of Sweden exist on national and on local levels. The present Education 

Act (SFS 2010:800) came into effect on July 1, 2011 and regulates the organ-

isational and administrative responsibility, as well as the rights and obligations 

of students and caregivers. It also defines the supervision, states quality re-

view, and national monitoring and evaluation. It is complemented with regu-

lations that are further provisions in school matters from the government, for 

example, the Compulsory School Ordinance (SFS 2011:185). 

The curriculum contains the subject syllabuses as one of five parts adopted 

by the government. Each syllabus is structured in the same way. It starts with 

an account of the subject’s place in the curriculum, followed by the overall 

aim of the subject. Then the so-called core content states what areas should be 

taught and finally, there are the knowledge requirements (standards). These 

describe what knowledge is required for acceptable levels at the end of Year 

1 and 3, and for the various grades in Year 6 and 9. Currently, the knowledge 

requirements for all syllabuses in compulsory school have been revised and 

will be implemented from the autumn term of 2022, i.e., Lgr22. The purpose 

of the revision is twofold. One is to give the subject’s purpose and core content 

a clearer focus in teaching. The other is to give better support to teachers when 

grading (Skolverket, 2019e). 

The present Education Act introduced a grading scale with grades desig-

nated as A–F, with A–E as passing grades, and A being the highest grade. For 

each subject, there are knowledge requirements for grades E, C and A, while 

grades D and B are to be awarded when a student has met all aspects of the 

lower knowledge requirement and most of the knowledge requirement for the 

higher grade. These knowledge requirements are calibrated for the end of Year 

6 and 9, which means that interpretations and aggregated estimates of the ap-

propriate levels for the knowledge requirements all other terms must be made 

by teachers. The NAE stresses the fact that the knowledge requirements can-

not say anything meaningful about the level of student competence if they are 

detached from their context of the purpose, the core content, and the teaching 

itself. Thus the problem with locally formulated matrixes, which may result 

in measuring what is easily measured is highlighted (Skolverket, 2018a). 

In Years 6–9 in compulsory school, grades are awarded at the end of the 

two terms in which the students were taught the subject. However, a school 

principal may also decide that grades are to be set in Year 4 and 5 in compul-

sory school, at a school unit for which the principal is responsible. The final 

grade is set at the end of the spring term in Year 9 and while giving eligibility, 

                                                      
34 Some policy documents are regulatory, but will be referred to under the wider notion of policy 

documents. 
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it is primarily used as a selection tool for the 18 different programmes in upper 

secondary school. National tests in Year 3, 6 and 9 are part of the framework 

for assessment equality and are supplied with a comprehensive number of 

guidelines, commentaries, and concrete benchmarked examples. Commis-

sioned by the NAE, the University of Gothenburg is responsible for the devel-

opment of the national tests of foreign languages, which includes English. 

The changes during the 1990s that served the purpose of decentralisation, 

meant putting Swedish education on the marketplace. This was in line with 

the New Public Management, characterised by marketisation, privatisation, 

managerialism, performance measurement, and accountability (Hudson, 

2011). The transnational policy of testing and ranking requires the accumula-

tion of information data in databases such as the Eurydice on European edu-

cation systems35, and SiRiS and SALSA36 in a national context. The results of 

Swedish students in international tests have deteriorated since the 1990s and 

there is a widening gap between high and low achievers, both on student and 

school level (OECD, 2019; Skolverket, 2019a), clashing with the one-school-

for-all-motto brought forward in the curriculum of 1980 (Lgr80). With hind-

sight, the need to evaluate school results as a basis for school development in 

the 1980s shifted in the 1990s to the questions of equality and responsibility, 

where freedom of choice, comparability, and competition were seen as means 

to achieve better efficiency and productivity (Lundgren et al., 2004). 

In this context, it is important to differentiate between equality on the one 

hand and equity on the other. With equal grading, the yardstick for assessment 

is the same for all students regardless of factors such as school, class, or 

teacher. In equitable grading, the grade should be an accurate reflection of a 

student’s mastery of the knowledge requirements at the time of grading. This 

implies a degree of accepted individualism and teachers being conscious of 

built-in biases. Distributing homework and assignments requiring computer 

aid are therefore examples which entail unequitable assessment, as students 

have unequal access to help outside of school (Feldman, 2018). 

The trend of an increased inequality of Swedish students’ results must be 

seen in the light of the independent school reform and the more recent massive 

wave of immigration (OECD, 2019; Skolverket, 2019a). This situation is com-

mented on several times in the report from PISA 2018, not least regarding the 

exclusion rates: “about 11per cent of 15-year-old students were excluded from 

the PISA test – the highest rate amongst all 79 participating countries or econ-

omies” (OECD, 2019, p. 3). Following the strict sampling rules of the PISA-

                                                      
35 See https://eacea.ec.europa.eu/national-policies/eurydice/index_en.php. 
36 SALSA [Skolverkets Arbetsverktyg för Lokala SambandsAnalyser]. The SALSA analysis 

tool presents schools’ results of the final grades in Year 9 after some consideration has been 

taken concerning the selection of students, in contrast to statistics from SiRiS that cover more 

age groups. 
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test constructors, this is simply a confirmation of the current Swedish educa-

tional situation37 (OECD, 2016). The declining results of Swedish students in 

various international test comparisons have given rise to demands for central-

ised action from politicians and the public alike. This has resulted in several 

changes in educational policies, leading to revisions and adjustments of prac-

tices (Skolverket, 2015c). 

Examples of governmental measures taken towards a more centralised 

school system, i.e., the “transformation from government to governance” 

(Hudson, 2011, p. 672) are numerous. The optional preschool year for 6-year-

old children became obligatory from 2018 and in the same year, the flexible 

plan for the amount of guaranteed instruction in each subject became fixed to 

the three stages, which affects local variation. The age for receiving grades 

was lowered in 2012 from Year 8 (age 14) to Year 6 (age 12). Furthermore, 

after a four-year trial period, the government decided that grades could be 

awarded from Year 4 (age 9) (Riksdagsförvaltningen, 2021). It is the school 

principal who makes the decision about when to start grading, but teachers 

should be given the opportunity to comment on the decision. 

The grading scale has also expanded from three levels to six. The change 

of curricula in 2011 not only meant centralisation in a physical way as the two 

separately printed parts of the curriculum from 1994 (Lpo94) became one 

book with Lgr11. The new curriculum also came with a clearer connectedness 

to the educational ambitions of the European Commission. This is notable in 

the knowledge requirements in the subject syllabuses for English, Modern 

Languages, and Sign Language for the Hearing, which differ from other sub-

jects in their structure and in the use of concepts. The syllabuses and 

knowledge requirements in these language subjects are based on the descrip-

tion of language proficiency levels in the CEFR (Skolverket, 2022b). This 

means that these subjects follow the same progression, contrary to the usual 

division between compulsory school (Lgr11) and secondary school (Gy11). 

Consequently, a beginner in Year 6 in compulsory school will work towards 

the same knowledge requirements as a beginner in the first year of secondary 

school. 

The number of obligatory national tests has been increased in compulsory 

school, from six to ten, with a possibility for the school or teacher to add any 

of the five optional ones available38. Counting subtests within each subject 

                                                      
37 The guidelines for sampling in the PISA test define the exclusion rates: “Students who have 

insufficient assessment language experience are those who meet all the following three criteria: 

− they are not native speakers in the assessment language, − they have limited proficiency in 

the assessment language, and − they have received less than one year of instruction in the as-

sessment language” (OECD, 2016, p. 4). In retrospect, the sampling criteria have been chal-

lenged as critics point to the false improvement that was the result (Riksdagsförvaltningen, 

2019; Skolporten, 2020). 
38 The number comes from counting the Social Study Subjects and the subjects of Science 

Studies that were not allotted to the national test in any given year and adding the tests for 
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tested, it means an increase from 25 to 30, not including the two self-assess-

ment parts for Year 3. The national tests are based on the curriculum but the 

respective subject domains are not fully covered by the tests as not all the 

centrally-defined goals are tested per se. The results from these tests should 

have priority over other tests in the summative grading process (Skolverket, 

2018a); there are plans to digitalise the national tests and have them assessed 

centrally (SFS 2017:1106). 

Other changes within Swedish education policy along the line of centrali-

sation aim at increasing the quality of education by raising the status of the 

teaching profession and supporting professional development. One example 

is to include different pedagogical staff categories by giving them teacher cer-

tification (see Table 1). As an example, the personnel at the school-age edu-

care [fritidshem], where 84 per cent of all 6 to 9-year-olds are enrolled (Skol-

verket, 2020b), have changed their job title which previously included the 

word educator [fritidspedagog], to teacher [fritidshemslärare]. Nowadays, 

they are qualified to teach and grade one of the following subjects: Physical 

Education, Art, or Music for Years 1–6. This is reflected in the revised curric-

ulum of 2018, where an added fourth chapter describes the aim and core con-

tent of school-age educare. 

As of 1 December 2013, professional certification is required for school 

and preschool teachers on permanent contracts, and since July 1, 2015, only 

teachers with a subject-valid teacher certificate are allowed to award grades, 

with the exception of mother tongue teachers and vocational teachers in sec-

ondary school. It is the NAE that issues teacher certificates. A teacher without 

this certificate cannot award grades independently but must do so together 

with a certified teacher. If the two teachers cannot agree on the grade, the 

certified teacher has priority, on the condition that the teacher is certified for 

the relevant subject. If not, then the principal is to award the grade. A co-

assessing teacher with a certification does not have to participate in the teach-

ing or collect his or her own assessment material. The co-assessment conver-

sation is primarily based on a summary documentation over the competence 

the student has shown in different assessment situations; this puts high de-

mands on the summative documentation (Skolverket, 2021c). 

In other words, a teacher is certified in relation to type of school, subject, 

and stage teaching. In the school year 2020/21 there were more than 17 200 

teachers in compulsory school who were uncertified, which corresponds to 

approximately 21 per cent of all teachers working (Skolverket, 2021d). There 

is also a difference in the employment of these uncertified teachers, as they 

are more often employed by owners of independent schools (Skolverket, 

2021d). The certification requirement has become a serious problem, espe-

                                                      
Modern Languages. These latter tests are produced in the same manner as national tests, but as 

they are optional, they are called “assessment support” [bedömningsstöd]. 
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cially as it varies considerably geographically entailing that small municipal-

ities may be disadvantaged. Uncertified teachers are only allowed on one-year 

contracts, but statistics from the NAE show that uncertified teachers are usu-

ally employed for several years. Voices are now being raised for strengthened 

monitoring of the efforts different school organisers (owners) make to find 

certified employees, and for an increase in the economic incentive to hire cer-

tified teachers (Enfeldt, 2021; Lärarnas Riksförbund, 2021). 

Looking more closely at the effects of the national assessment policy, low 

achievers and younger students are the categories most negatively affected by 

grading with regard to their learning and performance as found in an overview 

of 6000 abstracts, 500 articles and more than 40 dissertations by Lundahl, 

Hultén, Klapp and Mickwitz (2015). Age and previous experiences of assess-

ment appear to have the most influence on how students’ learning, motivation 

for learning, and performance are affected by grading. Another observation 

made is that the international trend of instigating different systems to ensure 

accountability for school results using tests and/or grades is now declining. 

Critical researchers as well as the OECD have noted recently that hopes re-

garding how comparisons between school results would generate increases in 

achievement have been left unfulfilled. It is rather what the teachers do in the 

classroom that matters (Lundahl et al., 2015), which would support Hattie’s 

conclusion that teachers are “among the most powerful influences of learning” 

(Hattie, 2008, p. 238). Another significant observation is made by Klapp 

(2011) who found that among the variables of school year, school and teacher 

characteristics, the effect of parental education was the single most important 

predictor. 

Finally, it needs to be stressed that national assessment in Sweden is in a 

process of considerable change, not least following a decision to digitalise the 

system within a few years’ time (Sveriges Kommuner och Regioner, 2019). 

The test service will be put into operation in 2022 for digital assessment sup-

port and the first digital national tests will be introduced in 202439. Adjust-

ments to the test platform are being made so that it will attain the requirements 

of the EU Data Protection Regulation. In a press release from the Ministry of 

Education (2021b), it is stated that the NAE is to strive for as large a propor-

tion of the tests as possible to be corrected automatically in order to increase 

objectivity in assessment. Student solutions that cannot be corrected automat-

ically should be assessed by someone other than the teaching teacher (SFS 

2017:1106, 2017; Skolverket, 2019e). This form of central correction is meant 

to be performed by qualified and certified teachers on behalf of a government 

agency, where the result of the central correction is included as a basis for the 

                                                      
39 Due to the Schrems II ruling, which deals with the handling of personal data, the introduction 

has been delayed by approximately 1.5 to 2.5 years (Skolverket, 2021e). 
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summative assessment for teachers when grading. It is proposed that the cen-

tral assessors are either to perform the assessment as part of their working 

hours or be employed directly by the NAE.  

For a long time, Swedish teachers have been trusted by authorities to make 

informed and fair assessments. Nevertheless, the Inspectorate (2018b) ob-

serves that a risk factor for equivalence in grading is that teachers’ work with 

grades takes place in several stages and contains many different interpreta-

tions: 

• Teachers can interpret the policy documents differently, which can 

affect how the teaching is planned and assessments are constructed 

• Teachers can interpret and evaluate an individual student’s perfor-

mance differently 

• A student’s overall basis of performance can be weighted and bal-

anced differently into a grade  

 

Irrespective of the formulations in policy documents, in the end, it lies within 

the individual responsibility of teachers to interpret and match student 

achievement to knowledge requirement. The persistent difference between na-

tional test results and final grades in Year 9, when comparing groups of stu-

dents and schools (the end of compulsory school) is commented on by the 

NAE as: “Many efforts have been made both at the state and the local level to 

achieve a more equal grading but nothing indicates that the differences be-

tween school gradings have decreased between the years 2005 and 2017” 

(Skolverket, 2019a, p. 5, my translation). Even more alarming is the conclu-

sion that “it is an overwhelming task for the teachers to accomplish a common 

interpretation that leads to a nationally equivalent grading of the students” 

(Skolverket, 2019a, p. 6, my translation). This circumstance is problematic, 

especially from a legal perspective, as it is not possible to lodge an appeal 

against a given grade (SFS 2010:800). The differences regarding test results 

and final grades have a possible demoralising effect when trust in the equality 

and fairness of the grading system is undermined. 

As the NAE points out, the underlying, essential problems are built into the 

grading system and cannot be blamed on the teacher collective (Skolverket, 

2019a). Teachers are said to be able to grade without promoting or disad-

vantaging any socioeconomic category of students, despite some empirical 

evidence from previous research of teachers taking students’ personal quali-

ties into consideration when grading (Klapp, 2018; Lundahl et al., 2015; SFS 

2011:185, 2011, appendix 5; Skolverket, 2016). The view on competence in 

the curriculum gives teachers some freedom but there is an inherent paradox 

in that teachers who have a certain amount of freedom, at the same time, ask 

for more clarity, control, and support (Skolverket, 2016). Taking statistical 

results into account, they also need more endorsement. 
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Besides the difficulty with equality regarding grading, built-in biases have 

been identified. As an example, Tholin (2014) found Swedishness as being 

the norm for learners of English in Swedish schools as knowledge of Swedish 

culture and/or the Swedish language were required in areas such as grammar, 

translation and intercultural understanding. Tholin states: 

In Sweden, the local policy documents could be a source of bias, because the 

current system gives teachers considerable freedom to interpret them. In a the-

oretical model of political control of education, the politicians make decisions 

that the administrative level turns into clear regulations and that teachers im-

plement in the schools. Actual practice is often different, however: political de-

cisions are neither unambiguous nor all-encompassing and teachers interpret 

and prioritize decisions in various ways. (Tholin, 2014, p. 257) 

 

The results of Tholin’s study support other results pointing at the persistent 

heritage from a monocultural language ideology and dominant monoglossic 

pedagogies (Eliaso Magnusson, 2015; Erickson, 1990; Ganuza & Hedman, 

2018). 

2.7 Assessment practices in middle school 

Everyday teaching practices involve both formal and informal assessment ac-

tivities, oral and written. In middle school, this occurs sometimes together 

with students and at other times by teachers only, or together with their work-

ing team or their subject-specific team. Hence, in this study, assessment prac-

tices are not separated by a common division into summative, formative, peer- 

or self-assessment, but they are rather described and presented with a holistic 

outlook. A division will instead be made along the line of formality. Further, 

the process of grading and the work with the national tests are here seen as 

separated from other more informal assessment practices such as feedback and 

feedforward in all their variants. 

In the Swedish school system, the class teacher is responsible for collect-

ing, documenting and communicating evidence of the students’ all-round 

competences, as well as their overall development in the actual subject (Skol-

verket, 2018a). If the school has a system of subject teachers in middle school, 

then the mentoring teacher will do the same for a chosen group of students. 

The increased responsibility of assessment and the added workload with na-

tional tests have resulted in many generalist class teachers in middle school 

becoming subject teachers like their colleagues in Years 7–9, i.e., teaching 

two or three subjects in more classes. In this way, students meet a number of 

different teachers earlier than before. 

There are many different terms for the type of low-stakes assessment ac-

tivities taking place in classrooms, hence the variety in naming the activities 
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by which teachers help each other with assessing these. Three different forms 

of joint assessment are relevant to the current project. These include: 1) co-

rating, where the focus is on a certain test or test type, 2) co-assessment where 

the focus is on the joint effort to discuss and reach a consensus about assess-

ment or grading, and 3) independent co-assessment whereby two or more 

teachers independently evaluate the same student performance. Of these three 

variants, the NAE recommends teachers to participate in co-assessment (2), 

where teachers together discuss and assess student performance based on the 

assessment instructions and the criteria in the syllabus (Skolverket, 2013c). 

Co-assessment is not a guarantee for equivalence (Thornberg, 2014). How-

ever, exchanging second opinions can be seen as professional training. By 

participating in consensus discussions, criteria and performance levels are 

made visible and analysing and discussing actual student samples can contrib-

ute to assessment-competence building. Jönsson and Thornberg (2014) point 

out what some studies reveal, namely, that it is when teachers disagree that 

the greatest potential for learning occurs. The authors also state that consensus 

does not necessarily mean consistency, as teachers may share consensus about 

student performance but still give a different judgement in their assessment40. 

There is no regulation concerning teachers’ assessment work, except for 

the national tests. Focusing on middle school and the tests for Year 6, there 

are, all in all, thirteen subtests for the subjects Swedish/SVA41 (5), English (3) 

and Mathematics (5). Since 2015, the oral parts are completed during the au-

tumn term, to lessen the burden on the test-intensive spring term. Teachers are 

encouraged to participate in co-assessment, but this is only a recommendation 

and in reality, it is up to each school principal to allocate and organise time 

for teachers to meet for co-assessment (U. Jonsson, 2020). Depending on the 

size of the school and the number of qualified teachers for the subject, this 

may have to be organised at the municipal level. It is once again worth noting 

the high level of trust and responsibility of Swedish teachers in assessing and 

grading their own students’ competences (Gustafsson & Erickson, 2018). 

Nevertheless, the increasing demands for centrally assessed national tests have 

resulted in finalising the plans of externally assessed essay subtests (Skolver-

ket, 2020c, 2022a). 

Adding to this large pool of formal tests, the NAE has published support 

for the evaluation and assessment of students’ work that is flexible in time for 

                                                      
40 For a discussion on the impact of status between teachers in a co-assessment situation, see 

Blomqvist (2018). 
41 Swedish as a second language (SVA) is offered if needed as a parallel subject to Swedish. 

The criteria that determines which students are eligible for SVA is ambiguous as a reading of 

the Compulsory School Ordinance (SFS 2011:185, 2011, Ch 5, §14) points to three categories: 

1) students who have a language other than Swedish as their mother tongue, 2) students who 

have Swedish as their mother tongue and who have been admitted from schools abroad, and 3) 

immigrant students who have Swedish as their main socialising language with a caregiver. 
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teachers to use, if they prefer to. Examples include the English Language Port-

folio (ELP), web courses and the online assessment support. The latter is ac-

cessed using a log in distributed by school principals and encompasses exam-

ples of tasks and tests, mainly to familiarise the national test format. Besides 

the NAE, there is a commercial market full of assessment materials with stated 

alignment to the curriculum. 

Teachers initiate performance reviews with students and caregivers at least 

once every term in compulsory school (except in preschool class). In the 

school years preceding grades (F–5), the students must receive an individual 

development plan (IUP)42. This plan should include reviews of the student’s 

knowledge development and summarise the efforts needed for the student both 

to reach the knowledge requirements and to succeed, as far as possible, in their 

overall development, within the framework of the curriculum (SFS 2010:800). 

In cases where a student has failed to meet the knowledge requirements in one 

subject or more, an action plan43 must be produced. This written document 

stipulates the plan for what actions the school intends to implement to help the 

student to fulfil the knowledge requirements needed and information about 

when it will be evaluated to note the results of the actions. The caregivers, the 

mentoring teacher, and the school principal meet for the evaluations where the 

action plan is signed. The school principal is also responsible for ensuring that 

grades for all students are set in accordance with the regulations. 

Contrary to the continuous work with preparations for performance re-

views, individual development plans and action plans, grading occurs only 

twice in Year 6. Although grades in Year 6 are not used for selection and are, 

therefore, formally seen as low-stakes, in practice, there is abundant evidence 

of the opposite. The NAE (2017c), for example, states that in 2015, the stu-

dents in Year 6 were more stressed than the students in Year 4 and 5. This was 

not the case either in 2012 or in 2009 preceding grades in Year 6. Evidence of 

students’ high stress levels is confirmed in studies by Olovsson (2015, 2017) 

but as Klapp (2018) explains teachers and school principals are also affected 

when grades in Year 6 are used for the evaluation of teachers and schools. 

Students’ experience of the grades in Year 6 as high-stakes seems to be linked 

to the manner and the frequency teachers, schools and caregivers talk about 

grades (Skolverket, 2017). 

Assessment practices in middle school changed radically when the latest 

curriculum was implemented in 2011. Grades were introduced in Year 6 (age 

12) instead of Year 8 (age 14), which meant that a whole new category of 

teachers had to get introduced to the grading system. This was also a grading 

system with new goal-oriented knowledge requirements in an extended scale 

of seven grades instead of three44. In addition, only knowledge requirements 

                                                      
42 IUP, Individuell Utvecklingsplan. 
43 ÅP, Åtgärdsprogram. 
44 Failing is a grade in the new system (F), but not in the old. 
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for grades A, C and E at the end of Year 6 are stated, and value words express-

ing the progression between the different grades are used. As an example, the 

choices the teachers are to make, given as one sentence from the knowledge 

requirements for English at the end of Year 6, are shown in Table 2. The words 

in bold are the value words45 (Skolverket, 2018b, pp. 38–39). 

 

Table 2 

 

Excerpt from the Knowledge Requirements, Year 6 

 

Grade Knowledge Requirement 

E In oral and written production of different kinds, students can 

express themselves simply and understandably in phrases and 

sentences  

D Grade D means that the knowledge requirements for grade E and 

most of C are satisfied 

C In oral and written production of different kinds, students can 

express themselves simply, relatively clearly and to some extent 

coherently  

B Grade B means that the knowledge requirements for grade C and 

most of A are satisfied 

A In oral and written production of different kinds, students can 

express themselves simply, relatively clearly and relatively co-

herently  

Note. The excerpts from the curriculum come from the English version revised 

in 2018. 

 

As can be seen, there is plenty of room for interpretation of the actual mean-

ing of the qualitatively different descriptors, for teachers, and even more so 

for students and caregivers. In an effort to clarify this, the NAE explains: 

The knowledge requirements specify language proficiency at different grade 

levels by combining several value words. This is because different value words 

describe different linguistic abilities and it is the combination of value words 

that in itself constitutes progression. Some abilities are only described in two 

steps, while others are described in several, sometimes up to five steps. The 

reason for this is that different abilities develop at different speeds. Hence, in 

some cases, an ability can be described with the same value word for several 

grades. Instead, the progression lies in how a value word is combined with the 

other linguistic abilities. (Skolverket, 2017a, pp. 21–23, my translation) 

 

                                                      
45 There are only minor differences in the new curriculum, Lgr22, such as separating the oral 

and written parts in different sentences. The value words are the same (Skolverket, 2021a). 
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In order to counteract the shifting equality in grading that is visible in the sta-

tistical data (Skolinspektionen, 2019; Skolverket, 2019a), the advisory status 

of the national tests has been upgraded in the 2018 revision of the curriculum. 

National tests must be given special consideration, i.e., be more important than 

other tests designed by individual teachers in the summative assessment of 

grades (SFS 2010:800). At the same time, however, the NAE points out that 

grades should not be totally controlled by national test results, being the 

teacher’s only basis for grading. The aim to be fair and professional when 

interpreting policy documents has made many schools and work teams pro-

duce their own grading matrices. This practice is, however, not encouraged by 

the NAE, as it can be seen as problematic in relation to national equity and the 

purpose of a national curriculum. The reasons behind the NAE’s position are 

many but most importantly, a matrix based on the knowledge requirements 

can never capture and give justice to the student’s all-round competences. As 

a result, the assessment will be misleading and dubious from a legal perspec-

tive (Skolverket, 2018a). 

When the NAE made an evaluation of the new grading scale and the design 

of the knowledge requirements in Years 7–9 and secondary school (Skolver-

ket, 2016), it was found that most teachers were positive towards the extra 

grades but the knowledge requirements were considered unclear and difficult 

to interpret. In particular, grades D and B that lacked specified knowledge 

requirements were problematic for teachers to use. The proportion of teachers 

who answered that they could explain the requirements needed for different 

grades to their students, either well or relatively well, was still lower in 2015 

than in 2009. The evaluation also shows an increase in the distribution of 

grades between schools signalling that equality in grading, from a school per-

spective, has deteriorated rather than improved. 

It is difficult to find comments on the newest grading system from those 

who experienced the greatest change, Year 6 teachers. In the report targeted 

at evaluating the introduction of grades in Year 6, the teacher perspective is 

lacking to a large extent (Skolverket, 2017). Only seven teachers in Year 6 

were interviewed; none of them taught English. The teacher perspective is 

more fully presented in the NAE’s attitude survey from 2018 (Skolverket, 

2019b). Survey questions cover topics such as well-being, the relationship be-

tween students and teachers, teachers’ skills, stress and demands in the school 

as well as violations46. Despite the scarcity of opinions, there are some distinct 

trends to discuss that are interesting from the perspective of middle school 

novice teachers and their EFL assessment identity development. 

                                                      
46 The report from 2018 provides less information than the previous one from 2015; for exam-

ple, comments given on differences between independent and municipal schools and between 

experienced and novice teachers are omitted. These comparisons must be searched for in at-

tached statistical files, and even there categories exclusively for Year 6 teachers or novice teach-

ers are lacking. 
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The results from 2018 show that teachers have consistently high self-con-

fidence when it comes to assessing students’ proficiency levels, no matter 

which school year they teach or how long they have worked as a teacher. Nine 

out of ten teachers feel that they have sufficient competence, i.e., knowledge 

and skills to award grades. The proportion corresponds well with the propor-

tion of teachers who believe that they succeed very well or relatively well in 

awarding fair grades. Almost all teachers feel that they have sufficient 

knowledge and skills to assess students’ development. Seven out of ten teach-

ers feel that they are successful in talking to students about their development. 

In addition, eight out of ten teachers feel they have sufficient competence to 

talk about the development with students’ caregivers. The proportion of teach-

ers who feel they have sufficient competence for grading has increased com-

pared to 2012 when new curricula and a new scale of grades had just been 

introduced; since 2015, however, there is no change (Skolverket, 2019b). The 

high confidence regarding assessment and grading can also be detected in the 

results from the OECD-survey TALIS 2018. 

As seen above, there is no coherence in the evidence underlying an under-

standing of contemporary assessment realities for middle school teachers. The 

evidence of coping with difficult aspects of grading points in one direction, 

while the expressed high self-confidence practicing the same points in the op-

posite direction. To attain a full picture, work with administration and docu-

mentation needs to be included. 

For any teacher, assessment means administration and documentation in 

one form or another. Based on the Education Act (SFS 2010:800, 2010, Ch 3, 

§§15 and 17), this is what is said in the guidelines from the NAE: 

There is no requirement for the teacher to document all knowledge in both for-

mal and informal assessment situations. There are also no regulations on how 

the documentation should be designed. The way in which the documentation is 

designed should facilitate for the teacher to support the students’ knowledge 

development and support grading. For example, it is not appropriate to docu-

ment the same information several times in different documentation systems, 

for example, both in a physical portfolio and in a digital platform. Appropriate 

documentation is such that the teachers, according to their professional assess-

ment, believe they need to be able to support the students’ knowledge develop-

ment, but also to get a broad and varied basis for grading. (Skolverket, 2018a, 

p. 20, my translation) 
 

The meaning of these guidelines hinges on the word appropriate 

[ändamålsenlig], as it is up to the individual teacher to decide what comprises 

valid documentation. While the amount of documentation may vary a lot be-

tween teachers, it can nevertheless be made public for various stakeholders 

and consequently needs careful wording. Therefore, in practice, teachers may 

be forced to double documentation, as they need to keep close track of their 
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students’ achievements, while at the same time they are asked for documenta-

tion in the digital platform shared on municipality level. 

In a report from the NAE (Skolverket, 2013b) on teachers’ professional 

life, it is concluded that teachers do not usually make any distinction between 

administration and documentation, but use the terms interchangeably. Eight 

out of ten teachers responding say that they spend too much time on admin-

istration and documentation. This also involves so-called double documenta-

tion, for example, both emailing weekly letters to caregivers, and publishing 

the weekly letter on the website. Results from TALIS 2018 (Skolverket, 

2020d) show that teachers from 48 countries and regions and of all age-groups 

report that the administrative tasks are a significant part of their work and the 

most prominent cause of stress out of the six options given47. According to 

TALIS 2018, Swedish primary and middle school teachers who feel very 

stressed in their work are almost four times more likely to leave their profes-

sion within five years than primary and middle school teachers in other coun-

tries taking part in the study (Skolverket, 2020d). Even though the overall 

teacher turnover in Sweden during the last twenty years has stayed on a con-

stant 15 per cent, it is twice as much as other professions with high retention 

rates, such as nursing and the police in Sweden (Adermon & Laun, 2018). 

In another national report evaluating the implementation of grades from 

Year 6, elementary school teachers’ time management is commented on with 

these words: “Even before the grades were introduced, the teachers needed to 

follow the students’ knowledge development but the introduction of grades 

seems to have led teachers to spend more time on assessment and documenta-

tion of students’ knowledge” (Skolverket, 2017, p. 9, my translation). Several 

factors are of relevance here: the implementation of grades in Year 6, which 

happened concurrently to the boom in administration and documentation after 

the launch of the new curriculum and extended grading scale in 2011; the im-

migration peak in 2014; the overall demands for accountability, and ongoing 

regional and national competition (1.1, 2.1 and 2.6). 

The accumulated pressure on teachers and the calls for reduced require-

ments for documentation led to some anticipated changes in 2013. The 

changes may have reduced some of the administrative burden for teachers, 

although other results do not confirm this (Skolverket, 2020d). While teachers 

have met new requirements regarding, among other things, documentation, 

administration, students’ health and psychosocial environment, as well as con-

tacts with caregivers, there is no indication that other tasks have been re-

moved. Teachers have solved this by either working more or taking time from 

other existing work tasks (Skolverket, 2015a). In the final report on a frame-

work for the professional development of teachers and school principals 

                                                      
47 1) Too much administrative work, 2) Too much correction and assessment, 3) Adapting les-

sons to students with special needs, 4) Too much work due to absent colleagues, 5) Responsi-

bility for students’ results, and 6) Too many lessons (Skolverket, 2020d, p. 37, my translation). 
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(SOU, 2018), a whole chapter of almost a hundred pages problematises the 

administrative burden of school principals and teachers. For example, the in-

vestigation found that there is uncertainty among school authorities, school 

principals and teachers about what documentation is required in different sit-

uations and that this uncertainty leads to over-documentation. 

Administration and documentation also serve as proof where a teacher’s 

assessment is questioned. Therefore, teachers need to keep their backs free. 

The doctoral thesis by Mickwitz (2015), highlights the use of administration 

and documentation to legitimise professionalism. In the narratives from her 

focus groups, it is clear that teachers experience that their professionalism is 

defined by what is visible, i.e., what is measured and documented. This means 

that there is a discrepancy between the definition of professionalism above 

and what teachers emphasise as important for teacher commitment, such as 

providing care and guidance for students. In the case of the action plan, the 

dilemma for the teacher is between spending time on the formulations of the 

programme or on realising the actions stated. The former is seen as profes-

sionalism from a top-down perspective, while the latter is seen as the same 

from a bottom-up perspective (Mickwitz, 2015). 

As can be seen, administration and documentation are not only time-con-

suming activities for teachers in middle school, but also charged with power. 

Different parts of teacher identity come into play, often in conflicting ways. 

Teachers live with continuous mediations between inner and outer demands 

of what is best for the student and what is best for learning, not least what is 

best to make visible. 

2.8 Scaffolding assessment practices 

The concept of collegial learning is a summary term for various forms of skills 

development where teachers, through structured collaboration, acquire com-

petence to develop teaching48. In one of the official reports from the Swedish 

government, SOU:2018, it is defined as a form of combined training and de-

velopment effort that takes place within the teachers’ own activities, in which 

participants examine their own practice and where colleagues jointly strive for 

different forms of improvement. Examples are lesson studies and learning 

studies; however, these forms of learning also take place in other forms, such 

as research circles and teaching rounds (Skolverket, 2017b). 

Collegial learning has become a work-form that is broadly implemented on 

local school level and its imprint is widespread, not least online in web mag-

azines, blogs, and bulletin boards with information about courses, seminars, 

                                                      
48 See, for example, the information given by the New Zealand Ministry of Education, 

https://assessment.tki.org.nz/Video-gallery/Moderation/Collegial-learning-and-the-value-of-

shared-practice. 
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and lectures for educators. An article from an online web magazine called 

Pedagog Malmö gives a description of collegial learning: 

Collegial learning is a structured, focused and a long-term collaboration be-

tween teachers. […] We wanted to emphasise the difference in the conversation 

about teaching and learning, and students’ study situation, that is carried out in 

the staff room or the work room compared to the structured work we do when 

seen in the collegial groups. The collegial work that is structured is documented 

and followed up with evaluable goals and is long-term. Above all, it leads to 

improvement in the classrooms. (Pedagog Malmö, 2019-11-19, my translation) 

 

The linchpin in collegial learning lies in its structure. The school principal 

must assign time for this work to happen, which is not the same as stating that 

collegial learning does not happen in informal settings. The report Attitudes 

Towards School 2018 shows that teachers seem to be quite happy with their 

collaboration as almost six out of ten teachers find that the collaboration with 

other teachers on assessments and IUP works quite well or very well. The 

frequency has remained constant since 2012 when the question was first asked 

(Skolverket, 2019b). In an international comparison, the self-reported data 

presented in the second TALIS 2018 report (Skolverket, 2020d) revealed that 

Swedish primary and middle school teachers report the highest level of coop-

eration among the 15 participating countries and regions. Collaboration across 

teachers of all age groups has increased, mostly due to participation in joint 

competence development and the exchange of teaching materials. 

When the government decided to introduce a system for certifying teachers 

in 2011, the NAE published regulations for an introductory period with com-

petence profiles for preschool teachers and teachers in compulsory school. 

The aim was that the mentor acted as a critical friend when sharing experience 

and professional competence. Although this is no longer a requirement for 

certification, newly hired teachers have the right to a year-long introductory 

period with a mentor (Skolverket, 2015b). In most cases, this right has not 

been met by local school policies and decision makers; this has been heavily 

criticised by the Swedish Union for Teachers (Lärarförbundet, 2021). Never-

theless, TALIS 2018 (Skolverket, 2019h) shows that mentoring has become 

more common in Swedish schools since 2013. It is also more usual for men-

toring programmes to be aimed at all new teachers in the school, including 

experienced teachers who have moved on to new positions. There are differ-

ences in the frequency of mentorship programmes at the different school lev-

els. In lower secondary school, mentorship is less common than in primary-, 

middle- and upper secondary school. 

Mentoring, as a way of scaffolding teachers, both novices and new employ-

ees, is seen as one way to mitigate employee turnover, as stated by the NAE 

on their webpage. The introductory period must be given immediately after 

the new employee has started work, and it usually lasts an entire school year. 
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Mentors are appointed by the school principal and through regular meetings 

they determine what the teacher needs to develop. On the NAE’s webpage, 

experienced and professional teachers are encouraged to attend the state men-

tor training for further professional development, gaining ECTS credits at ad-

vanced level. 

2.9 National tests and statistics 

In this section of the chapter, the focus is only the English national tests in 

Year 6. The NAE collects the results from the national tests in collaboration 

with Statistics Sweden (SCB) and makes them available to the public on its 

webpage49. Collecting test results is required to assess the schools but also for 

analyses of the results for the country, the local authorities, and the owners of 

independent schools50. Making the statistics public is high-stakes for teachers, 

school principals and municipalities as the individual school units are pre-

sented using their name. An extensive description of how the national tests for 

English are constructed and validated can be found in Erickson (2017b) and 

on the NAE’s website and will not be dealt with here. In contrast, the process 

of reforms and the rationale behind them will be highlighted, together with 

selected research findings illustrating middle school teachers’ work in relation 

to the national tests. 

Sweden has a long tradition of nationally provided tests where different 

types of centrally developed tests have been used since the 1940s (Hudson, 

2011). After the 1994 curriculum reform, when the current goal- and 

knowledge-oriented assessment policy replaced a norm-referenced system, 

these tests were named National Tests. As Lundahl (2009, 2017) has shown, 

the aims of the centrally developed tests have shifted through different transi-

tion periods in national education. First, they functioned as support for the 

individual teacher’s ability to individualise teaching, and later they were used 

                                                      
49 At www.skolverket.se/skolutveckling/statistik/, different kinds of data are compiled. Among 

other things, it is possible to search for any named school, the number of certified teachers, 

grading statistics, proportion of students who have received the full quota of final grades ect. 
50 Since 1 September 2020, the NAE only publishes statistics at national level. This is a conse-

quence of the fact that Statistics Sweden has changed the confidentiality policy to include the 

information of independent schools. The question of the extent of statistical confidentiality has 

also been tried by the Court of Appeal, whose judgement has gained legal force. The new legal 

situation will have serious consequences for both authorities, school principals, schools and 

ultimately students. Some basic principles in the Swedish school system are the free choice of 

school and that school principals have a responsibility to provide compensatory support based 

on the fact that schools have different groups of students with different conditions and needs. 

This requires comprehensive statistics with information on, among other things, the students’ 

results and the proportion of teachers who are certified. Without access to these statistics, the 

lack of equivalence in Swedish schools can be further exacerbated (Skolverket, 2020e), with 

researchers and other stakeholders watching passively. 
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as a guarantee for objectivity with relative grades. Measures were important 

on group level, where teachers were supposed to follow the normal distribu-

tion curve in their grading. After the reform to a goal- and knowledge-oriented 

assessment policy, national tests were also used to concretise and support the 

curriculum and to promote an equity of assessment. Finally, the tests have also 

begun to function as information, or currency, in a school market when stu-

dents and caregivers make school choices based on published assessment data 

(Lundahl, 2017). 

These different expectations are expressed in the main purpose of the na-

tional tests, which is to “provide an equal and fair assessment and grading”, 

and “providing the basis for an analysis of the extent to which knowledge re-

quirements are met at school level, at organisational level and at national 

level”. The tests should also be able to “help to concretise the syllabuses and 

subject plans, and result in increased goal fulfilment for the students” (Skol-

verket, 2014, p. 5, my translation). As can be seen, many conceivable uses of 

the tests and the results that they generate are implied within these aims, re-

sulting in different tensions within the education system. Vlachos (2014) for 

example, discusses the contradiction in the purposes of the tests by pointing 

to the timing which creates a catch-22 situation. If the tests were to function 

on behalf of students’ learning and goal fulfilment, giving teachers the chance 

to use the information formatively, then they should be performed sooner than 

is being done now, immediately prior to the first or last year in which grades 

are given in compulsory school. If, instead, the tests were to function on behalf 

of accountability on school level, they should be performed as late as possible 

in order to give teachers the chance to cover the subject contents of the sylla-

buses. 

Vlachos’ opinion is that a choice must be made between these two purposes 

of the national tests; he favours the latter, since teachers have usually known 

their students for some time and therefore already have the information about 

their students’ achievements and needs. This opinion is supported by a report 

from the NAE, based on more than 22 000 survey answers about teachers’ 

opinions on the national tests. Ninety five per cent of the teachers teaching 

English, Civics, and Geography state that their own assessments of the stu-

dents’ achievements are, to a large or very large extent, consistent with the 

national test results (Skolverket, 2014). Looking specifically at English in 

compulsory school, data are found in a survey by the NAFS project regarding 

the national tests in 2018.  Ninety seven per cent of the teachers responding 

state that the national test, in general, gives results that are consistent with 

their own assessments of students’ competence to a fairly large or to a very 

large extent (Jochens & U. Jonsson, n.d.). 

In 2017, a common framework for national tests was formulated with the 

aim to regulate the joint work of the NAE and the various universities produc-

ing the tests. In the publication (Skolverket, 2017), the problem of multiple 

aims is mentioned: “In order for national tests to be designed and used for the 
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purpose of evaluation, it is important that these objectives are specified and 

that the complexity of the evaluation purpose is not hidden in a general for-

mulation” (Skolverket, 2017, p. 12, my translation). At the same time, the 

NAE stresses the importance for teachers experiencing the national tests as 

support for their teaching and work with assessment and grading, especially 

in light of all the extra work (Skolverket, 2014). 

The different subtests are fixed in time nationally, with the oral part (A) 

assigned to a period of five weeks at the end of the autumn term. It is a per-

formance test conducted in pairs for approximately twenty minutes, where the 

students develop and discuss a certain content, based on a given assignment. 

The NAE encourages co-rating and recordings as methods for quality assess-

ment but they are not mandatory. Currently, recordings are used by approxi-

mately 59 per cent of the teachers, while there is no data available for co-

rating. In support of the teachers’ assessment of student performance, four 

commented, authentic student conversations, so-called benchmarks are given 

at different levels. 

The next section concerns the subtests for reading and listening compre-

hension. In subtest B1, there are different types of texts such as stories and 

descriptions. The students read the texts and answer the questions by formu-

lating shorter or longer answers in English, or by multiple choice items. Some-

times there are texts with gaps to fill in. This part takes 70 minutes and after a 

break another 50 minutes are devoted to listening comprehension in subtest 

B2 where, for example, radio programmes, reports, and interviews are used. 

Students listen to the recordings and answer the same type of question-con-

structions as in B1. 

In subtest C, written production and interaction are tested, i.e., the ability 

to formulate and communicate in written English. The subtest consists of a 

written assignment that the students carry out individually. The students may, 

based on a given assignment, write a text with a specific purpose and a specific 

recipient. Students should express and develop content in the text during 45 

minutes. It is possible to use computers with the grammar and spelling func-

tion inactivated. Usually, the decision concerning which students are entitled 

to use computers is made by the special education -teacher together with the 

English teacher. The ambiguity of this decision is one of several reasons to 

introduce digitalised national tests in the near future (Regeringskansliet, 

2021a). 

2.10 Summary 

The Swedish context of teaching English in compulsory school is special in 

several respects, on the one hand, compared to other countries near and far 

where English is a truly foreign language in the society, and on the other, 
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compared to other languages or subjects within the national curriculum. Liv-

ing in Swedish society with its abundance of English for all age groups and 

activities affects the teaching and learning of English both within and outside 

the education system. Spoken by more people in Sweden than any of the five 

minority languages included in the Language Act (SFS 2009:600), the role of 

English is a combination of a foreign and a second language. English was in-

cluded as a compulsory subject in primary teacher education from 2011, most 

students appreciate the subject, and generally, Swedish students excel in in-

ternational comparison. As one of three core subjects, English is prioritised as 

a subject needed for admission to secondary education. A problem to 

acknowledge is the fact of a growing gap in English proficiency among stu-

dents; this is partly due to the fluctuating introduction of English over the first 

four years in compulsory school, and partly due to differing exposure to Eng-

lish in EE activities (Sylvén, 2022). 

The Swedish education system is subject to constant changes in policies 

and goals, even between election years. Moving in tandem with the rest of the 

globalised world and the forces of managerialism, effectiveness and account-

ability in the educational sector have brought a number of new and challenging 

assessment practices for middle school teachers. While teachers strive to me-

diate between the pedagogical needs of their students and the accountability 

needs of the education system, the assessment context is altered by curriculum 

revisions and change in assessment philosophies. School units where the lead-

ership takes this heavy workload seriously organise functional systems to sup-

port teachers, not least novices, in for example different forms of collegial 

learning and mentor programmes. In the case of implementing the national 

test, resources are organised so teachers can work and assess together, which 

results in increased quality in the assessments and grades. 
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3 Literature review 

There are years that ask questions and years that answer. 

― Zora Neale Hurston, Their Eyes Were Watching God 

 

The knowledge base drawn from different fields connected to assessment, 

identity development, novice teachers, and language teaching are all highly 

relevant in a research project concerning assessment identity development. 

The relationship between these fields can be seen in Figure 2 as a Venn dia-

gram, where assessment and identity share the area of assessment identity. 

Encompassing these three parts is the larger circle of language teaching in a 

multilingual context, as this context influences all other parts within the scope 

of this project. 

 

Figure 2 

 

Venn Diagram Outlining the Literature Review 
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Moving in on aspects within the three major parts of the Venn diagram, as-

sessment is looked upon from the perspectives of teacher beliefs and assess-

ment practices (3.1), language assessment literacy (LAL, 3.2), and teachers 

and validity (3.3). Identity is looked upon from the perspectives of language 

teacher identity (3.4) and novice language teachers (3.5), while, finally assess-

ment identity is looked upon through the lens of language teacher agency 

(3.6), and teacher assessment identity (3.7). 

 

The research fields composing the four different areas will be presented in the 

order mentioned, which means that the importance of teacher beliefs on class-

room assessment practices will come first, while language teaching in a mul-

tilingual context will sum up this chapter. 

3.1 Teacher beliefs and assessment practices 

The field of knowledge and beliefs of teachers has been researched within the 

area of teacher cognition for almost forty years. Woolfolk Hoy et al. (2006, p. 

715) mention the starting point from 1977 when Walberg discussed “teachers’ 

mental lives”. From the 1980s onwards, several aspects concerning teachers’ 

mental lives have been explored in tandem with the cognitive turn, shifting 

the interest from what teachers do to what they believe. Focusing on the cog-

nitive side of teaching created a paradigm where “teachers’ mental lives rep-

resent the ‘hidden side’ of teaching” (Freeman, 2002, p. 1). Teachers are also 

seen as “active, thinking decision-makers who play a central role in shaping 

classroom events” (S. Borg, 2015, p. 1). The development of topics within 

teacher cognition is described by S. Borg (2015) as beginning with decision-

making and teacher knowledge in the 1980s, moving towards knowledge, be-

liefs and learning to teach in the 1990s, and further to methodological issues 

in the study of teacher cognition in the 2000s. These later periods of research 

harmonise with the social turn and multilingual turn in psychology and edu-

cation. During the past two decades, the emotional aspect of teaching and as-

sessment has come to the fore, adding yet another important field of research 

(Barcelos, 2017; G. Brown et al., 2018; Day, 2011; Golombek & Doran, 2014; 

Martínez Agudo, 2018; Zembylas, 2003). Taken together, research on teacher 

cognition shows a multidimensional and mosaic phenomenon in which all 

parts are interrelated in the creation of teacher identities within their everyday 

practices (Alsup, 2019; Barkhuizen, 2017; Beauchamp & Thomas, 2009; 

Trent, 2015). 

In this project, teacher beliefs will mainly be looked upon from the per-

spectives of teachers’ conceptions of assessment (G. Brown et al., 2018; Ellis 

& Smith, 2017), and teacher assessment identity (Eckes, 2012; Looney et al., 

2018; Wiseman, 2012). Following G. Brown (2008), the term conception will 

be used referring to the general, usually implicit knowledge, a person has 
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about a phenomenon. Conception thus means the ideas, values, and attitudes 

towards what the participants think something is, how it is structured, and its 

purpose. A basic assumption is that conceptions are formed gradually through 

experience with the phenomenon. Conceptions of assessment would thus 

come from having had performances assessed as learners and these experi-

ences in turn, become the filtering mechanism by which a person’s reactions 

or responses to the phenomenon are shaped (Pajares, 1992). The individualis-

tic and complex side of teacher cognition is expressed by S. Borg as “charac-

terized as an often tacit, personally-held, practical system of mental constructs 

held by teachers and which are dynamic – i.e., defined and refined on the basis 

of educational and professional experiences throughout teachers’ lives” (S. 

Borg, 2015, p. 40). Beliefs and inner, often implicit, ideas that guide teachers 

in their everyday practices affect all areas involved in teaching, and as such, 

beliefs are also closely linked to teacher identity. 

A study by McMillan and Nash (2000) investigating classroom assessment 

and grading decision making found that teacher internal beliefs and values 

were cited as the most important influence on assessment decisions. As the 

authors were situated academically within the test and measurement domain, 

they found it interesting that the beliefs and values were not tied to measure-

ment principles, but more general beliefs and values about teaching and learn-

ing. Their model of teachers’ classroom assessment decision making is con-

structed around teacher knowledge, beliefs, expectations, and values. These 

are opposed to external factors influencing the decision-making rationale to-

gether with classroom realities, such as social promotion, absenteeism, dis-

ruptive behaviour, and heterogeneity. According to McMillan (2003, p. 36), 

assessment practices are the results of personalised “hodgepodge of influ-

ences” which teachers have difficulties in explaining. Two reflections made 

by McMillan that have stood the test of time are imperative for the current 

study: 

1) Assessment is much more subjective and even intuitive than is implied 

by the use of technical measurement concepts. 

2) Effective assessment decision making involves the complexities in-

volved with self-awareness of how their [teachers’] interpretations and 

judgements influence the assessment process. (McMillan, 2003, p. 39) 

 

Likewise, Jølle (2015) formulates a fundamentally relevant question for 

this project. Studying how 33 Norwegian teachers talked in pairs about the 

assessment of writing assignments from Year 8, he states: 

A key question was raised early in this paper: are possible inconsistencies in 

scoring an expression of rater incompetence or rater disagreement? If treated as 

the first, rater incompetence, it makes sense to strive for greater reliability, i. e. 

removing any ‘noise’ that leads to dissimilar practice. But treated as rater disa-

greement, the situation changes. Then it is not first and foremost a matter of 
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lack of shared assessment practice (although this is certainly part of the issue), 

but rather about rater values and/or rater choices within a professional judge-

ment practice. How this issue is treated is obviously important. (Jølle, 2015, p. 

471) 

 

Jølle points to the importance of paying more attention to teachers’ internal-

ised assessment practices that they carry with them into assessment situations 

in future teacher training. In other words, the assessment practices teachers 

use could be more effective if the teacher is clear about the assumptions and 

beliefs guiding assessment decisions throughout the whole process from the 

aim(s) to the interpretation and use of assessment results. 

In his study on teacher and student conceptions of assessment, G. Brown 

(2008) found that both cognitive and affective aspects were present in teacher 

conceptions of assessment. Both aspects were also framed in the wider context 

of teachers’ views on teaching and learning paired with their epistemological 

beliefs. With the cognitive aspect, Brown meant what teachers believe is true 

and false about assessment. These beliefs in turn, decide to what degree teach-

ers will absorb new knowledge. Teachers tend to adopt new knowledge, ideas, 

and strategies of assessment that are congruent with their conceptions of as-

sessment, while rejecting those that are not. The aspect of affect is also playing 

a part in this process. Teachers have mixed feelings about assessment and how 

it is used, and when these feelings are embedded in deeply held systems they 

are, to a greater or lesser degree, difficult to change. 

Brown, alone and with other scholars, has developed a self-report instru-

ment called the Teacher Conceptions of Assessment Inventory (G. Brown, 

2004, 2006). The starting point was a survey of sixty-five questions that were 

developed as part of his doctoral dissertation. The intention was to capture the 

multidimensional, and often contradictory, ways teachers think about assess-

ment, by statistically modelling teachers’ support for four contrasting pur-

poses of assessment. These include: 1) Assessment as improvement of teach-

ing and learning (Improvement); 2) Assessment as making schools and teach-

ers accountable for their effectiveness (School Accountability;3) Assessment 

as making students accountable for their learning (Student Accountability), 

and 4) Assessment as fundamentally irrelevant for the life and work of teach-

ers and students (Irrelevant) (G. Brown, 2006; G. Brown et al., 2010). The 

instrument was tested and validated using 1 216 primary school teachers from 

New Zealand and Queensland, Australia; the most striking result was the ho-

mogeneity in the responses, despite different schools and demographic back-

ground factors. Teachers looked positively at assessment as a tool for im-

provement but were more negative in their views on assessment as a way of 

making students responsible for their learning. None of them considered as-

sessment to be irrelevant (G. Brown, 2006), but later data emphasised the par-

ticularly strong tension between what teachers feel is best for students versus 

what is deemed necessary for school accountability (Harris & Brown, 2009). 
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It is also evident from Brown’s following studies (G. Brown et al., 2010; 

G. Brown, 2012; G. Brown & Gao, 2015; G. Brown & Remesal, 2017) that 

teachers show patterns of belief across the four dimensions. For example, dif-

ferences appear between different assessment cultures, where a dichotomy be-

tween strong and weak assessment cultures is mentioned. A strong assessment 

culture is usually characterised by its use of large-scale, standardised tests with 

a summative outlook, while a weak assessment culture in contrast is charac-

terised by small-scale, individualised assessment practices with a formative 

outlook51. In systems or contexts with a strong assessment culture, such as 

China and Ecuador, teachers provide positive support to a greater extent for 

the use of assessment as student evaluation, compared to teachers in systems 

or contexts with a weak assessment culture, such as New Zealand and Aus-

tralia. This result is summarised by Brown in the following words: 

Teachers’ conceptions of assessment are ecologically rational in that they re-

flect the legal, cultural, or social priorities placed on assessment for their work 

environment. […] This would mean that where high-stakes assessments are le-

gally introduced, teachers will probably adopt student accountability beliefs 

that may not be associated with improvement and where a low-stakes assess-

ment policy is implemented, teachers will probably adopt a robust improvement 

orientation, which will more strongly associate student accountability with ir-

relevance. (G. Brown, 2012, p. 15) 

 

This difference in teachers’ support for assessment is also bolstered by studies 

of teachers’ conceptions of assessment in different cultural contexts, but 

within the same geographical area, for example, Hong Kong and the south of 

China (G. Brown et al., 2010). Studies from other research fields such as as-

sessment literacy (AL) also support this observation (Tsagari & Vogt, 2017). 

An important result from all these studies is that teachers reject the notion that 

assessment is irrelevant. 

Teacher beliefs about the purpose of assessment are important in terms of 

how assessment is implemented in classroom settings (Brown & Remesal, 

2017). The difference in high- and low-stakes testing has thus been a huge 

field of interest. Madaus (1988), states in his third principle on the conse-

quences for measurement-driven instruction that: “if important decisions are 

presumed to be related to test results, then teachers will teach to the test” (Ma-

daus, 1988, p. 37). In a more recent study by Allal (2013), the psychological 

and social-cognitive aspects contribute to the understanding of teachers’ pro-

fessional judgement. The grading procedures developed by each teacher re-

flected personal choices about sources of information, about how to combine 

information and arrive at a judgement, and about ways of adapting their as-

                                                      
51 Also see Birenbaum (2016) on the discussion of an assessment culture versus a testing cul-

ture. 
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sessment procedures to take student specificities into account. However, un-

derlying these cognitive acts, it was generally possible to identify the socially 

situated nature of the practices as the results of negotiations between teachers, 

students, and colleagues together with the appropriation of institutional rules 

and resources. 

In an effort to analyse what could be perceived as the rigidness of account-

ability assessment, Inbar-Lourie and Donitsa-Schmidt (2009) investigated the 

hurdles of using alternative assessment among Israeli teachers of English as a 

foreign language. They used a model from Hargreaves et al. (2002), where the 

four perspectives of reasons underlying decisions about teachers’ assessment 

practices make an honest effort to understand, not only the frequency of use, 

but the values and epistemological beliefs involved. The four perspectives are: 

1) technological (frame factors of time, organisation, resources, expertise and 

expectations); 2) cultural (school culture and collaboration of different stake-

holders); 3) political (power, authority, competing interests and bureaucratic 

interference); and 4) postmodern (questioning of the authenticity, reliability 

and validity of assessment beliefs and practices) (Inbar‐Lourie & Donitsa‐

Schmidt, 2009, p. 188). 

Results show that despite an overall positive outlook on continuous use of 

alternative assessment practices that allow the flexibility needed for their di-

verse classrooms (cultural factor), the technical factor was the most predomi-

nant for the use of alternative assessment. Lack of time together with the ne-

cessity of training to conduct alternative assessment were reasons expressed. 

Regarding the postmodern factor, teachers questioned the psychometric prop-

erties of alternative assessment tools and shared a distrust towards the authen-

ticity of students’ work based on alternative assessment tasks outside of 

school. The political perspective was the only perspective which was not sig-

nificant in predicting teachers’ use of alternative assessment. The outcomes of 

this study point to the complexities of teachers’ decision making for classroom 

practices. The authors raise the question whether top-down authorities 

acknowledge the full complexity of this process when attempting to include 

alternative assessment practices as part of the external measures, and when the 

desired washback effect on classroom assessment fail to appear. 

Giving an example of the ways that teachers’ beliefs about learning and 

assessment affect classroom practices, Nikolov (2017), describes common 

false beliefs held by Hungarian primary school teachers of English. Nikolov’s 

work aimed at evaluating a framework drawn up to define the aims and prin-

ciples of early English education in Hungary. Three hundred new diagnostic 

tests with twenty tasks based on this framework were piloted and validated by 

2173 students and 61 teachers, in Year 1 and 6. The teachers commented on 

each task and the data set revealed an influential belief that children know and 

can do only what they have been formally taught. Many teachers left out tasks 

with an unknown vocabulary item – “they can’t do it” (Nikolov, 2017, p. 261). 

When children worked out the meaning, teachers commented the guessing 
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negatively. The students were thus not allowed to use their inductive reason-

ing skill, guessing meaning in context. Many teachers also made negative 

comments on tasks that were designed as open, thus allowing for multiple in-

terpretations and answers. The teachers wanted one correct answer and missed 

out on the opportunities of talking more about these diverse answers. 

Another example of how beliefs affect classroom practices is seen in the 

quantitative study by Daniels and Poth (2017). They examine the relationships 

between 388 Canadian student teachers’ conceptions of assessment and their 

intended approaches to classroom instruction and assessment. Their results 

highlight at least two critical circumstances that are related to teacher educa-

tion. First, there is an implication that despite receiving instruction and mod-

elling with the information that teaching and assessment should be integrated, 

the sample of student teachers see them as distinct processes (see DeLuca & 

Klinger, 2010, for supportive evidence). Second, there seems to be a need for 

a more realistic instruction of the complexities and dilemmas with assessment 

that lie ahead, as an overly positive approach will not be enough when working 

as a novice teacher. 

In the Swedish context, a recent publication by Sandlund and Sundqvist 

(2021) shows the close relationship between rater cognition, and rater iden-

tity. The material analysed comes from teachers’ group discussions about as-

sessing the National English Speaking Test for Year 6 and 9, as part of re-

search and professional development projects. Sandlund and Sundqvist found 

that severity is not only connected to strictness, but also to insecurity: “sever-

ity is accounted for as a safer option, which in turn implies that leniency runs 

the risk of accusations of unprofessionalism” (Sandlund & Sundqvist, 2021, 

pp. 156–157). Sandlund and Sundqvist’s study also highlights the prerequisite 

of a social climate for effective moderation, where teachers feel safe “outing 

their rater profiles to each other” (Sandlund & Sundqvist, 2021, p. 143). In the 

next section, the focus is on the attempts that have been made to capture the 

skills a competent language teacher will need to make qualitative assessments. 

3.2 Language assessment literacy  

The evolution of AL over the past fifty years has moved from skills to skills 

+ knowledge, to skills + knowledge + principles, and further. Skills are needed 

in methodology regarding item writing, statistics, test analysis and familiarity 

with online resources for delivery, analysis, and presentation. Knowledge is 

needed as background in measurement, language description and context. 

Principles refer to how tests are used, their fairness and impact, as well as 

questions of ethics and professionalism (Davies, 2008). 

Literacy is a notion that has followed the sociocultural turn. This means 

extending its meaning to encompass the person who reads and writes and the 
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context in which it occurs (Gee, 2011). As representatives of the first genera-

tion of literacy researchers, Scribner and Cole (1981) state that literacy is “not 

simply knowing how to read and write a particular script but applying this 

knowledge for specific purposes in specific contexts of use” (Scribner & Cole, 

1981, p. 237). In parallel with technological advances in contemporary socie-

ties, the second-generation researchers have incorporated multimedia usage in 

the meaning of literacy. This expanded definition of literacy also applies to 

AL, as more and more assessment practices go online. It is futile to make a 

comprehensive list of everything that is included in the notion of AL, although 

Fulcher’s (2012) attempt is widely quoted. In Inbar-Lourie’s (2008) wording, 

AL is more oriented towards an informed performance level which means 

“having the capacity to ask and answer critical questions about the purpose 

for assessment, about the fitness of the tool being used, about testing condi-

tions, and about what is going to happen on the basis of the results” (Inbar-

Lourie, 2008, p. 389). 

In order to create a shared knowledge base of AL, the Standards for 

Teacher Competence in Educational Assessment of Students was published in 

1990 (American Federation of Teachers et al., 1990). Seven standards were 

agreed upon, each covering an area of knowledge and skills needed for teach-

ers to be assessment literate. The standards have had an unpaired effect on 

subsequent standards and guidelines all over the world, but as Brookhart 

(2011) states, they need to be updated with knowledge and skills regarding 

formative assessment as well as knowledge and skills needed for teachers to 

be able to work successfully in what is often referred to as the era of account-

ability. A certain amount of introspection is also part of the necessary update, 

as teachers need to be aware of their own assumptions and beliefs about lan-

guage assessment, in order to make sense of themselves as assessors (Inbar-

Lourie, 2013; Scarino, 2013; Y. Xu & Brown, 2016). 

All of these essential additions are sometimes seen as a result of the shift 

from a psychometric approach to assessment to an educational one, i.e., from 

a testing culture to an assessment culture (Popham, 2009). Not only is this a 

shift that expands the notion of testing when sociocultural aspects are in-

cluded, but it is also a change on a deeper level, when the underlying assump-

tions on learning and teaching are different from those underpinning the ones 

of psychometrics. The move was from a traditional view on intelligence as an 

innate, fixed, and observable characteristic towards an understanding that all 

children can learn depending on input and motivation. As Gipps states, “as-

sessment is not an exact science” (Gipps, 1994b, p. 288), which makes the 

changed view so profound that it amounts to a paradigm shift. With the mas-

sive focus on testing and assessment all over the world, specialisation in the 

field of testing and assessment separates large groups of stakeholders, rather 

than bringing them closer to each other. For example, McMillan (2003) and 

Davies (2008) are both concerned about the alienation between measurement 
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specialists and teachers’ assessment decision making, and advocate cross-pol-

lination that would benefit both communities. Gipps’ (1994a) broader defini-

tion of educational assessment that focuses on using assessment as enhance-

ment of good quality learning is an effort to close this gap. 

Good assessment elicits quality performance within a defined context. It 

follows, that good assessment varies depending on subject context, which 

makes it possible to explore different assessment literacies. Definitions of 

LAL are rooted in general education AL literature. Stiggins (1991), who first 

coined the term AL, identified an assessment literate person as one who can 

distinguish between excellent and poor-quality assessments and who applies 

that knowledge to make informed inferences about student achievement. Since 

then, the language assessment community has noted that LAL should be con-

sidered separately from general AL because of the “unique complexities that 

are entailed in the testing and assessment of linguistic skills, knowledge, and 

communicative competence” (Harding & Kremmel, 2016, p. 414; see also 

Jeong, 2013; Poehner & Inbar-Lourie, 2020; Scarino, 2013). However, defin-

ing the watershed separating AL from LAL is still not accomplished. As Inbar-

Lourie (2013, 2017) explains, there are ongoing discussions on both where to 

set the boundaries of knowledge, skills, and principles in language testing, i.e., 

what specific assessment knowledge is needed to define the term, and which 

stakeholders involved in LAL to include. L. Taylor (2013), for example, iden-

tifies four stakeholder profiles involved with LAL: test writers, classroom 

teachers, university administrators, and professional language testers. 

Classroom teachers are by far the largest group of assessment consumers, 

but by including other stakeholders, the divide between the testing culture, 

characterised by the use of high-stakes standardised tests, and the learning 

culture, characterised by low-stakes contextualised assessment practices, can 

be bridged (Davies, 2008; Inbar-Lourie, 2008; Shepard, 2000). The European 

Association for Language Testing and Assessment (EALTA) addresses both 

the testing and assessment communities, with the “wishes to serve the needs 

of a very broad membership” (EALTA, 2006, p. 1). With the aim to formulate 

guidelines of good practise, survey-answers from students and teachers in ten 

countries52  were collected. The open responses to the questions on good and 

bad language test/assessment, helped in defining the EALTA Guidelines for 

Good Practice in Language Testing and Assessment (2006). The guidelines 

are available in 35 languages and focus on three audiences: those involved in 

teacher training, teachers, and those involved in test development on national 

or institutional level. In the two reports on the needs analysis performed by 

EALTA (Hasselgreen et al., 2004; Huhta et al., 2005), findings “leave no 

doubt that there is a need, among all stakeholder groups, for more formal ed-

ucation and training in LTA [Language Testing and Assessment], and that 

                                                      
52 Bulgaria, Estonia, Finland, Hungary, Norway, Poland, Slovenia, Spain, Sweden, United 

Kingdom. 
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this, currently is not being catered for in European education systems” (Has-

selgreen et al., 2004, p. 13). 

Following the EALTA findings, other research supports the evidence for 

professional need among stakeholders of testing and assessment (DeLuca & 

Klinger, 2010; Fulcher, 2012; Vogt & Tsagari, 2014). In the EU-funded TALE 

project (Teachers’ Assessment Literacy Enhancement), a joint effort from 

scholars in six European countries has worked to create LAL resources, both 

printed in a handbook and online training materials. As the authors state, new 

developments in foreign language teaching as well as European policies on 

language learning, require new competences of teachers. Examples with a 

formative assessment mindset that require new forms of assessment are, for 

example, the European Language Portfolio, as well as self- and peer-assess-

ment (Tsagari et al., 2018). Scholars involved in the TALE project have also 

published findings from linking learners’ perspectives on language assess-

ment practices to teachers’ TALE, where the results show that assessment 

practices vary with context, and that learners’ levels of involvement in class-

room-based language assessment is dependent on teachers’ LAL levels (Vogt 

et al., 2020). Vogt et.al., conclude that one way to enhance learners’ under-

standing of LAL would be to “provide teachers with context-sensitive training 

measures […] taking into account their ‘assessment life-worlds’ (Scarino, 

2013, p. 316), as well as considering their experience in assessment” (Vogt et 

al., 2020, p. 316). 

One example of integrating the assessment life-worlds of teachers in the 

construction of classroom-based assessment was done by Levi and Inbar-

Lourie (2020) in connection with a (one term) thirty-hour in-service training 

about AL. The question was if the teachers would include their expanded com-

prehension of assessment with their subject specific knowledge, i.e., current 

language-learning constructs. The sample consisted of 16 language teachers 

of English and Hebrew (L1 and L2) who were asked to produce a test and a 

performance task with accompanying subject-specific criteria. The results 

among these teachers who had been teaching 10 – 28 years show both diffi-

culties to go beyond the model of the local Israeli external proficiency tests, 

and to integrate visual, technological or multilingual materials recommended 

in current language teaching pedagogy. Seen in the light of the examples 

above, it seems clear that developing LAL takes time. Nevertheless, the 

needed new competences are often notable by their absence in teacher training 

and overall infrastructure for language teachers (Stabler-Havener, 2018). 

In line with a more inclusive understanding of LAL, Pill and Harding 

(2013) suggest that LAL should be seen as a continuum. They have adopted 

and adapted the five proficiency levels from Bybee’s work on scientific liter-

acy (1997) and Kaiser and Williander’s work on mathematical literacy (2005). 

The proficiency levels are: 1) illiteracy (ignorance); 2) nominal literacy (basic 

knowledge with some misconceptions); 3) functional literacy (sound, basic 
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understanding; 4) procedural and conceptual literacy (understanding and us-

ing central concepts); and 5) multidimensional literacy (extended knowledge 

beyond ordinary concepts) (Pill & Harding, 2013, p. 383). Although this 

model fits into the discussion on how much AL different stakeholders need, 

the stated steps of development do not specify this. Instead, L. Taylor (2013) 

combines the eight dimensions of LAL with the five proficiency levels: 

knowledge of theory, technical skills, principles and concepts, language ped-

agogy, sociocultural values, local practices, personal beliefs/attitudes, and 

scores and decision making. In this way, her model can differentiate between 

the LAL needs of different groups of stakeholders (Taylor, 2013, p. 410). 

Another effort to expand the notion of teacher AL so as to fit the complex-

ities of assessment and to suit actual needs of teachers has been made by Y. 

Xu and Brown (2016). After conducting a scoping review of a hundred studies 

of teacher AL, they propose a conceptual framework that they call Teacher 

Assessment Literacy in Practice. Their model is in the form of a pyramid with 

assessor (re)construction as the top level representing the ultimate goal. Y. Xu 

and Brown explain this from the perspective that teacher identity (re)construc-

tion exists throughout teachers’ professional life, as teacher identity (re)con-

struction is a natural consequence of teacher learning. Awareness of the self 

in a larger context comes with reflection and daily teaching activities (Beau-

champ & Thomas, 2009; Beijaard et al., 2004). Thus, when teachers learn 

about assessment, they simultaneously make sense of their identities as asses-

sors and how their educational decisions in assessment can make a difference 

for their students. Their balancing act with responsibility of both accountabil-

ity and learning purposes of assessment has the positive possibility of empow-

ering teachers to (re)claim their ownership of assessment practices (Wyatt‐

Smith et al., 2010). Y. Xu and Brown (2016) hope that if teachers begin to 

construct their assessor identity consciously, it is likely that they will change 

their practices and conceptions of assessment accordingly. The work by L. 

Taylor (2013) and Y. Xu and Brown (2016) thus stand out from the rest, as 

their models include the role that teacher conceptions about assessment play 

in shaping (L)AL. 

 One obstacle in gaining empirical evidence of the possibility for change 

through reflective and reflexive assessor identity building is the fact that this 

process, like any other, takes time and is therefore complex to investigate with 

the time-limited funding of researchers. One example however, is the study 

by H. Xu (2017) who followed four Chinese teachers for the first three years 

of the profession. The focus of the study was to examine which assessment 

practices these novice elementary and secondary school teachers used, how 

these changed over time and how these changes affected adjustments in teach-

ing. Xu found that the development followed three stages: learning specific 

practical techniques for classroom assessment (with the help of colleagues), a 

growing insight into how classroom assessment can be linked to teaching ob-
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jectives encompassing the usefulness of the assessment, and a clear link be-

tween assessment results and necessary changes to the teaching. The results 

show that it takes time to develop AL. The last step of H. Xu’s study was not 

detected until the end of the third year that the newly graduated teachers 

worked. Only two of the four teachers showed that they used improvised form-

ative assessments in the third and final phase. Considering the summative, 

test-oriented assessment culture of China, the results are yet to be challenged 

or sustained by future research. However, the results are supported by other 

research findings showing that teaching experience matters for AL. For exam-

ple, Coombs et al., (2018) found that teachers with five or more years of teach-

ing experience began using more formative and differentiated approaches to 

assessment. 

Since the advent of a definition of LAL, the lists of competences that a 

language assessment literate teacher should possess have given way to issues 

such as the importance of context and what is brought into that context by the 

stakeholders involved (Scarino, 2013); or the understanding of tensions 

caused by different epistemological paradigms of testing and assessment cul-

tures (Inbar-Lourie, 2008). Both are examples of aspects where language 

teachers’ opinions should be sought after (Inbar-Lourie, 2017; Shohamy, 

2001). As Inbar-Lourie (2017) states, the only way ahead to create meaningful 

assessment solutions for the complexities of language use in a globalised 

world, is to mix the expertise of language assessment with the local context. 

Likewise, Scarino (2017) stresses the fact that it is through language teachers 

that major changes in the classroom can occur. Language teachers, who use 

communication and understanding both within and across languages and cul-

tures in the contemporary multilingual classrooms, are the ones working to 

meet the demands of “developing a clear understanding of the construct in its 

most contemporary representation, and a sophisticated kind of assessment lit-

eracy” (Scarino, 2017, p. 19). This brings the issue of validity to the forefront, 

both in theory and in practice. 

3.3 Teachers and validity 

During the evolutionary development of validity theory, from approximately 

the 1920s until today, the intellectual divide in understanding and defining the 

concept of validity relates to seeing validity either as a pure measurement 

quality, or as a quality with social adherence. On the one hand, there is the 

minimalist and static view that “a test is valid if it measures what it purports 

to measure” (Borsboom et al., 2004, p. 1061; Guilford, 1946; Kelley, 1927). 

On the other hand, there is the more holistic and flexible view that “validity is 

an inductive summary of both the existing evidence for and the potential con-

sequences of score interpretation and use” (Messick, 1989, p. 13). Both views 
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are mixed within the educational setting among the different stakeholders in-

volved in the practical realisation of different tests for different purposes. 

Therefore, it is important to map the different views and trail their origin back 

to different academic areas with divided designs to meet distinctive aims. 

The theoretical move from correlation of test scores (Guilford, 1946) to an 

argument-based approach to validation (Bachman, 2005; Cronbach, 1971; 

Fulcher, 2015; Kane, 2006a, 2006b; Koretz, 2009; Messick, 1989) has been 

more zigzag than linear when moving in between different paradigms. In a 

broad sense, the debate on whether to see validity in a purely psychometric 

sense, or to include the consequences of testing together with a number of 

other social realities (such as, for example, washback, test wiseness, affect and 

ethics) into a unitary concept, is still wide open. This is especially true within 

the field of foreign language assessment where performance tests challenge 

the conventional views on validation (Cronbach, 1971; Cronbach & Meehl, 

1955; Cureton, 1951; Messick, 1989). As Chapelle (1999) states: “the largest 

challenge for validation in language testing is to adapt current understanding 

of validity from the measurement literature into the practices in second lan-

guage classes, programs, and research” since “researchers in measurement are 

seldom the ones in the position to construct language tests for classrooms” 

(Chapelle, 1999, p. 264). 

Looking more closely at the concepts of validity and validation from the 

viewpoints of the two opposing positions, reveals very different epistemolog-

ical grounds. One is free from any clutter of “theoretical baggage” (Popham, 

1997, p. 11) and “superficial epistemological characteristics that are irrelevant 

to the validity issue” (Borsboom et al., 2004, p. 1063), thus avoiding any “per-

version of the scientific underpinnings of measurement” (Mehrens, 1997, p. 

18). The overall idea is to keep the stringency in measurement theory intact. 

Score interpretation, use and consequences that are heavily value laden and 

political, are important to discuss, but the consensus is that this is best done 

off centre stage. As Mehrens (1997) points out, one of the problems of adding 

consequences of the use of test scores to the notion of validity “is that a test 

score therefore may be considered invalid for making an inference about a 

construct, when, in fact, the inference would be accurate” (Mehrens, 1997, p. 

17), which interestingly enough, is exactly one of the arguments coming from 

the opposing side of the debate. If reality differs from theory, and theory is 

incapable of describing and predicting reality, then a theoretical notion such 

as validity must be made more sophisticated. 

The catch question is exactly why the test score is seen as invalid despite 

sound inferences. In their 1955 paper, Cronbach and Meehl state that the “in-

tegration of diverse data into a proper interpretation cannot be an entirely 

quantitative process” (Cronbach & Meehl, 1955, p. 300), and Messick (1989) 

takes this argument further when advocating for the need for an extended, yet 

unified concept: “Fact, meaning, and value are [...] quintessential constitutes 

of the evidence and rationales underlying the validity of test interpretation and 
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use” (Messick, 1989, p. 16). In reply to Mehrens’ point on the ambivalence of 

inferences above, Messick (1989) states that “different types of errors may be 

differentially important to the decision makers, so that the values of different 

outcomes in the applied setting need to be taken into account in gauging the 

utility of the test scores” (Messick, 1989, p. 78). This means not only that the 

answer to why becomes important, but also in what ways test scores can be 

seen invalid despite sound inferences. 

Taking a more panoramic view on applied assessment means acknowledg-

ing the fact that “the factors that can undermine the warrant for scoring of the 

observed performance are as numerous as the things that can go wrong in ad-

ministering and scoring an assessment” (Kane, 2006a, p. 35). Kane admits that 

mathematical models are helpful to some extent, but many issues at the heart 

of interpretations and decisions about test use occur outside the safe area of 

deductive inference. The solution proposed by Bachman (2005) and Kane 

(2006a), for example, would be to follow a validation process in order to come 

to an assessment-use argument which would then represent the best possible 

understanding of the validity of the specific case. Since there can be no abso-

lute standards, and test scores have endless implications, this is as far as pos-

sible to go (Cronbach, 1971; Guilford, 1946). 

Here is also the time and space to bring up the feasibility aspect of validity. 

Assignments and tests must be reasonable in type and time in order to be car-

ried out, and to be able to generate results that promote a fair account of what 

is being assessed. The concept of feasibility definitely separates education 

measurement experts and education teaching experts. Teachers, or as Popham 

(1997) names them, “run-of-the-mill educators”, cannot escape the consider-

able variability of classroom assessment validation. 

FL teachers of today work in an intense environment literally bursting with 

different standards and ceaseless ramifications of assessment. On the one 

hand, they must take the consequences of assessment vis-à-vis the wellbeing 

and development of their students. On the other hand, they must relate to ed-

ucation policies, accountability systems and standards-based reporting. The 

professional teacher thus needs to find a reassuring and pragmatic combina-

tion between the individualised, narrative interpretation of test scores and the 

cohort-and standards-based reporting system. In many cases, this also means 

being able to combine an inclusive interpretation of all student performance 

with the aim of getting all students to achieve at their best, while simultane-

ously focusing selectively on towing the “bubble kids” (Koretz, 2009, p. 195) 

i.e., students believed to be on the threshold of passing, over the borderline to 

pass. How well they succeed with these compromises and multiple skills will 

determine the shape and form of their foreign language assessment identity. 

Classroom assessment environment is intense because teachers work more 

and more within an accountability system, which means that they must explain 

and justify their assessments to various stake holders. Kane (2006a) points to 
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the crux of the matter when he remarks: “Just as teacher judgments can sup-

port challenges to test scores for individual students, test scores can support 

challenges to teacher judgments” (Kane, 2006a, p. 50). Working within an 

accountability system, and using standards-based reporting is “seriously prob-

lematic”, according to Koretz (2009).  Reported test performance may be af-

fected by different trends resulting in exaggerated or diffused parts of what is 

reported. He continues with ascertaining that standards-based reporting: “can 

create highly undesirable incentives for teachers” (Koretz, 2009, p. 183), such 

as falling in the trap of assessing what is easily assessed. The question is in 

which space teachers and measurement experts can meet regarding the under-

standing of validity. 

As Kane (2006a) points out (and others before him, Cronbach, 1975; Toul-

min, 2001), teachers’ interpretive arguments for classroom assessments rep-

resent “informal version[s] of theory testing in science” (Kane, 2006a, p. 48). 

The conceptual frameworks of teachers assist them to develop theories that 

generate expectations about what is more or less likely to occur in a specific 

context. To be able to expand the knowledge about the variation in test-taker 

response in different groups of students, teachers make use of various social 

aspects of validity, besides repeated and varied measurements, and over the 

years of experience making use of a larger sample of the universe. In this 

sense, the validity concept would cover the common grounds with the terms 

“overall quality”, meaning “reliability, predictive adequacy and absence of 

bias” as proposed by Borsboom et al. (2004). Overall quality can be used fruit-

fully both in a scientific and a pragmatic setting. 

In addition to the obvious risk of teachers narrowing the curriculum by only 

teaching what is going to be tested, teachers in recent studies confess to the 

dilemma of adapting to contrasting views on what constitutes a professional 

teacher. When Mickwitz (2015) analysed how a professional, grading teacher 

is constructed at policy and at practise level, and how these constructs can be  

understood in relation to each other, she was able to trace the move from an 

autonomous “responsible professional teacher” in the 1990s, towards a type 

of professional teacher who is “defined through the nature of the students’ 

results” in the 2000s (Mickwitz, 2015, p. 284). The teachers’ stories revealed 

that they were aware of the top-down construction of the teacher, as someone 

carrying out the more formal regulations and control recommended by school 

policies. In contrast, autonomy was central to being able to work as a profes-

sional in teacher practice. Teachers seemed to be conscious about the disa-

greement in aims between the political function of grades and the pedagogical 

function of assessment. Other results are even more serious, showing that 

school staff often perceive themselves discredited when test results are pref-

erably used in external analyses of the school rather than internally (Bonnevier 

et al., 2016). 
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3.4 Language teacher identity 

Following postmodern thinking, the subjectivity of the subject is multifaceted 

and in constant being, making and re-making. Gee (2000)  explains the lack 

of a single core and personal identity in these words: “Being recognized as a 

certain ‘kind of person’, in a given context, is what I will mean by ‘identity’.  

In this sense of the term, all people have multiple identities connected not to 

their ‘internal states’, but to their performances in society” (Gee, 2000, p. 99). 

In communication, people use their individual registers of identities and em-

bedded language repertoires as do foreign language teachers; furthermore, 

their students do this in the trialogue with peers, teaching personnel, and the 

education context. Teaching English in a multilingual educational setting in 

compulsory education, puts the link between identity and language in focus 

(Barkhuizen, 2017; Cheung et al., 2015; Spolsky et al., 2014; Van Lier, 2010). 

Teachers’ professional identity emerged as a research area in the period 

1988–2000 (Beijaard et al., 2004) and has now become a distinct research area 

within teacher education. Because of the growing interest in how teachers 

cope with identity development, the meaning and scope of teacher identity is 

still nebulous. As Beijaard et al. state in their literature overview from 2004, 

several studies on teachers’ professional identity do not offer any explicit def-

inition, and when it is given, different aspects are highlighted. Some studies 

concern identity formation within specific groups of teachers, others focus on 

personal and social influences on student teachers’ professional identity for-

mation; yet another angle is to describe the tension between person and con-

text in the process of professional identity formation. The only common con-

sensus in the empirical material seems to be that professional identity is not a 

stable entity, but an “ongoing process of integration of the personal and the 

professional sides of becoming and being a teacher” (Beijaard et al., 2004, p. 

113). The fact that teacher identity must be seen as a constantly ongoing pro-

ject has since then been pointed out countless times by researchers in the field 

(Barkhuizen, 2017; Cheung et al., 2015; Richards, 2016; Ruohotie-Lyhty, 

2013; Trent, 2015). As Golombek (2017) proposes, an alternative construct of 

teacher identity would be “identity-in-activity” (p.153). This construct would 

allow analysis on both micro level, what the teacher and students do in the 

classroom and why, and on macro level, how that teacher is positioned in a 

discourse by sociocultural, institutional, and historical factors. 

As Akkerman and Meijer (2011) advocate, the dialogical aspect of identity 

offers a more “elaborate approach to teacher identity, conceived of as both 

unitary and multiple, both continuous and discontinuous, and both individual 

and social” (Akkerman & Meijer, 2011, p. 308). Since learning to teach is an 

active process, where the engagement in authentic teaching activities is cru-

cial, teacher identity is shaped and reshaped depending on these teaching sit-

uations (Beauchamp & Thomas, 2009, 2011). These teaching situations in-

clude the overall school context as “teachers learn to internalize and enact 
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roles and norms assigned to them by the school culture through what are con-

sidered ‘appropriate’ expressions and silences” (Zembylas, 2003, p. 225). At 

the same time, identity construction is a deeply personal matter, “often emo-

tionally charged in ways that are rarely recognised in formal teacher education 

programs” (Johnson, 2015, p. 518). Teacher identities are also moulded in the 

imaginary. For example, Day, Kington, Stobart and Sammons (2006) found 

that teachers “will define themselves not only through their past and current 

identities as defined by personal and social histories and current roles but 

through their beliefs and values about the kind of teacher they hope to be” 

(Day et al., 2006, p. 601). 

Lortie (2002) points to the paradox that at the same time as novice teachers 

are socialised into a community of practice, the development of professional 

competence of teachers is characterised by a self-made approach. This para-

dox results in a reality where there is a built-in tension between external, for-

mal knowledge in the teaching context of the school, the subject and the age 

group of students, and inner knowledge related to the different roles a teacher 

upholds in everyday teaching practices, for example, inspirational source, 

driven manager, assessor, and empathetic parental figure. An example is a 

study by Remesal (2011) exploring the intrinsic tension between the by-de-

fault co-occurrence of both pedagogical and societal functions of assessment 

in school. Having multiple teacher identities in interaction with the working 

context of subject matter, students, colleagues, authorities and beliefs about 

these, simultaneously playing on factors such as biographies, motivations, be-

liefs and imagined identities (Kanno & Norton, 2003), is usually unproblem-

atic. When problematic, these identities can be conflicting, not necessarily 

representing the teacher’s pronounced beliefs, personal theories and pedagog-

ical principles (S. Borg, 2015; Edwards & Edwards, 2017). What teachers be-

lieve and what they actually do are thus two separate things (Barnard & Burns, 

2012; S. Borg, 2013, 2015; S. Borg et al., 2014). The balancing and combining 

of identities mean that teachers inevitably grapple with tensions in their teach-

ing. This can lead to major confrontations and gruelling compromises in class-

room practices. Geographical-cultural examples are, for example, from Korea, 

within a Confucius-Asian context (Han, 2017; Kim, 2011), or New Zealand 

within the Maori community (Edwards & Edwards, 2017). 

Since research on student and novice teachers has expanded in recent years, 

there are many descriptions of the reality shock experienced when beliefs of 

teaching and imagined identities clash with the reality of teaching (Beau-

champ & Thomas, 2011; Day, 2011; Kalaja et al., 2015; Malmberg & Hagger, 

2009; Ruohotie-Lyhty, 2013). As an example, Ruohotie-Lyhty (2011) notes 

the pressure on novice teachers when school principals, other teachers at 

school and certain students expect them to teach using certain methods op-

posed their own preferences. Another connected area prone to cause inner 

conflicts is when teachers have to conform to new reforms (Bayar, 2014; Inbar 

& Levi, 2020; Lasky, 2005; Skolverket, 2015c). 
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The fact that teacher identity formation is dynamic does not mean that it is 

linear, or that it is progressing by fixed stages. On the contrary: 

The architecture of teachers’ professional identities is not always stable, but at 

certain times or during certain life, career and organisational phases may be 

discontinuous, fragmented, and subject to turbulence and change in the contin-

uing struggle to construct and sustain a stable identity. (Day et al., 2006, p. 613) 

 

In this description, teacher identity development seems to hinge on eruptive 

and dramatic events, but this picture is contested by more recent research. For 

example, Kalaja (2017) states that development in teacher identities has been 

viewed as if caused only by major changes on an organisational level, such as 

curriculum or policy revision and not as something occurring naturally in eve-

ryday classroom practices. Her conclusion is that teacher identity development 

is, for example, a result of the teachers’ “sense of agency, regulation of emo-

tions, or beliefs” (Kalaja, 2017, p. 202). When she discusses future research, 

she also points to the need to reconsider the underlying assumptions that teach-

ers go through fixed stages during their careers. Instead of comparing novice 

and experienced teachers, she sees the need to follow a group of teachers over 

extensive periods of time. Yayli (2015) notes other challenges too. She men-

tions that not many studies ask teachers to describe their identities. She also 

states that most studies on language and identity are conducted within pre-

dominantly English-language native-speaker settings with few studies con-

ducted in locations where English is a foreign language. 

As seen, a wide range of interconnected factors shape teachers’ identities, 

which affect classroom practices. Language teacher identity, among many as-

pects, is both dependent on the teacher’s language(s) and the language(s) s/he 

teaches, why the identity of the language teacher is at the intersection of the 

inner, personal biography and the outer, local socio-educational context 

(Barkhuizen, 2017). A more complex structure is put forward by Benson 

(2017) who states that language teacher identity “is not just a sense that I am 

a language teacher. It is also a highly individual sense of the kind of language 

teacher that I am” (Benson, 2017, p. 21). Benson distinguishes six main as-

pects holding the complex construct of language teacher identity: 1) embodied 

identities we are born with; 2) reflexive identities meaning personal views of 

ourselves; 3) identities projected in interaction with others; 4) identities rec-

ognized by others; 5) imagined future identities; and 6) identity categories as 

a social construct (Benson, 2017, p. 20). 

Not surprisingly, contemporary researchers often stress the futility in sep-

arating identity as a language teacher from identity as an individual 

(Barkhuizen, 2017). For example, this view is supported by an early study by 

Nias (1989), as reported by Day et al., (2006) investigating the relationship 

between teachers’ cognitive and emotional selves. Even though the study ex-
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plores the identities of primary teachers and not specifically language teach-

ers, the findings are still relevant for the current study. Firstly, the process of 

incorporating the identity of teacher into the individual self-image takes time, 

and secondly, a majority of the three hundred participating teachers from a 

hundred schools linked “being a teacher” with “being yourself” in the class-

room and school (Day et al., 2006, p. 604). This would explain the common 

expression in everyday speech that someone is a teacher instead of working as 

one. 

As Trent (2015) states, more recent research of teacher identity not only 

accentuates the role of temporality, but also that of spatiality. As teacher iden-

tity consists of multiple, simultaneous identities, which constantly change 

across both space and time, the variables are infinite. Personal identity, social 

identity and wished identity move back and forth along the axis of time, and 

are influenced by the immediate task at hand and the feelings associated with 

this. At the same time as teachers can negotiate their identities on different 

levels, they have to conform to the role of being a teacher and the authority 

within society that is given to this role (Schirmer Reis, 2011). This performa-

tive aspect of teacher identity is verbalised by Barkhuizen (2017), when he 

says: “It is now widely recognized that language teacher identities are not 

something teachers possess, like an object, but rather something they do or 

perform [---]. Teachers perform being teachers” (Barkhuizen, 2017, p. 6). 

Although it seems impossible to separate language teacher identity from 

other identities in the repertoire of the language teacher subject, there are ex-

amples of research trying to investigate what characteristics differentiate lan-

guage teachers from teachers of other subjects. In a study from 2006, S. Borg 

sets out to extend the meaning of what it means to be a language teacher. When 

asking more than 200 practicing and prospect language teachers from different 

contexts as well as specialists in Mathematics, History, Science, and Chemis-

try, the findings showed that language teachers are indeed seen as distinct. 

This included the nature of the subject, the content of teaching, the teaching 

methodology, teacher-learner relationships, and contrasts between native and 

non-native speakers. This is how one informant commented on the nature of 

language and the demands to keep up to-date: 

Other sciences like mathematics and physics have rules, which have been writ-

ten in ancient times by mathematicians such as Pythagoras. These rules do not 

change; neither do the laws of physics. But language has a flux. It is constantly 

developing, changing, expanding. It is like an anthill that was built throughout 

history and stands before us as we see it on the outside. Inside, huge changes 

occur within a single hour. (S. Borg, 2006, p. 21) 

 

Recognising the results as tainted by the Western context, Borg encourages 

more probing into language teacher characteristics from other parts of the 

world. It must be noted that the label language teacher does not make any 
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distinction between teachers of L1, L2 or FL teaching, although the two latter 

variants are implicit in most cases. There is a chicken-and-egg dynamic at 

work. Does the teacher make the subject or does the subject make the teacher? 

Ziegler’s (2013) study on multilingualism and language education in Eu-

rope, strengthens the idea that the identity of a language teacher is different 

from that of another teacher. Although his participants do not suggest a spe-

cific list of characteristics such as those of S. Borg (2006), Ziegler states that 

the “certain charisma” (Ziegler, 2013, p. 11) of language teachers’ identities 

should be used to promote societal change steering away from the one lan-

guage tradition to a more multilingual competence that takes into account that 

identities are expressed through multilingual resources and languages. 

Likewise, Scarino (2017) points to the contemporary and global fact of an 

increasingly rich and complex diversity of languages being learned and taught 

in diverse educational and programme contexts. This diversity, challenges 

teachers who try to align with the shift from a communicative to an intercul-

tural approach to language teaching and learning. Scarino states that language 

teachers have a special role in changes of classroom practices as they: 

need to work through the changes in the theoretical constructs of ‘communica-

tion’ and ‘understanding’ in relation to the processes of communicating to ac-

complish an exchange of meaning both within and across languages and cul-

tures, and how to operationalise these for the purposes of teaching, learning and 

assessment. They need to know how to elicit this language/s learning for the 

purposes of assessment, how to judge students’ performances and capabilities 

and how to justify their judgments. This demands developing a clear under-

standing of the construct in its most contemporary representation, and a sophis-

ticated kind of assessment literacy. (Scarino, 2017, p. 19) 

 

Tensions in the study arose from the need to expand conceptions of both in-

terculturality and assessment. Traditional assessment with its focus on prod-

ucts more than processes and which was the norm for them and for their stu-

dents, was less able to capture students’ intercultural capability. The culture 

of objectivity was also challenged when teachers had to make subjective judg-

ments in order to be fair to all students. The challenge was also an interpretive 

one. The subjectivity and inter-subjectivity of judging presented a challenge 

to the culture of objectivity in assessment, which they had believed would 

ensure fairness to all students (Scarino, 2017). 

Accepting that there is a language teacher identity, uniting personal and 

professional identities with the (teaching) context also means acknowledging 

the intrapersonal relationships of languages that the teacher inevitably brings 

to the subject of English and overall teaching context. Kalaja’s (2017) title 

captures the complexity in a quote from one of the participants describing the 

L2 identity: “English is a way of travelling, Finnish the station from which 

you set out”. The question is if and how novice language teachers experience 

their own learning journeys and their teaching and assessment practices. In the 
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next section, yet another layer of identity formation is placed alongside others: 

the novice teacher experience. 

3.5 Novice language teachers 

The period between near graduation from teacher education programs, and 

finding one’s feet in a classroom teaching environment, is a very special time 

in all teachers’ careers. In this project, a novice teacher is defined as someone 

who has not worked more than three years after graduation, which is a usual 

novice period in teacher research, (see Choy et al., 2013; Pendergast et al., 

2011; Shohamy, 2001). When discussing the beginning years of teaching as a 

hybrid period in the career of a teacher, reference is given to the, by now, 

abundant empirical evidence of an extraordinary time-period with its personal, 

yet common features (Akkerman & Bakker, 2011; Beauchamp & Thomas, 

2011; Izadinia, 2013; Lanas, 2017; Pillen et al., 2013). The transition from 

student teacher to teacher of students means passing intersections of cultural 

practices which open up third spaces (Bhabha, 1994). This third space allows 

for an ambiguous hybrid state that, using Bhabha’s concept, is a doubling im-

age of being in two places at once, or as Akkerman & Bakker (2011) point 

out, “they are both-and as well as neither-nor phenomena at the same time” 

(p. 150). 

Another way of describing this specific time-bound context is by using 

Gee’s (1999) notion of borderland. In the borderline discourse, personal sub-

jectivities and ideologies are brought into the classroom where they are con-

nected to the developing professional self. Borrowing Alsup’s (2004) word-

ing, it is at discursive borderlines that novice teachers discover “how to move 

from being students to being teachers and honour personal beliefs and pas-

sions while meeting professional responsibilities and embodying a teacher 

identity so often overshadowed by stereotypical cultural scripts” (p. 36). By 

favouring hybridity over borderland, the novelty and breaking of new ground, 

together with the plasticity and flexibility of the novice experience, are high-

lighted. Favouring hybridity over borderland is also in line with Alsup’s 

(2019) latest findings. In her project with millennial novice teachers, she 

found that they do not negotiate their borderland discourse, but instead engage 

in what she calls discourses of balance. This means that while the novice 

teachers in the 2006-study were seen as negotiating the integration of personal 

and professional subjectivities, the millennial novice teachers in the 2019-

study seemed to “keep multiple subjectivities and identity positions alive sim-

ultaneously, without ideological integration, or using anyone’s tools but their 

own” (Alsup, 2019, p. viii). Regardless of individual circumstances, teachers 

in their first years have special needs and interests that are different from their 

more experienced colleagues (Farrell, 2008; Ruohotie-Lyhty, 2011; Ruohotie-

Lyhty & Moate, 2016). 
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Research in this field has advanced from both defining fixed stages for nov-

ices to pass on their journey of expertise (Fuller & Brown, 1975; Furlong & 

Maynard, 1995), and investigating the (desired) knowledge base of novice 

teachers (DeLuca et al., 2016; DeLuca & Klinger, 2010). Early attempts to 

draw attention to the teacher as a learner of teaching (Freeman & Johnson, 

1998; Fuller & Brown, 1975; Johnson, 1996), and the more covert aspects of 

teaching (Freeman, 2002; Nias, 1989), have led the way to more sociocultural 

and introspective perspectives, where the expectations, assumptions and be-

liefs of beginning teachers are explored. By knowing more about the ups and 

downs during the process of learning to teach, beginning teachers can be 

helped to become aware of and reflect on the impact of the different kinds of 

tensions they may experience. Today, it is acknowledged that teachers’ pro-

fessional identity involves both the teacher as a person and the teacher as pro-

fessional, when these identities are in interaction with each other and the situ-

ated, educational context (Beauchamp & Thomas, 2009; Beijaard et al., 2004; 

Day et al., 2006). It is also recognised that the socialisation of teachers is a 

very complex endeavour, which gives researchers a rich field to explore (Bar-

celos, 2017; Barkhuizen, 2017; Farrell, 2008; Kalaja et al., 2015; Runcieman, 

2018). Fitting into a school as a member of an organisation is as challenging 

for the novice teacher, as managing classroom realities. 

For many teachers, the novice years in the teaching profession represent a 

period standing out from subsequent years of teaching. During the novice pe-

riod, the teacher is constantly moving in-between the positions of student and 

experienced, which usually causes tensions and struggles (Kalaja et al., 2015; 

Ruohotie-Lyhty, 2013; Yuan, 2016). When processed in one way or other, 

they can be seen as growth points (Johnson & Worden, 2014; Woolfolk Hoy 

et al., 2009). When the tensions are about professional identity, involving 

teachers’ feelings, values, beliefs and perceptions, they are less open to solu-

tions (Pillen et al., 2013). In some cases, they result in ending the teaching 

career (Alsup, 2006). One way that has proved to help beginning teachers to 

process identity tensions is to talk and share their experiences to see that they 

are not exclusively individual (Cohen, 2008; Pillen et al., 2013). As Freeman 

(2002) stresses: “articulation and reflection are reciprocal processes” (Free-

man, 2002, p. 11). Being able to put experiences into words, leads to rethink-

ing the experience, which is needed when new teachers are to enact their im-

ages of teaching. Put differently, it is not sufficient to merely learn teaching 

by teaching. In order to take a more nuanced reality into account, empirical 

results along the sink-or-swim narratives, i.e., the drastic situation in which 

success or complete failure is dependent on personal efforts, are comple-

mented with results of survival and discovery (Huberman, 1993). In his study 

of 160 Swiss novice teachers, Huberman (1993) found that along with expe-

riences of reality shock, there was a balancing theme of discovery which “has 

to do with the enthusiasm of beginning a career with experimentation, with 

the pride that comes from having one’s own students, one’s own programme 
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and, finally, with feeling part of a professional guild” (Huberman, 1993, p. 

244). 

Although the bulk of research regarding beginning teachers involves en-

rolled student teachers, more and more research is done in the field with nov-

ice teachers. Research into this novice, hybrid period in the two-worlds pitfall 

(Feiman-Nemser & Buchmann, 1985), gives evidence of both reality shock 

and hubris. The reality shock entails feelings of helplessness, frustration and 

anger when beginning teachers experience tensions such as the change in role 

from student to teacher, conflicts between desired and actual support given to 

students, and incompatible ideas of learning to teach (Pillen et al., 2013). More 

scarce, are studies on novice teachers’ sense of over-estimated self-efficacy, 

i.e., “beliefs in one’s ability to organize and execute the courses of action re-

quired to produce given attainments” (Bandura, 1997, p. 3). Nevertheless, the 

existing empirical evidence from student teachers at the end of their education 

shows surprisingly high self-efficacy statements on teaching practices, despite 

an obvious lack of experience. An example is the study by Hardy, Spendlove 

and Shortt (2015), where questionnaires involved using a total of 627 pre-

service teachers enrolled in a one-year postgraduate teacher-education pro-

gramme, were used. The results from the beginning of the course show that in 

96 per cent of the cases, student teachers judged themselves more likely than 

current practicing teachers to satisfy the requirements of the job. What is even 

more interesting is that the same pattern was seen at the end of the course, 

despite the trials and sometimes bruising experiences during school-based 

practice. The authors conclude that these “elevated levels of Self-efficacy 

seem to remain fixed, secure and resistant to change” (Hardy et al., 2015, p. 

162). 

These results contradict other research implying that student teachers’ self-

efficacy beliefs change from high levels at the beginning of teacher education 

programmes to low when they experience teaching in situ (Pendergast et al., 

2011; Woolfolk, 2001; Wyatt, 2018). In contrast, the results from Hardy et al. 

(2015) are in line with results from other studies which imply that student 

teachers have very strong conceptions and beliefs about various aspects of the 

future profession in education, which they bring in a fairly unchanged state 

into their teaching practices (Backman, 2010; S. Borg, 2003; Daniels & Poth, 

2017; DeLuca & Klinger, 2010; Johnson, 2015; Lortie, 2002; Pajares, 1992; 

H. Xu, 2017). Working in the first years within a subject and profession resting 

on long and influential traditions of practise and aims, there is a lot to learn, 

not least regarding assessment. This is also the part of work that is most sought 

after within the accountability system, which also means assessment might be 

the most visible and thus scrutinised part of teachers’ work: novices and ex-

perienced teachers alike. It is therefore interesting to look for empirical evi-

dence of how teachers act upon their beliefs about assessment within their 

teaching contexts, i.e., their agency. 
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3.6 Language teacher agency 

Agency means that people make actual decisions with which they affect the(ir) 

world. For a long time, social theorists have contemplated how to account for 

the dialectic of agency and structure that shape change in social systems. Like-

wise, educational research has long attempted to determine what factors are 

vital for the process of learning. Are teachers in charge of their actions in the 

classroom, having agency, or are they subjects yielding under social structural 

forces beyond their control? Giddens’ theory of structuration is a combination 

of both. Human agency is understood by a recursive loop where actions within 

the social structures reinforce, or reshape the very same structures (Giddens, 

1984). The problem that Ahearn (2001), and others voice, is that structuration 

theory lacks satisfying answers to change and resistance, as there are no devi-

ations from the loop in Giddens’ design. 

Conversely, the model of social cognitive theory sees humans as active 

agents with agency, or the “socioculturally mediated capacity to act” (Ahearn, 

2001, p. 112). This does not imply that there is such a thing as free will, be-

cause human agency, or “intentional pursuit of courses of action” (Henson, 

2001, p. 3), works within a multi-directorial model, i.e., reciprocal causation. 

This model suggests that our future behaviour, our agency, is the result of 

three intertwined forces: the influence of the environment, our behaviour and 

our internal personal factors such as cognitive, affective, and biological pro-

cesses (Henson, 2001). In other words, social cognitive theory sees humans 

more like active shapers than passive reactors to environments, although this 

does not necessarily mean that people see themselves as agents in the change 

of their own behaviour. 

Agency is personal and cannot be executed in favour of someone else, like 

advocacy. Within educational research, agency is a notion usually used from 

the perspective of the student (Duff, 2012; Van Lier, 2008, 2010), but here in 

connection to teacher identity, agency is used in line with Buchanan (2015): 

This study conceives of agency as both teachers’ actions and perspectives. 

Teachers’ experiences are situated within the dominant discourses and policies 

in education with attention to the places where teachers reproduce, adapt, ne-

gotiate, and transform these discourses as they continually construct their pro-

fessional identities. (Buchanan, 2015, p. 705) 

 

Agency as a complex and dynamic phenomenon is in a close relation to iden-

tity and the subject, as it has both a personal and a professional dimension 

(Beauchamp & Thomas, 2011; Han, 2017). An individual’s professional 

agency and professional identity are thus mutually dependent. This means that 

teachers have the opportunity to construct themselves actively in special ways 

when they create and recreate themselves based on current self-conceptions 

and then act in ways that try to match these self-perceptions (Buchanan, 2015). 



66 

Ruohotie-Lyhty and Moate (2016), for example, use the concept identity-

agency when arguing that individuals invest agency when building their pro-

fessional identity. 

Teacher agency is also strongly linked to teacher beliefs, which is the basic 

notion within an ecological approach to agency, first investigated by 

Emirbayer and Mische (1998). They define agency as “the  capacity  of  actors  

to critically shape their own responsiveness to problematic situations” 

(Emirbayer & Mische, 1998, p. 971), where the three temporal dimensions of 

past, present, and future, allow for a closer examination of actions. In the ed-

ucational context, these three dimensions are essential when describing 

teacher agency. In other words, “teacher agency is informed by teachers’ past 

life experiences and professional biographies, their current influences, rela-

tionships and situations, as well as alternative possibilities and aspirations for 

the future” (Kayi-Aydar et al., 2019, p. 13). Adding to the temporality aspects 

of professional agency-building, Toom et al., (2015) point to the influence of 

the environment. They state that situationally constructed agency comes from 

a double-dialogical process where the teacher’s inner conversations with the 

self, together with external conversations with others, are used when pro-

cessing temporal dimensions and summing up available resources. As Biesta 

and Tedder (2006) point out, this means that agency is not an innate quality 

one can possess, nor is it dependent on an actor’s capacity. Nested and over-

lapping systems include agency as an “emergent, dynamic phenomenon, 

which can be achieved in one context but does not necessarily transfer to an-

other” (Kayi-Aydar et al., 2019, p. 13). 

Exactly how tightly agency is linked with beliefs can be seen in a study on 

the personal side of teacher development by Ruohotie-Lyhty, (2011). In her 

study with eleven newly qualified Finnish language teachers, agency is shown 

to be stable in relation to the context and is thus more influenced by the con-

ceptions and beliefs held by the individual about the environment than the 

actual environment itself. Barcelos also states that: “the more central a belief 

and more connected to their [language teachers’] emotions, the more influen-

tial it is to their identities” (Barcelos, 2017, p. 147). It seems clear that the 

resources teachers use to create their space of action, i.e., agency, within their 

teaching practice are driven by both beliefs and the feelings attached to these 

(Kalaja et al., 2015). 

Another example of language teacher agency comes from Back (2019), 

who investigated three high school foreign language53 Spanish teachers with 

regard to their beliefs on the topic of TL use. Her theoretical framework con-

                                                      
53 Back uses world language instead of foreign language teacher “both to recognize the multi-

lingual, multicultural reality of today’s schools and to index an approach to learning new lan-

guages as an important component of global citizenship, rather than something ‘other’ or ‘for-

eign’” (Back, 2019, p. 119). 
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sists of agency and how positioning agency often results in conflicting perfor-

mances that reveal how agency is expressed in discourse. She found that the 

tensions between the policies favouring maximum TL use in the classroom, 

and the actual teaching practices, were challenging for all the teachers, but to 

a varying extent depending on different understandings of agency. 

All of the above mentioned studies would support the idea that agentic 

teachers act upon their beliefs (Priestley, 2015). This fact would also explain 

the fluidity of agency, which allows teacher agency within one context, but 

not in another. The other side of the coin, pointed out by A. Lundberg (2020), 

for example, is when teachers opt out of their agentic space by taking to rou-

tinised patterns without seeking options, or when they are situated in contexts 

where alternatives are non-existent. Context in this respect is more than the 

actual space of the school or classroom. As Freeman (2002) and others point 

out, context also presumes the temporal socialising power of experiences and 

communities. Successful integration of the social contexts of professional ed-

ucation, school and classroom will affect a teacher’s agency. 

3.7 Teacher assessment identity 

Assessment is often seen as the part of the curriculum that is the least open to 

change and as the area that often lags behind in responding to changing learn-

ing theories (Spolsky, 2017). This can be said to be true even though an in-

creasing move towards formative assessment, assessment for learning, and 

learning-oriented assessment that encourage and depend on flexible assess-

ment systems is underway (Black & Wiliam, 2010; Broadfoot & Black, 2004; 

Tsagari et al., 2018). The research field of teacher assessment identity (TAI) 

lies within that of teacher identity and has evolved out of AL. Research by Y. 

Xu and G. Brown (2016) was pioneering in addressing more complex dimen-

sions of teachers’ assessment work. They pointed to the significance of iden-

tity when teachers take on the role of assessor. The notion of TAI can be seen 

as connecting teacher identity and agency in classroom actions, and reaching 

beyond AL. As discussed in section 1.2, TAI can be traced empirically by 

patterns such as being severe as a hawk, or lenient as a dove. This can be 

explained by a “dynamic and interactive teacher assessment identity consti-

tuted by beliefs, feelings, knowledge and skills” because “when teachers as-

sess more is in play than simply knowledge and skills” (Looney et al., 2018, 

pp. 448, 455).  

When teachers shoulder the role of assessor, questions of equity, fairness 

and impact, not least in the motivation and self-image of the learner, become 

burning issues of ethics and professionalism, which is why teachers’ beliefs 

and feelings share the core elements of TAI, as seen in Figure 3 (Looney et 

al., 2018, pp. 456–457). Puzzling differences regarding assessment, as for ex-

ample in the statistical data from national tests in English for Year 6 and 9 (see 
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1.1), become less puzzling if adding beliefs (I believe), feelings (I feel), self-

efficacy54 (I am confident), and different pedagogic repertoires (My role) to 

AL (I know). Looney et.al., (2018) motivate their concept TAI by stating that 

“who teachers are in the process of assessment is as important as what they 

know and are able to do. This is at the heart of teacher assessment identity” 

(Looney et al., 2018, p. 456). The integrated view of Looney et al. on the parts 

activated when teachers assess, is also decisive for the conscious terminolog-

ical choice in this thesis by the use of assessment identity, rather than assessor 

identity. Assessment is seen as a holistic activity containing the full spectrum 

of assessment practices that teachers are engaged in daily, contrary to rating 

which is a more instrumental activity connected to a certain test or form of 

assessment. 

 

Figure 3 

 

Teacher Assessment Identity (Looney et al., 2018) 

 
Note. Printed with permission from Taylor & Francis Group, www.tandfonline.com 

 

When validating the TAI model using a systematic review of self-report 

scales on teacher AL and teacher identity linked to assessment, Looney et al. 

found gaps where the more complex dimensions of teachers’ assessment work 

were found to be missing. Such gaps are, for example, the age of learners and 

the generalist working reality of primary school teachers. Language teaching 

and assessment, regardless of L1 or L2s, differ in compulsory school from that 

of secondary school, as shown in the ELLiE study on early language learning 

in seven European countries (Enever, 2011), the global study by Copland et 

al. (2014) and testimonies from specialists (Bailey, 2017; Butler, 2015; Pinter, 

2017). When considering the generalist gap, there is the question whether 

teacher assessment knowledge, skills, and practises vary depending on the 

subject. Looney et al. propose that their TAI model caters for both these gaps. 

                                                      
54 See Bandura (1994, 1997). 

http://www.tandfonline.com/
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3.8 Language teaching in a multilingual context 

The interconnectedness and migration patterns mentioned previously in con-

nection to linguistic diversity in the Swedish context are reflections of a global 

situation. Moreover, teachers are affected directly not only by more linguisti-

cally diverse groups of students in their classrooms, but also indirectly by al-

tered policy aims accompanying these changes. 

The Chomskian position from the 1950s viewing language competence as 

innate and arising from a monolingual environment still has an influence to 

this day. Language learning in Swedish compulsory school, for example, is 

organised around the age of students, the time-table and socio-political aims 

where languages have different status (Bardel et al., 2019; Hult, 2012, 2017; 

Paulsrud et al., 2020; Phillipson, 1992, 2006). The result bears witness to an 

additive language ideology that is challenged by multilingual views on how 

humans learn and communicate through languages. With the multilingual turn 

(May, 2014), multilingualism is not merely seen as a linguistic offshoot, but 

as the normal state. Canagarajah (2011) for example, points out that “even so-

called ‘monolinguals’ shuttle between codes, registers and discourses” (p. 4). 

The notion of repertoire may better describe the linguistic and social practices, 

i.e., performance varieties, of multilingual people as they make use of various 

semiotic resources to communicate (Kachru, 1990). In the educational setting, 

all language practices including features beyond single, autonomous lan-

guages, have been acknowledged by García when using the term 

translanguaging (2009a). As the concept of translanguaging positions the in-

dividuals who communicate in the centre, rather than the codes or languages 

they use, García also highlights the ideologically and politically charged area 

of multilingualism (García, 2009b; Wei & García, 2022). 

Language teachers also have to adapt to the change in the aims of language 

teaching that is the result of the 1+2 policy (two other languages besides the 

mother tongue) of the European Commission (1995). Instead of pursuing deep 

and native-like language competence in one or two languages, a more prag-

matic communicative competence in a number of languages is asked for 

(Canagarajah, 2011). This shift has called nations to develop increasingly 

standardised education systems (Enever, 2018b). In other words, the direction 

ahead is an increasing linguistic diversity on a personal level, contrary to the 

community level, where language death is picking up speed as unstable bilin-

gual or multilingual speech communities fall for a dominant majority language 

(Enever, 2018a; Hammarberg, 2018). 

A monolingual norm of one-nation-one-language seems prevailing when 

critically exploring language policies and actual language practices (May, 

2014; Young, 2014). In the overview on global policy and politics of primary 

English, Enever (2018b) states that despite the efforts of the last twenty years 

to recognise and value minority or regional languages, especially in EU mem-

ber countries, the soft policy has resulted in the introduction of English as the 
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first additional language in almost all parts of contemporary Europe today 

(Enever, 2018b). As a result, teachers currently work in the middle of two 

conflicting forces; one of superdiversity (Blommaert & Backus, 2013) regard-

ing cultures and languages, and the other gearing towards streamlining the 

same. 

The pedagogy of multilingualism is constructed from a bottom-up perspec-

tive, with the basic assumptions that languages are in context as well as in 

contact. Multilingual education is defined as education “where learners and 

teachers use more than one language to access learning of languages and/or 

content in formal educational contexts” (Meier, 2014, pp. 132–133). From this 

point of view, the teacher can be seen as the hub in the classroom, from which 

language ideologies ooze into concrete language practices. It is up to the 

teacher to create a translanguaging space (García & Wei, 2018, p. 13) within 

instruction, where students are offered the possibility to use their linguistic 

resources in a creative and critical way. 

A recent expansion of the notion of translanguaging (García, 2009a), is 

pedagogical translanguaging (Cenoz & Gorter, 2021), which is defined as 

“planned by the teacher inside the classroom and can refer to the use of dif-

ferent languages for input and output or to other planned strategies based on 

the use of students’ resources from the whole linguistic repertoire” (Cenoz, 

2017, p. 194). The notion thus hinges on pedagogical translanguaging as 

planned and designed by the teacher, and not merely meaning a flexible use 

of languages in the classroom. However, a teacher might use spontaneous 

translanguaging in a situation and then link it to the learning process with a 

clear pedagogical aim (Cenoz & Gorter, 2021). From this viewpoint, multilin-

gual competence entails more than being able to go in between languages. 

Rather, it is an ideology with strong political connotations (García & Wei, 

2018; C. Jonsson, 2017; Wei & García, 2022). Language ideologies are often 

tacit, working under cover, sometimes against official language policies, as in 

the example of the aim of the European Commission that gets lost on its way 

into the classrooms of young language learner citizens mainly focusing on 

English. 

Using translanguaging as both an ideological and pedagogical concept does 

not mean that anything goes, as not all translanguaging is fruitful (Zavala, 

2019). Lindqvist and Falk (2017) share the same idea when they state that it 

is of course not possible to ask language teachers to have competence in and 

about all the languages represented in their classrooms. The mere insight, 

however, that there is more than one language in the background can contrib-

ute to a greater understanding of the language usage of students. As Fuster 

(2022) points out, knowledge about background languages, and using that 

knowledge pedagogically, also means teaching how to avoid unintentional 

transfer, i.e., to control how linguistic features from one language affect an-

other. This multilingual competence can further be used by teachers when en-
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couraging their students’ metalinguistic thinking, thereby boosting their mul-

tilingual competence. However, when Yassin Iversen (2020) investigated 

multilingual competence within Norwegian teacher education, he found that 

Norwegian student teachers are not always aware of their own multilingual 

repertoires. Hence, they will not be able to connect their lived experience of 

multiple languages when teaching. 

Assessment typically is an issue where conflicting ideals about language 

use and language learning become visible: on the one hand the idea of using 

TL only in order to maximise the limited time for learning and, on the other 

hand, the unfair set-up that requires students to manage without their full lin-

guistic resources. In the end, each teacher must make meaning of how to teach 

languages in the “langualised” (Ruuska, 2016, p. 353) context of the class-

room. They need to know how to navigate  in the “worrisome gap between 

politically advocated multilingualism on the one hand and the still poorly 

managed realities of multilingual repertoires which often lead to poorly mon-

itored ‘English only’ practise despite available linguistic resources” (Ziegler, 

2013, p. 18). As presented in sections 3.1 and 3.2, the way language teachers 

think about their teaching and assessment practices is imperative for what is 

happening in their classrooms, and a reflection of their language teacher iden-

tity. 

3.9 Summary 

In this section, interdisciplinary research areas and conceptions converging in 

the present focus on EFL teacher assessment identity development have been 

discussed. The starting point has been the cognitive side of teaching, where 

teachers’ beliefs about teaching, learning and assessment are decisive for what 

happens in their classrooms. Not only are these beliefs established before en-

tering teacher education, but they are also often robust and usually difficult to 

change. This apparent slowness to adapt must be taken into consideration in 

relation to the development of AL, where teachers need to understand the prin-

ciples behind assessment to be able to collect the most appropriate information 

about their students’ progress. Moreover, teachers need to consider potential 

consequences of score interpretation and use if they are aiming at making valid 

assessments. This is especially true of the subject of English, where 

knowledge of the subject content is demonstrated and evaluated through per-

formance, and where different identities of the teacher and the student are in-

volved. 

Language teacher identity is partly shaped and re-shaped based on actual 

teaching experiences. Hence, the different outcomes of novice teachers’ sink-

or-swim experiences shape their professional identities on a personal level, 

while on a group-level they are being socialised into a community of practice. 

Shaping and developing language teacher identity is an active process and is 
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reflected in the professional agency. An individual’s professional agency and 

professional identity are therefore mutually dependent. When it comes to as-

sessment, the notion of TAI can be seen as connecting teacher identity and 

agency in classroom actions, while reaching beyond AL. The idea behind the 

TAI model is precisely that teacher identity is as important for the assessment 

process as knowledge and possible agency. As this chapter has outlined, lan-

guage assessment identity development is a combined and complex matter, 

where there are ample opportunities for conflicting beliefs and actions to be 

played out in the language classroom. In the next chapter, the chosen theoret-

ical framework and how it is used to better understand identity conflicts and 

development, as seen through the empirical data, is approached. 
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4 Theoretical framework 

I am out with lanterns, looking for myself. 

           ― Emily Dickinson, Letters 

 

Research on the human self has followed various ontological and epistemo-

logical movements over a long period of time, which makes it essential to 

direct the reader to the path leading up to the choice and use of Dialogical Self 

Theory (DST) for this thesis (Hermans, 2001; Hermans & Hermans-Konopka, 

2010). As the literature review suggests, the theoretical framework needs to 

rest on a theory that combines the deeply personal with the surrounding con-

text at the same time as reciprocity and change can be explained. DST has this 

ability to clarify how the deeply complex phenomenon of language teacher 

assessment identity development is played out over time and in different con-

texts, as will be shown in chapter 6. With the help of DST, the diverse research 

areas of teacher beliefs and assessment practices, LAL, teachers and validity, 

language teacher identity, novice language teachers, language teacher agency, 

teacher assessment identity, and language teaching in a multilingual context 

can become a logical whole. 

It was by scholars such as Vygotsky that the interplay of individual, context 

and language became highlighted (Vygotsky, 1978). Through the lens of so-

ciocultural theory, learning activities are seen as social practices, in which 

“meanings and feelings about knowing and about oneself are co-constructed 

and negotiated with others” (Freire & Branco, 2019, p. 24). As humans con-

struct and re-construct the social world, different communicative positions can 

be taken in the structure of self-other-culture. This ongoing, cognitive process 

is driven by dialogical interplay between factual, imagined, remembered or 

believed parts (Freire & Branco, 2019). The human ability to adopt different 

cognitive positions will play an important part when discussing a theory that 

sees the self and society not only as mutually dependent upon each other, but 

also as located within each other. 

 The theory of DST, first presented in an article by Hermans, Kempen and 

Van Loon in 1992, can be said to rest upon the thoughts about the self and its 

relationship with the non-self, as described by James (1890), Mead (1934), 

Bakhtin (1981) and Buber (1970). Common for their views about the self is 

the agentic aspect, where the separation of I and me appears through imagina-

tion, play and projection. The situated context provides reflections of the I in 

the other, which is expressed by James as the difference between the self-as-
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knower or the self-as-known (James, 1890). Mead explains the separation be-

tween I and other related to role play and the generalised other (Mead, 1934). 

In the words of Bakhtin, I is represented by voice and perspective, while the 

other is represented by the polyphonic composition of voices (Bakhtin et al., 

1981). Buber, finally, points to the dialogic power-oscillations between I-you 

and I-it (Buber, 1970). Dialogical Self Theory brings these thoughts together 

when basing the theory of the self on its interdependence on dialogue with the 

other, which also becomes part of the self by different techniques of the mind. 

4.1 D as in dialogue 

Intensive intercultural contacts are a contemporary reality when the global and 

the local are blended into a glocalised55 world. When it comes to people with 

different social or cultural backgrounds, between nation-states as well as be-

tween groups of people with political, religious or, for example, musical pref-

erences, one can say that the collective voices are not only spoken, but inter-

nalised. Bakhtin, defines voice as both the quality of sound coming from a 

person but also a person’s “worldview and fate. A person enters into dialogue 

as an integral voice. He participates in it not only with his thoughts, but with 

his fate and with his entire individuality” (Bakhtin, 1984, p. 293). This means 

that if someone states that she is a forty-year-old Swede, mother of four, work-

ing as a policewoman with a passion for French films, this person most prob-

ably shares the voices of cultures such as females, mothers, Swedes, people 

born in the 80s, police force staff-members, and enthusiasts of French films, 

to name but few. In this way, the voices in contact can be conceived of as 

collective voices that are articulated by individual speakers. 

This dialogical worldview also means that different others are different 

selves, as identity formation occurs in response to circumstance and situation. 

Taking the example of the woman above, her self is shaped and re-shaped in 

each specific context as well as in the specific time-frame. As a Swede, I is 

different from I as a mother of four, or I as a policewoman. These intercultural 

processes lead to the creation of a multiplicity of identities, i.e., cultural posi-

tions or voices coming together in the self of a single individual. In other 

words, the processes of globalisation, localisation, and glocalisation are not 

just phenomena outside the individual, but are “rather incorporated as a con-

stituent of a dialogical self in action” (Hermans & Gieser, 2012, p. 5). 

In a healthy self, these voices are not random noise; they follow patterns 

and have aims. As Bakhtin (1981) stated, our utterances are always addressed 

somewhere, as every utterance has a history in preceding dialogues and em-

                                                      
55 According to Robertson (1994), the combination of the words global and local in glocalisa-

tion, originates from Japanese business methods regarding globalisation in the late 1980s. 
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beddedness in varying contexts. However, there are different views upon di-

alogity among scholars. Bakhtin holds a very wide and inclusive view when 

stating that “life by its very nature is dialogic. To live means to participate in 

dialogue” (Bakhtin, 1984, p. 293). In contrast, DST acknowledges that the 

foundation for dialogue is not always present. This could be the case both with 

neuroscientific and societal deficiency (Hermans & Gieser, 2012). However, 

as monologue exists, it says a lot about the phenomenon of dialogue, which 

within DST is seen as something special and different from other forms of 

communication. 

When talking about dialogity, Hermans and Gieser (2012) state that one 

has to see dialogue and monologue as a continuum. Different degrees of dia-

logue are possible in different kinds of interchanges. A dialogue in the form 

of a dispute or small talk are for example more of a monologue, while a dia-

logue in the form of inquiry or greeting are more dialogic. Between the end 

poles of dialogue and monologue, are thus all the numerous examples of in-

terchanges that have mixed elements to varying degrees. A teacher in school, 

for example, may greet students and ask about their weekends (dialogue), then 

move on to interactive storytelling (dialogue) or reading aloud (monologue). 

Inter and intra dialogues, which can all be dialogical or monological to a 

greater or lesser degree, point to the complexities in human communication, 

at the same time as they open up for interesting and innovative ways of under-

standing subjectivity. 

4.2 S as in self 

Since Cartesian dualism that separated self and body, a considerable amount 

of philosophical thought has gone into different formulations of the nature and 

the boundaries between the two. Others, such as James (1890), have been 

seeking ways to explain how they constitute a whole. James’ formulated dis-

tinction between I and me is one of the cornerstones of the theory chosen for 

this thesis. In James’ view, the I agrees with the self-as-knower or the self-as-

subject, while the me agrees with self-as-known or self-as-object (Hermans & 

Gieser, 2012). This frequently used quote of James about the composition of 

self-as-known suggests that people and things in the environment belong to 

the self, as far as they are felt as mine: 

A man’s Self is the sum total of all that he CAN call his, not only his body and 

his physic powers, but his clothes and his house, his wife and children, his an-

cestors and friends, his reputation and works, his lands and horses, and yacht 

and bank account. (James, 1890, p. 291) 

 

This extended self has led the way to later theoretical developments “in which 

oppositions and negotiations with the other-in-the-self, in close connection to 
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the actual other, are part of an extended, multivoiced process” (Hermans & 

Gieser, 2012, p. 3). 

Another cornerstone upholding DST is the thoughts of Mead (1934) about 

the creative and innovative side of the self, separating I and me. Mead stresses 

two stages in the development of the self: play and game. In play, the child 

chooses one role among others when acting as an animal or a superhero while 

in the game, the person has generalised the role-taking and thus uses the role 

of generalised other. The self “is the action of the ‘I’ in harmony with the 

taking of the rôle of others in the ‘me’. The self is both the ‘I’ and the ‘me’; 

the ‘me’ setting the situation to which the ‘I’ responds” (Mead, 1934, p. 277).  

Without the productive aspects in the interplay of I and me, the self would only 

conform to institutional structures and reproducing external social roles: “the 

individual is no thrall of society. He constitutes society as genuinely as society 

constitutes the individual” (Mead, 1934, p. xxv). In Mead’s view, innovations 

are linked to the capacity of the I, while the rules and conventions of the social 

generalised other are placed in the me. The generalised other is thus a concept 

that unites the shared and understood social rules keeping societal order. 

As Hermans and Gieser (2012) point out, Mead’s distinction is tailored af-

ter rather isolated homogenous groups or cultures, which does not suit the dif-

ferent and conflicting social and emotional rules of the globalised and glocal-

ised world of today. Still, the notion of the generalised other, the “appearance 

of the other in the self, […], the reaching of self-consciousness through the 

other” (Mead, 1934, p. 253), resonates well with James’ notion of the extended 

self. 

The third cornerstone of a theory relevant for this thesis is Bakhtin’s notion 

of polyphony. Bakhtin’s reference to a plurality of voices is a result of his 

analysis of the works of Dostoevsky, where characters have their own say 

without an omnipotent author placing them within the same objective world. 

This freedom in the characters results in inner dialogues allowing “a plurality 

of consciousnesses” (Hermans & Gieser, 2012, p. 6). In this way, a variation 

of independent perspectives is created, where dialogues enable a differentia-

tion of perspectives within the same character. These multivoiced dialogues 

reveal inner contradictions and stages of development of a single person and 

are a useful approach when trying to explain identity change and development. 

The uniting and imperative aspect shared by the theories of James, Mead, 

and Bakhtin is the emphasis on the agentic nature of the self. When the self 

moves in between different positions in time and space, it is in dialogue with 

its multiplicity. At the same time, the self is held together by the unitary notion 

of I, me, or mine. Consequently, both the process and the content of dialogical 

relationships are shaped and constrained, overtly or covertly, by power differ-

ences (Hermans & Gieser, 2012). This leads to the last cornerstone, i.e., Bu-

ber’s (1970) study of dialogue, relying on the fundamental difference in the 

other as subject and the other as object. In Buber’s view, I is not a single word 

having a meaning in itself. Instead, I is part of the word-pair I-you or I-it, 
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representing completely different mind-sets. The I-you relationship correlates 

to the extended self while the I-it relationship is an “objectifying, rather than 

a dialogical I” (Hermans & Gieser, 2012, p. 7). The it is still not totally alien-

ated from the self but an abstraction from the living experience of the human 

being living with others and the surrounding context. The difference in mind-

set uncovered by Buber is important regarding power-differences in dialogues 

of all types and contributes to the building blocks of DST and its ability to 

cater for otherness and alterity. 

At the same time as the self is divided among a number of different posi-

tions in time and space, there is a unifying force of balancing opposing posi-

tions by finding common grounds. Borrowing a quote used by Vandamme 

(2018), the constancy of decentring and centring movements of positions 

within the self is highlighted: “Embedded within self-change is self-stability 

– we are all changing all the time and simultaneously remaining the same” 

(Mahoney & Lyddon, 1988, p. 209). 

4.3 T as in theory 

The thought of a possible chorus of voices within the self, in communication 

with the non-self, has an ontological history preceding the current intercon-

nectedness characterising the modern era of the last millennium. Most re-

cently, computer scientists are sharing the idea that the brain is a community 

of agents or voices having dialogical relationships with different levels of 

dominance and activity (Hermans, 2001). As discussed above, thoughts about 

the relationship between I-other have been explicitly expressed at least since 

the Cartesian dichotomy of mind-body and self-other. In the case of DST, the 

thoughts about the relationship(s) between self and other are inspired by fore-

runners such as Bakhtin, Buber, James, Mead, and Vygotsky. In particular, 

the Russian dialogical school and Bakhtin’s thoughts in relation to the meta-

phor of the polyphonic novel, have been influential when bringing together 

the notions of dialogue and multiplicity of voices. 

As Holquist (2002) states, Bakhtin himself never used the term “dialo-

gism”. Following Bakhtin’s thoughts, otherness is the prerequisite for con-

sciousness. In dialogism, consciousness “is the differential relation between a 

center and all that is not that center” (Holquist, 2002, p. 18). Self is thus a 

“relation”, or “an event with structure”, where the event is shared so that being 

always means “co-being” (Holquist, 2002, pp. 19–25). Hence, self is seen as 

a trinity concept of a centre, a non-centre, and the relation between them: 

Sharing experience as an event means among other things that we are –  we 

cannot choose not to be – in dialogue, not only with other human beings, but 

also with the natural and cultural configurations we lump together as ‘the 

world’. (Holquist, 2002, p. 30) 
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In other words, the self can be compared with a linguistic sign which is made 

up from an utterance and a reply, and a relation between the two. Likewise, 

the notion of time is a composite, as the present is not a static moment but a 

multitude of combined past and present relations. As Holqvist (2002) points 

out, the fact that otherness, in its meaning of other values, has been empha-

sised so much by Bakhtin, makes dialogism an example of social theory: “Di-

alogism is a philosophy of the trees as opposed to a philosophy of the forest: 

it conceives society as a simultaneity of uniqueness” (Holquist, 2002, p. 153). 

As will be shown below, Bakhtin and other philosophers’ views of the self as 

synchronically singular and plural, constitute the fundamental idea within Di-

alogical Self Theory. 

4.4 Dialogical Self Theory 

The difference between dialogism and DST could be seen in analogy with the 

difference between our solar system and the universe. Whereas the outlook 

within dialogism is what is one centre and what is non-centre, DST focuses 

on the plurality of centres and non-centres. In other words, the focus of interest 

in DST is not on what separates the self and non-self, but rather on how the 

self is shaped and re-shaped by appropriating the non-self. DST is described 

as a bridging theory because it brings together two elemental concepts, self 

and dialogue (Hermans, 2001). These concepts are rooted in two different 

psychological and philosophical traditions, where the self is derived from 

American pragmatism and dialogue is a central concept in prominent writings 

among European traditions. Moreover, DST is bridging the external dialogue 

with the internal self by bringing the external to the internal (self-talk), while 

at the same time taking the internal to the external (my profession, my hard-

ships). Imagination and metaphor are the prerequisite ingredients in the devel-

opment of DST, as it can only be “properly understood if one realizes that the 

body is in the self” (Hermans, 2003, p. 91). 

According to Raggatt (2012), the reason why DST has attracted a growing 

number of researchers from various fields in the last two decades, is the two 

guiding metaphors of conversation, as in dialogue, and mini-society, as self. 

In the dynamic arrangement of different positions within DST, positioning 

processes are at play on multiple levels: in our self-talk, in our relationships, 

in the social orders we inhabit, and in our cultural activities. This design with 

metaphors such as “mind as society” (Hermans, 2001, p. 250), and the “mini-

society of the self” (Hermans, 2008, p. 190), are inspiring within cross-disci-

plinary research such as social, cultural, and clinical psychology and in the 

social sciences, for example, education. 

For DST, it is central to be able to see the other as an extended self both in 

time and space: “The I is always positioned in time and space and not, in any 
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way, hovering above itself or the world” (Hermans, 2003, p. 101). As Her-

mans and Gieser (2012) explain, “the other, as real, imagined or remembered, 

can be addressed as an I-position as part of an extended self” (p. 8). Hermans 

(2003), also explains that the “theoretical upgrading of the other as another 

person in the self implies that the other is more than an extension of the Me 

on the object level, but first of all an extension of the I on the subject level” 

(p. 103). My mother is consequently a larger part of my-self than my objecti-

fied mother. This way of thinking also caters for otherness and alterity, which 

are usually notions positioned outside the self. Instead, from the viewpoint of 

DST, otherness and alterity enter the self through voices of actual others, im-

agined others or the different voices of oneself. Hermans (2003) explains these 

dialogues as analogue to the function of interacting characters in a story: “All 

of them have a story to tell about their own experiences from their own stance. 

As different voices, these characters exchange information about their respec-

tive Me’s, resulting in a complex, narratively structured self” (Hermans, 2003, 

p. 101). 

Among the bridging abilities of DST is also the linking between the indi-

vidual and society. The embodied I springs from its contact with the social 

context, bound in time and space, and as such, it can move from one position 

to another following changes in situation and time. I-positions can be in op-

position to each other, and relative dominance and power relations influence 

the fluctuations of positioning, repositioning, and counter positioning of the I. 

The self can thus be studied as a “society of I-positions”, while society can be 

seen as “populated, stimulated, and renewed by the selves of its individual 

participants” avoiding the “limitations of a self-less society” (Meijers & Her-

mans, 2018, p. 7). 

Hermans (2003) mentions three ways in which the self can be innovated. 

The reason for innovations of the self, i.e., changing the existing repertoire of 

I-positions in the self, is often the result of great imbalance between positions, 

inhibiting the dialogical potential of the system, or when significant voices are 

not heard (Hermans & Hermans-Konopka, 2010). First, a new position can be 

introduced into the system, perhaps by a new situation, although the ac-

ceptance of the new position relies on the existing organisation of the reper-

toire. A second way for innovation of the self is when positions in the back-

ground move forward. In this case, the positions are already part of the system, 

but become accessible when reorganised in the self. The third form of innova-

tion happens when two or more distinctive positions are supporting each other 

and are activated simultaneously as a whole. These coalitions of I-positions 

form a sub-system in the self, and they are sometimes made up of previously 

opposing positions. 

Besides having the ability for innovation, an individual’s self has a compo-

sition or repertoire of positions. I-positions interact with each other and can 

form new constellations that are more than the sum of its components (Meijers 

& Hermans, 2018); this means that “internal I-positions are not necessarily 
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social roles” (Vandamme, 2018, p. 112). I-positions are seen as having some 

degree of autonomy in the self, with their own specific history and path to 

development. At the same time, they can appropriate or own some of them 

which are then experienced as mine and belonging to myself, adding to the 

consistency and continuum of the self. When a teacher, for example, experi-

ences ‘her’ students and ‘her’ school, the students and the school are part of 

her identity, or her “selfspace”, for a while (Hermans, 2003, p. 102). In the 

opposite case, the I-positions reject or disown their own history and progres-

sion which results in constraining the self. These less conscious positions have 

been named shadow positions (Hermans & Hermans-Konopka, 2010). 

I-positions are never static but are always in a flux, which means that indi-

viduals “place themselves or are placed vis-á-vis other positions in personal 

or social spaces, thereby giving expression to their sense of agency” (Hermans 

& Gieser, 2012, p. 15). When being positioned and re-positioned by others, 

our identity in society is changed, which evokes counter-positioning and re-

positioning of our selves. With increasing movements between people and 

cultures, the position repertoire becomes heterogeneous and complex with lay-

ers of contradictions, differences, and tensions. In rapidly changing contexts, 

as in contemporary border-crossing society where mental-leaps in the self be-

come more and larger, they produce decentring movements in the self. Clifton 

and Fecho (2018), in their role as teacher educators, talk about these move-

ments as “wobble moments” (p. 22). These are specific classroom events that 

cause students to unpack their practices, as the uncertainty of the situation 

provokes an action. While offering new possibilities, the mental leaps in the 

self during wobble moments can also result in disorganisation, confusion, and 

fragmentation that demand centring movements in order to avoid identity cri-

sis (Meijers & Hermans, 2018). 

Under certain conditions, the self is able to avoid identity crisis by creating 

a third position from two conflicting ones. The conditions for this act of 

agency, or centring movement are that enough self-knowledge is needed to 

identify which I-positions are the cause of the conflict, and that one I-position 

is not totally dominant over the other. If both requirements are fulfilled, there 

is the possibility to develop a hybrid and harmonised third position, in which 

the original antagonistic ones are abated. The energy from this process can be 

used in the further development of the self. 

Another centring movement is to use so-called promoter positions. These 

are used to bring order and direction among unrelated I-positions that each 

follow their own course and specific development over time. Promoter posi-

tions help with coherence and organisation from a temporal perspective. Sig-

nificant others, real, remembered or imagined, may serve as promoters, or 

anti-promoters, of one’s development. Hermans and Hermans-Konopka 

(2010), explain that “inspiring figures in the areas of art, science, politics, nov-

els, films or music may serve as promoter sources that open the self by their 

appeal to already existing I-positions and their potential to engender new 
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ones” (p. 234). Holy persons figure as ultimate promoter positions, but even 

one’s better self can help in facilitating the development of existing I-positions 

and creating new ones. Promoter positions may also reside and emerge in the 

internal domain of the self. Some people stimulate development by I-positions 

such as I as the one who always manages on my own, or I as athletic. As 

Hermans and Gieser (2012) point out, these promoter positions are particu-

larly influential as they can be used in many different situations and they open 

up spaces for future development. Often internal and external positions are 

closely allied as in the example I will study at university because my parents 

never had the chance56. 

The agentic nature of dialogical positioning can also be seen in the possi-

bility to take meta-positions, also called meta-cognition. When not being in 

the act of something, self-reflection enables the individual to see things from 

a top-down view, distanced from one or more other positions. Patterns and 

relations between concurrently visible positions emerge, and it is also possible 

to have a long-term view of the self when past, present, and future positions 

are seen in their interconnectedness. The individual can choose different meta-

positions depending on the contact with others, because it is possible to eval-

uate positions and their organisation. This means that some positions are given 

priority above others, and that they stimulate awareness of the direction of 

change and the importance of specific positions for the future development of 

the self (Hermans & Hermans-Konopka, 2010). In other words, meta-posi-

tions make it possible for the individual to delay immediate reactions and to 

organise the self beyond the moment, spatially (Hermans & Gieser, 2012). In 

doing so, however, the multivoiced character of the self is moved into a mon-

ological direction (Hermans, 2003). 

Likewise, positions can range on a continuum between the two extremes I 

and we (Hermans, 2003). As Hermans explains, people can place themselves 

at different ends of this continuum depending on cultures or groups within 

cultures. As an example, he mentions the research by Roland (2001), who 

found that there is a difference between a more “we-self” in Eastern cultures, 

compared to the “I-self” typical for Northern Europeans and North Americans 

(Hermans, 2003, p. 105). 

In summary, DST sees society as populated by internal positions and ex-

ternal positions that constantly construct and re-construct each other in recip-

rocal ways. It is through dialogue between the self and the actual other that 

the reconstruction of the actual others in the self is confirmed, corrected, and 

developed further. Third positions, promoter positions and meta-positions rep-

resent centring movements in the self. They create balance in the self that 

might otherwise be threatened by strong decentring movements in a post-mod-

ern, boundary-crossing society (Meijers & Hermans, 2018). External positions 

are always processed in the charged field between the urge for the self to keep 

                                                      
56 For a more complete and updated list of positions, see Raggatt (2012). 
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up with outside reality, and the need to structure the images of the other in the 

self, based on the needs of internal positions. In this way, dialogue within and 

among people is both needed in order to reach synergy benefits both for the 

mini-society57 of the self and the macro-society at large. This view is helpful 

when studying identity development among novices during a period of two 

years, when change and development in selves are abundant and rely on 

change and development in society, and the potential for conflicting positions 

and “troubled identities” (Vähäsantanen & Eteläpelto, 2011, p. 296) are bound 

to context and time. 

4.5 DST and teacher identity development 

Several scholars have asserted the need for student teachers to explore their 

professional identity (Alsup, 2019; Beauchamp & Thomas, 2011; Beijaard, 

1995; Leijen et al., 2018; Ruohotie-Lyhty & Moate, 2016; Scarino, 2013). 

This is particularly the case as teacher identity is put under pressure from top-

ics such as educational regulations and accountability, a new generation of 

students, and new technology. Drawing on the research presented in the liter-

ature review, teacher beliefs, LAL, aspects of validity, agency and context are 

all synergetic parts of teacher identity and thus teacher assessment identity. 

DST provides a lens for understanding “dialogical relationships between 

different cultures, between different selves, and different cultural positions in 

the self (e.g., multiple or hyphenated identities)” (Hermans, 2001, p. 272, pa-

renthesis in original). This understanding is vital when looking at student 

teachers and their transitional period to become teachers. Understanding how 

individuals come to recognise that their senses of self or cultural positions are 

socially constructed over time and not isolated from one or another, is key for 

a healthy development of self and/in society (Stewart, 2018). Or as Clifton and 

Fecho (2018) put it: 

Education is about becoming. […] Education is not neutral. Learning is never 

in a vacuum. Instead we learn in contexts shaded by our experiences; peopled 

by our many cultural selves; inhabited by friends, families, mentors, enemies, 

and a literal cast of millions. (Clifton & Fecho, 2018, pp. 31–32) 

 

As assessment identity can be seen as part of teacher identity, reflections on 

the self will in turn mirror teacher beliefs and assessment practices connected 

to different contexts and at different times. This is how a combination of all 

the different areas of the literature review can be looked upon as a unity when 

using DST as the theoretical lens. 

                                                      
57 The terms “mini-society” (Hermans, 2008, p. 190), and “society of mind” (Hermans, 2002, 

p. 147) were coined by Minsky (1986). 
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Learning theories and DST both pay attention to the social dimension of 

human development, the relevance of significant tools, and the implications 

of the physical and cultural spaces where individuals meet and (inter)act. 

Ligorgio (2012) points to the potential space of cross fertilisation when edu-

cational research is attempting to broaden its research area while DST seeks 

to expand and generalise methods and outcomes to numerous applied contexts 

outside psychotherapy, in order to define a psychological theory of change 

among individuals and cultures in contemporary society. The idea of self 

within DST is in accordance with the criticism related to the limitations of the 

cognitive outlook on education. Instead, DST can learn from educational re-

search regarding the knowledge gathered on driving forces behind position-

ing, repositioning, and counter-positioning (Hermans & Hermans-Konopka, 

2010). 

As the meaning of knowledge and the teaching of knowledge has shifted 

from a self-contained knowledge entity that could be delivered as theory with-

out practice, teachers of today need completely different teaching routines in 

order to capture their students in meaning-oriented learning. At the same time, 

school reforms of today often “favour standardised instruction practices and 

curriculum directives that grid against student centered philosophies in teach-

ing” (Meijers & Hermans, 2018, p. 2). In order to have these conflicting pro-

cesses happening concurrently, a type of dialogue is needed to mediate, not 

necessarily seeking consensus, but acceptance towards pluralism and even 

capitalising on conflict. This is also the overall conclusion of Alsup’s repeated 

inquiry into the lives of novice teachers (2006, 2019). Whereas the results 

from 2006 suggest that contrasting personal and professional subjectivities 

were integrated within a borderline discourse, the results from the repeated 

2019-study point in a somewhat different direction. While novices were still 

struggling with the development of their professional identities, there seemed 

to be less focus on defeating binaries. Instead, emphasis was put on how to 

negotiate them, and even embrace them: “It seems that these young teachers 

are looking for the balance of a useful affinity space, […] not the borderland 

where tensions disappear” (Alsup, 2019, p. 40). 

As Alsup found, her participants could work as teachers with contradictory 

ideas co-existing “rather painlessly – even comfortably – in their minds” 

(Alsup, 2019, p. 55). They were able to change their identities when it was 

needed by the context, and paradoxical identity experiences constitute one of 

the five discourses she found in her data. Thus, it can be stated that millennial 

student and novice teachers are shape shifters, developing their identities by 

arranging and re-arranging their repertoires of I-positions, rather than fighting 

for the territory of one coherent teacher identity. If change is a signifier for 

teachers working within contemporary Western educational settings, it is even 

more so for novice teachers. The sink-or-swim experience makes novice 

teachers a special case, and they need support in learning to examine their own 

beliefs, senses of self, and cultural contexts. As Alsup (2019) contends, “in 
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addition to mastering the language of the teacher and having the necessary 

pedagogical and theoretical knowledge, a new teacher must learn how to phys-

ically embody the identity of teacher” (p. 86, emphasis added). For example, 

Vandamme (2018) found that teachers construct their identity from personal 

characteristics, preferences and disowned positions that after several years of 

teaching become ‘their’ way of teaching. This contradicts the common as-

sumption that becoming professional means becoming objective. He also 

found that experienced teachers, compared to novices, excel in negotiation 

processes needed to stabilise their relationship with the teaching role. 

Filling the lack of experience, novice teachers need what Vandamme calls 

“preferred personal I-positions” (p. 24); these are, for example, the pleasure 

of being among children, the satisfaction of helping, or the gratification of 

being able to make a difference. If instead there are strongly disowned I-posi-

tions present, doubts will be enhanced. These findings are in accordance with 

the results from Izadinia’s (2013) review of 29 empirical studies about student 

teachers’ identity, which show that context, experience, and personality al-

ways play a role. Likewise, Alsup (2019) believes the goal for teacher identity 

discourses lies in the 

balance of the ideological, professional, and emotional contradictions that make 

up their psyches. […] Given the extremes they deal with every day in terms of 

information overload, visual stimulation, external expectations of others, and 

their own desires to be both successful professionally and personally satisfied, 

it might be their unavoidable plight. (Alsup, 2019, p. 105) 

 

Given the complexity of developing teacher identity, novice or otherwise, 

Vandamme concludes with a retention strategy guiding novice teachers to-

wards reflection on their dialogical self, whereby “concepts of dialogicality, 

multiplicity, and hybridity, become part of the vocabulary that is used” 

(Vandamme, 2018, p. 126). Having a shared terminology also means being 

able to share experiences with others, which would be one way to professional 

development (Freeman, 2002). 

4.6 Summary 

The challenge for this project is to understand how assessment identity devel-

opment comes about through past, present, future, imagined, and better selves 

in symbiotic relationships with contexts in and out of school. A theory like 

DST helps in understanding non-linear, disruptive, and contradictory pro-

cesses within an individual, simultaneously placing that individual within the 

larger context of society. DST also includes temporal and spatial dimensions, 

which means that I-positions can relate to changes in time and place. Seen 

through the lens of DST, individual selves are viewed as united and diverse 
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simultaneously. It is where the self meets the other that voices of different I-

positions come into dialogue and possibilities for innovation of the self be-

come possible. When new things happen to an individual, new I-positions may 

be accepted into the existing chorus of repertoires. In cases where inner dia-

logues among existent repertoires of I-positions cannot solve the placement of 

a prompted new position, an identity crisis is the result. In order to avoid the 

dangerous state of a crisis, the self has different cognitive coping strategies 

whereby third positions may act as temporary and salutary spaces. 

The dynamic and contextual construction of position repertoires, where the 

self can occupy simultaneous and often contradictory positions, is well suited 

for the study of different processes such as teacher beliefs and assessment 

practices, LAL, teachers and validity, language teacher identity, novice lan-

guage teachers, language teacher agency, teacher assessment identity, and lan-

guage teaching in a multilingual context. Avoiding static dichotomic thinking 

is especially essential when investigating change and development in identity 

formation with a close and vulnerable connection to society. In the next chap-

ter, the integration of methods, and how they cater for rich data compilation, 

will be explained. 
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5 Methods 

It is the time you have wasted for your rose that makes your rose so 

important. 

        ― Antoine de Saint-Exupéry, The Little Prince 

 

This chapter outlines the general research strategy of this project, by showing 

how the research questions, the methods for data collection, the tools for anal-

yses, and the external validation are aligned. As the study is mainly explora-

tory in nature, both width and depth in data analysis are needed to answer the 

research questions. This can be achieved with a mixed methods (MM) frame-

work where methods from traditional quantitative and qualitative paradigms 

are consciously mixed so as to capitalise on the strengths of each, while min-

imising weaknesses present in methods from both paradigms (Creswell & 

Plano Clark, 2017; Teddlie & Tashakkori, 2010). Until now, the word survey 

has been used in this text regarding large-scale samples of national or global 

inquires. Here, survey will also be applied for the questionnaire, although 

small-scale, employed in this project. 

The research project consists of samples from two populations, student and 

novice teachers. These two data-sets cover two data collection methods, sur-

vey, and interviews carried out in focus-groups and individually. The data col-

lection methods overlap both in populations and time as the survey is used for 

both student and novice teachers during a period of 2.5 years. The result is an 

MM design with a sequential, yet iterative process. The design is tailored to 

the following research questions as defined in section 1.2: 

1. How do student and novice EFL teachers discuss fairness and ac-

countability in relation to their beliefs and assumptions about assess-

ment, their assessment practices, and their assessment identities? 

2. How do these beliefs and assumptions change during the first years of 

teaching experience? 

3. What are the participants’ beliefs and assumptions about EFL assess-

ment in relation to multilingual classroom settings? 

Following the rationale for using MM methodology as the constructive frame-

work (Ivankova et al., 2016; Moeller et al., 2016), a detailed account of the 

different choices for the designed research process is given. 
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5.1 Methodology 

5.1.1 The rationale for using MM  

MM methodology is favoured in this study as the elusive and complex subject 

of EFL teacher identity regarding assessment, and possible changes of this 

identity over time, gains from multiple perspectives to result in a deeper un-

derstanding. Mixing quantitative and qualitative techniques will maximise the 

researcher’s interpretations of data. Drawing on Maltseva (2014, p. 84), this 

study can also benefit from the ability of MM to “transcend the micro-macro 

divide”, as it facilitates the integration of meaning developed at both the indi-

vidual and group levels of cognition. 

The mapped area of this project is interdisciplinary, with inspiration from 

the research reviewed in chapter 3, i.e., research in psychology, education, 

teacher cognition, and assessment. Within these areas traditional differences 

exist when applying quantitative (the first paradigm) or qualitative (the second 

paradigm) approaches separately. Using quantitative and qualitative methods 

in complementary combination (the third paradigm) means, in the best of 

worlds, taking advantage of the strengths of each while minimising weak-

nesses, allowing a more robust analysis (Bazeley, 2009; J. Brown, 2014; Cre-

swell & Plano Clark, 2017; Teddlie & Tashakkori, 2010). MM research is 

research “in which the investigator collects and analyses data, integrates the 

findings, and draws inferences using both qualitative and quantitative ap-

proaches and methods in a single study” (Tashakkori & Creswell, 2007, p. 4). 

In other words, MM inquiry is a way of thinking and should result in more 

than simply adding up results of a quantitative and a qualitative strand. Possi-

ble drawbacks involved for the present project will be discussed in section 7.4. 

In the project at hand, an MM sequential explanatory design was used. This 

means collecting and analysing quantitative data before qualitative data. It is 

also known as nested sampling because the qualitative sample is partly a sub-

sample of the quantitative sample (Onwuegbuzie & Collins, 2007). In order 

to maximise the strengths of different methods, while minimising the weak-

nesses, different data collection methods with different scopes were used over 

the period of 2.5 years in two partly overlapping, but in principle, consecutive 

phases. The larger number of participants in the survey is complemented with 

a smaller number of participants in the focus-group interviews and individual 

in-depth interviews that deepen the understanding of the survey results. Fol-

lowing advice from Ivankova et al. (2016), there are some methodological 

aspects of this design procedure that need clarification, such as implementa-

tion issues: how and when to connect the quantitative and qualitative phases 

during the research process, and how to integrate the results of both phases of 

the study to answer the research questions. These points will be clarified in 

section 5.5. 
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In the first phase, an anonymous online survey was used. The purpose of 

the survey was threefold: to be able to collect as many thoughts on the subject 

of assessment identity as possible, to give information about interesting or 

controversial topics to explore further, and to gather volunteers for the next 

phase. The mix in data collection can also be said to occur in this multipurpose 

starting point for the project, as the survey consists of both Likert-scale items 

and open-ended questions. Most of the Likert-scale items also have boxes for 

free-text comments attached (Grainger & Adie, 2014). This model is thus an 

example of the indistinguishability between quantitative and qualitative meth-

ods given by Morgan (2018), when survey research incorporates both closed 

and open-ended questions. The next phase comprised qualitative data collec-

tion methods such as focus-group interviews and in-depth interviews. All sur-

veys and interviews were in Swedish. They were translated into English for 

the purpose of the publication of the thesis (see Appendices 11.1 and 11.3). 

As can be seen by the choices in methodology and methods, the research pro-

ject is mainly qualitatively oriented. 

5.1.2 Flow chart with timeline of procedures 

Summing up, the four-year project has a multi-phase explanatory sequential 

design, with a nested parallel convergent phase, as shown in Figure 4. The 

different phases of the project, comprising various data collection procedures 

resulting in different products, are constructed based on Moeller, Creswell and 

Saville (2016). The survey was answered by groups of student and novice 

teachers in the focus groups respectively, while the interview data are only 

from novice teachers. The first year of the project (2018–2019), concerned 

various preparations; these entailed designing the survey, defining the target 

group, piloting, revising, and finally, creating the interview map for the focus-

group meetings during the subsequent two years. In the following two years 

(2019–2021), the focus groups met twice a term at the same time as new co-

horts of student teachers were asked to answer the survey, and hence the con-

vergent design. In the last year of the project (2021–2022), all the results were 

merged into one project that was interpreted and given personal reflections. 
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Figure 4 

 

The Multi-Phase Sequential Design of the Study 
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5.2 Survey 

As mentioned in section 5.1.1, the survey had three main purposes. An addi-

tional aim, and this is one of the advantages with the survey format, was to 

create an opportunity for individual reflection and expression (see the trans-

lated survey example in Appendix 11.1). The design and content of the survey 

was based on the researcher’s teaching experience, both in compulsory school 

and at university level. The assessment coaching resource-material on the 

home page of the NAE, called Self-assessment, reflection and discussion, was 

also consulted (Skolverket, 2019c). However, piloting the survey was neces-

sary because as Springer (2009) states, “a major challenge for the survey re-

searcher is to figure out the characteristics of a group of people who, by defi-

nition, have not provided any information” (Springer, 2009, p. 251). 

While designing the survey, several decisions depended on the sensitive 

balance between the researcher’s desire to know, on the one hand, and the 

respondents’ perceived effort to participate, on the other. Factors such as the 

number and format of questions were crucial. The mode of gaining access to, 

and spark interest in the target group required careful considerations. The aim 

was to get access to student teachers whose goal was for middle school after 

their last practicum, with a geographical spread over the country. Great efforts 

were made to be able to meet the students in person, giving the information 

and the link to the survey first hand, in order to recruit as many participants as 

possible. The researcher’s experience on this point became confirmed in the 

cases when only the link was distributed before and under the pandemic. Can-

celled meetings meant no answers. Accessing student teachers proved difficult 

due to the varying structures of the education, and the pandemic. Still, visits 

were made at seven different universities spread over the middle and south of 

Sweden in the autumn of 2018 and spring of 2019. Meeting approximately 

150 students resulted in 128 returns. 

The survey is in Swedish and consists of 18 questions: seven on back-

ground information; eight about beliefs and assumptions; two on volunteering; 

and one survey feedback. The survey takes approximately 15 minutes to fill 

in on a computer or a mobile phone. There are two types of questions, either 

graded using five-point Likert-scales, or open-ended questions. Some of the 

scaled questions have the added option to opt out: I do not know/Not relevant, 

and most are attached with boxes for comments. The topics covered are some 

background information such as age, language biography, teaching experience 

and beliefs about assessment, and assessment practices regarding the subject 

of English in middle school. An example of the type of open-ended question 

asked is: “Describe your assessment work in the subject of English compared 

to another subject”. The Likert-scale questions only have text labels at the end-

points, to lessen the weight of letters and words in an overall dense battery of 

questions. The model of only giving the labels Totally agree/Never so far – 
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Totally disagree/As often as possible, and leaving the three middle ratings un-

labelled, has been successfully used in the test taker response surveys for na-

tional tests in English over the years (Erickson, 1998). In addition, the format 

proved to be similarly unproblematic. 

The survey was answered online, anonymously, using a familiar tool for 

both the researcher and some of the students. The tool was Survey & Report, 

which is used at several universities and makes data collection feasible geo-

graphically and over time. By not using set respondents in the design, anybody 

with the right link could participate in the survey on a mobile phone, tablet, or 

computer. To facilitate access further, the active link was posted, when possi-

ble, on the university’s course website so the students just had to click the link 

to participate. This also meant that students that were absent from the actual 

occasion could participate from home, although this only happened in a few 

cases. The first question was designed to require a Yes or No answer to in-

formed consent, and only with a Yes did the rest of the questions appear. At 

the end, there was another obligatory Yes or No question about participation 

in focus groups. With a Yes, a box for contact information was available to 

participants who volunteered; this entailed they were no longer anonymous. 

Since other gatekeeping mechanisms were not inserted in the design, it was 

possible to skip questions, which means that the total number of answers can 

differ between questions. 

Regarding background questions on language ability and first lan-

guage(s)58, methodological concerns about self-report instruments, self-iden-

tification questions and the flexibility in meaning of the mother tongue ques-

tion have been considered (Leeman, 2017). Issues raised by deVries (1985) 

helped in formulating the questions on language biography without a fixed list 

of languages to choose from, thus opening up to multiple first languages and 

language variations actually used. As Leeman (2017) points out, competence 

in a language does not automatically mean that the individual actually uses the 

language in question. Since the questions on language biography are given 

anonymously and with the purpose to merely sketch a linguistic context in 

which EFL teacher assessment identity is at work, the unspecified entities of 

languages and language ability given by the respondents are considered un-

problematic. In this way, efforts have been made to counter the lack of relia-

bility in self-reported language ability questions and to tap into current lan-

guage ability, despite the constraints of the survey format. 

5.2.1 Pilot study  

The pilot study was conducted in December 2018 and January 2019 in three 

groups of student teachers at two different universities. One group of students 

                                                      
58 “Q3. What languages do you think that you know; a little or well?” and “Q4. What first 

language(s) do you have?” See Appendix 11.1 for further information. 



92 

(n = 16) was in their fifth term (out of the eight), and the other two groups of 

students (n = 34) were in their seventh term. All these students were still to 

have their last practicum period. The pilot study showed that student teachers 

aiming for middle school have extremely limited experience of assessment 

work in the subject of English. Although the amount of non-response due to 

lack of experience is an interesting result in per se, the decision was made to 

only use the survey with students who had completed their last practicum in 

their final year, thus hoping for accumulated experience of assessment in the 

subject of English as well as a general development of teacher identity and 

maturity in educational reasoning. 

The results from the pilot study entailed that no major revisions were re-

quired. Only minor adjustments connected to the mobile phone format were 

made, which means that pilot-survey answers were included in the analysis. 

Nevertheless, a final addition was made after the first focus-group meeting in 

October 2019, when the researcher was reminded of how important tests in-

corporated in different course materials are for the classroom assessment work 

of novice teachers. A question about the frequency of use regarding these ma-

terials was then added for both focus-group members and upcoming cohorts 

of student teachers. 

5.2.2 Data collection 

Survey data were collected at seven different universities in geographically 

diverse locations, where the selection was determined by the availability of 

graduating student teachers, and access granted by course teachers. Travelling 

the country and meeting student teachers in their last term soon made the need 

for a complementary channel of recruitment apparent. The main reasons were 

that few volunteered in the survey, and of the few who did, these students had 

not yet been employed, which meant that they did not know if they would 

teach English in middle school after the summer or not. Emails were then sent 

out to two universities and approximately 230 former students with a middle 

school diploma who had been working for a maximum of three years (a usual 

novice period in teacher research, see Choy et al., 2013; Pendergast et al., 

2011; Shohamy, 2001), asking for volunteers who teach English. These novice 

teachers were informed of the project and asked to volunteer their unique 

knowledge and experience in the forthcoming focus groups. Emails were also 

sent to school principals and to assistant principals at ten partner schools. A 

number of additional positive responses resulted in a group of informants 

pooled from both surveys and emails (n = 34); some of which were visited in 

June 2019. 

When the school term began in August, the number of participants had 

dropped to 16 because of the foreseen obstacle of the final teaching schedules 

where the research frame excluded a number of volunteers. Other participants 
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were hit by a reality shock and lack of time for participation. Since the origi-

nal, longitudinal plan of the project to monitor the same student teachers dur-

ing their first two novice years had to be realised, the decision was made to 

continue collecting data with the same survey. This additional data collection 

was to be conducted concurrently with the focus-group interviews during two 

years, using purposive, convenience sampling. A growing number of answers 

would also enhance the quality of inferences drawn from the data. As it turned 

out, it became impossible to collect survey data from students in the incognito 

online teaching environment during the pandemic. 

A further decision was made, namely, to use the same survey in the focus 

groups at two different points over the two-year period. The reason for this 

was that only half of the focus-group participants had completed the survey 

from the beginning, and because one of the aims of the research project was 

to look for changes in beliefs and assumptions about assessment over time. To 

be able to approach the focus-group participants for clarifications of survey 

answers, the survey was converted into a non-anonymous, respondent survey. 

5.3 Interviews 

The insider perspective of the researcher conditioned the method for exploring 

beliefs and assumptions about assessment beyond the survey. This means that 

focus-group interviews were given preference over one-on-one interviews for 

several reasons. First, assessment is an engaging topic to discuss, irrespective 

of whether lay persons or professionals participate or not. Assessment prac-

tices are highly topical and discussed in public. At the same time, the reasons 

behind them may stay tacit within the education system as such, as well as 

internalised by those working within the system. Since the targeted group of 

foreign language novice teachers is heavily engaged in their teacher and as-

sessment identity formation, meeting others sharing the same process is bound 

to be fruitful. 

Focus-group interviews are anything but gathering a group of people to talk 

about some issue. The  strength of focus-group research as a research tool lies 

in how to capitalise on human interaction (Gladman & Freeman, 2012). All 

interviews were performed with the Zoom conference tool; this was planned 

at an early stage with no regard to the upcoming pandemic. The participants 

had the choice to alter their names for the sake of anonymity; no one did so. 

No assignments of any kind were ever given to the participants. However, 

sometimes they were given a specific question to consider, using the chat to 

formulate their thoughts before presenting them to the rest of the group. These 

chat-messages have been excluded from the data and analysis, as everything 

has been discussed and transcribed within the interviews themselves. 

There were no surplus volunteers to use for a pilot study of the focus-group 

interviews, but different online slots with the researcher were offered to test 
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the equipment and to become familiar with the online situation. A majority 

took advantage of this offer. As it transpired, this relaxed way of showing the 

participants the research method, convinced more than one of them to stay in 

the research project. 

5.3.1 Participants 

The focus-group participants are a varied group, both regarding age, number 

of careers and teaching contexts. From the start, there were thirteen female 

and four male participants, which equals the gender proportions in compulsory 

school nationally (Skolverket, 2019d). Their years of birth range between 

1969 to 1994. This also means that eight of them were career changers. The 

spread between teaching English in Years 4–6 is even, as is the size of their 

school units (F–6 or F–959) and the location in larger urban or smaller cities 

around Sweden. Only one of them has grown up with (American) English 

spoken at home. Thus, the unifying aspects of all participants are that they are 

all certified EFL teachers, that they all teach English, and that none has worked 

as a teacher more than three years after graduation at the start of the research 

project. For ethical reasons, it must also be noted that the researcher has taught 

most of the informants for varying periods of time ranging from 10 weeks to 

6 months in courses on classroom English and assessment. 

In the first term of focus-group interviews, there were two dropouts for 

reasons that are typical of the context of novice teachers. One is the level of 

mobility, when newly graduated teachers search for a suitable workplace. The 

other is due to the organisation of schools where there is a constant need for 

certified teachers in Mathematics and Science Studies and where the school 

principal is careful to have a high number of certified teachers, as these statis-

tics are made public as a base for the caregivers’ school choice. As there are 

more certified teachers in EFL than in Science Studies, which these novice 

teachers are also certified to teach, this means that any teaching schedule con-

structed in August can be changed overnight by the school principal. 

As teaching English in middle school was a prerequisite for joining a focus 

group, loss in participants was inevitable, but it became possible for these par-

ticipants to re-enter their groups when they were teaching English again. An-

other cause for ending participation was health issues; this is an entirely dif-

ferent problem all together, albeit psychological ill health is significant for 

teachers (Nejman, 2020). In Table 3, information about the participants is pre-

sented together with snap-shot information about their school contexts. The 

groups are marked by colours: red, yellow, green and blue, while the group 

members are represented by the first four letters of the Greek alphabet (see 

also 5.3.4).  

                                                      
59 F–6 means compulsory school from preschool class to Year 6, while F–9 means the same but 

including lower secondary school. 
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Table 3 

 

Matrix with Participant Information 

 

                                                      
60 There is a total of 17 mandatory and three optional subjects (Modern Languages, Sign Lan-

guage for the Hearing and Mother Tongue Tuition) in compulsory school. 

Partici-

pant 

Born Gender Certified Subjects 

OTHER 

than English60 

School context First/ 

later 

career 

Red α 1994 ♀ June 

2019 

Swedish 

Social Study Sub. 

Rural munici-

pal school with 

c. 260 students 

F–6  

first 

Y2  Swedish 

Mathematics 

Science Studies 

Social Study Sub. 

Rural munici-

pal school with 

c. 340 students 

F–6  

Red β 1993 ♀ June 

2019 

Swedish 

Mathematics 

Social Study Sub. 

Technology 

Municipal 

school in a 

large city with 

c. 550 students 

F–6  

first 

Red γ 1984 ♀ January 

2018 

Swedish 

Mathematics 

Science Studies 

Technology 

Art 

Rural munici-

pal school with 

c. 300 students 

F–6  

first 

Red δ 1993 ♀ June 

2019 

Swedish 

Social Study Sub. 

Municipal 

school located 

in a metropoli-

tan suburb with 

c. 700 students 

2–9  

first 

Yellow α 1970 ♀ December 

2018 

Swedish 

Mathematics  

Science Studies 

Technology 

Municipal 

school located 

in a metropoli-

tan suburb with 

c. 820 students 

F–9  

later 

Yellow β 1969 ♂ December 

2018 

Swedish 

Mathematics  

Science Studies 

Social Study Sub. 

Independent 

school located 

in a metropoli-

tan suburb with 

c. 440 students 

F–9 & munici-

pal school in 

another city 

suburb with c. 

280 students 

F–6 

later 
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Y2  Swedish 

Mathematics  

Science Studies 

Social Study Sub. 

Independent 

school located 

in a metropoli-

tan suburb with 

c. 690 students 

F–9  

Yellow γ 

 

1978 ♂ June 2019 Swedish 

Social Study Sub. 

Municipal 

school outside 

a smaller town 

with c. 300 stu-

dents F–6  

later 

Yellow δ 

 

1993 ♀ June  

2018 

Swedish Municipal 

school located 

in a metropoli-

tan suburb with 

c. 360 students 

F–6  

first 

Yellow ε 

 

1982 ♀ June 

2018 

Mathematics  

Science Studies 

 

Municipal 

school located 

in a metropoli-

tan suburb with 

c. 360 students 

F–9  

later 

Green α 

 

1974 

 

♀ January 

2019 

Swedish 

Mathematics  

Social Study Sub. 

Municipal 

school located 

in a metropoli-

tan suburb with 

c. 780 students 

F–9  

later 

Green β 

 

1977 ♂ January 

2017 

Mathematics 

Social Study Sub. 

Rural munici-

pal school with 

c. 450 students 

F–6 

later 

Green γ 

 

1991 ♂ June  

2019 

Swedish 

Mathematics 

Social Study Sub. 

Art 

Municipal 

school outside 

a smaller town 

with c. 380 stu-

dents F–6  

first 

Green δ 

 

1984 ♀ January 

2019 

Swedish 

Mathematics  

Science Studies 

Rural munici-

pal school with 

c. 250 students 

F–6  

first 

Blue α 

 

1971 ♀ January 

2019 

Mathematics  

Science Studies 

Rural munici-

pal school with 

c. 330 students 

F–6  

later 

Y2  Swedish 

Mathematics  

Science Studies 

Rural munici-

pal school with 

c. 250 students 

F–6  
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Note: Participants marked with light colours within their colour-groups are 

drop-outs during or after the first year. Participants marked with darker col-

ours re-entered the project. Participants who moved on to new schools during 

the project (n = 4), have the new information in rows marked Y(ear) 2. The 

data in the table have been validated by the participants. 

5.3.2 Focus groups 

A positive group atmosphere is vital to achieve fruitful discussions (Gladman 

& Freeman, 2012; Hennink, 2014). Homogeneity among participants will ease 

the willingness to share ideas, not least less politically correct ideas, thus con-

tributing to open, productive discussions resulting in ecologically more valid 

data (Gehrke, 2018). Yet another reason for choosing the focus-group format, 

relates to the connection between the researcher and several of the participants 

mentioned earlier. The power balance is better adjusted in group interviews 

than face-to-face interviews; however, differences in experience and authority 

are still present between the researcher-moderator and the participants. 

One has to take into account the difference in meaning between the role 

that can be assigned by the person and the position which is assigned by others 

(Gladman & Freeman, 2012). Despite the researcher-moderator’s energetic 

attempts to master the role of an outsider-insider looking for unique and novel 

meanings of FL novice teacher beliefs about assessment, the position is that 

Blue β 

 

1993 ♀ 

 

January 

2019 

Mathematics  

Science Studies 

Municipal 

school located 

in a metropoli-

tan suburb with 

c. 1120 stu-

dents F–9 & 

municipal 

school in a 

large city cen-

tre with c. 580 

students F–6  

first 

Y2  Mathematics  

Science Studies 

Rural munici-

pal school with 

c. 240 students 

4–6  

Blue γ 

 

1989 ♀ January 

2018 

Swedish 

Mathematics 

Art 

Municipal 

school located 

in a metropoli-

tan suburb with 

c. 450 students 

4–9  

later 

Blue δ 

 

1987 ♀ June  

2018 

Swedish 

Mathematics 

Municipal 

school located 

in a metropoli-

tan suburb with 

c. 450 students 

4–9 

first 
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of researcher and mentoring teacher with a lot of experience and a special 

interest in assessment in the subject of English. Despite a deep comprehension 

of both personal and interpersonal reflexivity, the truth is that both the position 

and role shape the responses to questions and prompts (Powney & Watts, 

2018). As Gladman and Freeman say, it is naïve to assume that people “are 

telling you what they think. More likely, they are telling you what they think 

you want to hear; or some mixture of the two” (Gladman & Freeman, 2012, 

p. 85). 

One additional aspect highly relevant to the quality of the focus-group data, 

is the personality and the position of the researcher as a novice moderator. In 

the best of worlds “an effective focus-group discussion is one where the mod-

erator has limited input yet still subtly manages the discussion by probing par-

ticipants, allowing time to explore issues, picking up on participant’s cues, 

and keeping the discussion on the research issues” (Hennink, 2014, p. 73). In 

the present situation it was a constant battle to stay away from a teaching role 

and letting “the silent probe” (Hennink, 2014, p. 78) drive the synergy of the 

group members. 

Consulting the literature on the effective focus-group size for research pur-

poses, results in an estimate of six to eight (Hennink, 2014) or five to eight 

participants (Krueger & Casey, 2009). Considering the researcher’s experi-

ence of online teaching situations, the purpose of the study, the complexity of 

the topic, the number of participants and the intended length of time for the 

interviews, resulted in dividing the 16 informants into four “mini-focus 

groups” (Krueger & Casey, 2009, p. 10). Although an atypical group size, it 

has been used before (Gladman & Freeman, 2012), and as Krueger and Casey 

(2008) point out, a smaller group gives the informants more opportunity to 

share ideas. 

As to the concern of how to mix and match the informants in each group, 

the first intention was to put former peers in the same group in order to gain 

from their familiarity with each other. After meetings and interviews in con-

nection to signing the form of informed consent, several informants said they 

wanted to be part of the project in order to meet new acquaintances sharing 

their situation. In the end, the decisive element for group formation arose when 

the informants could meet online for an undisturbed hour during their working 

week. As it turned out, there were two informants in each group who already 

knew each other from before, while the other two were unknown. The formed 

groups were meant to meet for an hour twice each term for two years, but this 

stability was disturbed when teaching schedules changed to other school years 

than 4, 5 or 6, or to other subjects excluding English. 

5.3.3 Data collection 

With the help of the survey-answers, a thematic interview map was developed 

with the areas: Personal assessment practices, Multilingualism, Assessment in 
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comparison with others, Assessment seen as a system, Ideas, and Other. This 

thematic interview guide was presented to the participants at the first meeting, 

mostly to show that there was in fact a plan for the discussions, despite the 

blurry barrier between “nice-to-know” and “need-to-know” questions (Krue-

ger & Casey, 2009, p. 53). As it turned out, the thematic interview map was 

never used to direct the content of interviews. Instead, assessment identity and 

assessment practices were discussed seasonally, as for example before perfor-

mance reviews or at the end of terms, but most of all related to the changes of 

the national test-procedures due to the pandemic. Sometimes the participants 

brought queries from their workplaces to discuss, at other times they raised 

questions they had wrestled with themselves. The researcher could also raise 

questions that had surfaced when transcribing, or from the analysis of survey 

answers as seen in Table 5. The individual interviews were held with partici-

pants who had missed the original group-occasion, and who willingly ac-

cepted the offer to share their thoughts on the ventilated topics. Data were 

collected by audio and video. All participants had signed the form of consent. 

The video recordings come in a separate file and were only used for lip reading 

when the sound was bad due to overlapping talk, or to aid the researcher’s 

memory over the years of the project. 

5.3.4 Transcription work 

Accepting that transcripts are mere representations, their benefits can be seen 

as model-like properties with which it is possible to model and re-model con-

versations in thought and talk (Duranti, 2006). The transcriber must make de-

cisions and be selective entailing that every transcription must be appropriate 

for its purposes. In fact, Duranti (2007) states that most researchers do develop 

a hybrid system for transcription. In the present case, the researcher kept to a 

naturalised model of transcription which means that written conventional fea-

tures have primacy over oral. Thus, the written down talk shares features with 

written language using, for example commas, full stops and paragraphing (Bu-

choltz, 2000). Furthermore, the researcher’s translations from Swedish into 

English create an additional distance between the original speech and the 

printed transcription in the present thesis. As the aim of the focus-group inter-

views was to collect ideas from groups of teachers, a more holistic approach 

was used in the analysis than conversation analysis, for example. The choice 

of using written conventions is also made to cater for an aspect of ethical con-

cern. As the focus was on the content of the interviews, there was no point in 

visualising informality in the transcripts, hence avoiding being perceived as 

offensive by interviewees (Kvale & Brinkmann, 2014). 

Priority was given to what was said over how it was said, which means that 

the multimodality involved in the video recordings, such as gestures or the 

showing of artefacts, such as for example course materials, were transcribed 

sparingly. It also meant that not all words on the recording, like false starts, 
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repetitions, and grammatical errors were included. Instead, some back chan-

nelling in utterances such as uh-huh, yeah, mmm, okay, right, wow!, and re-

ally? were included when needed for dialogue authenticity reasons. In this 

sense, the transcript is aligned with intelligent or clear verbatim transcripts 

(IndianScribes, 2019). As both Ochs (1979) and Duranti (1997) stress, selec-

tive transcribing is useful and reflects the hypothesises of the researcher, at 

the same time as the text is inviting and reader friendly. Because of this, the 

aim was a selective balance between giving written life to the conversations, 

and creating an easy-to-read, informative text. Following some fundamental 

conventions of conversation analysis, (see McCabe, 2017), this is the custom-

ised transcription key for the project: 

 

(.), (…)  

or (6s) = length of unfinished sentences or pauses mid-sentence  

-   = interruptions, truncated word 

----  = inaudible section 

(word)  = an estimate if sound not clear 

/   = overlapping conversation 

/…/   = text has been omitted 

/text/  = words and sounds of confirmation, moving conversation ahead  

[text]  = added information about what is happening (not speech) 

(text)  = added text for clarity of speech (laughter, hand movements) 

text   = the “other” language (Swedish text in English utterances or 

         English text in Swedish utterances) 

TEXT = stressed by speaker 

“text” = speaker is quoting someone 

Aa, mm = prolonged sounds 

 

The nomenclature of the transcripts was maintained on group level which 

means that codes were only tagged with group and interview occasion, unless 

referring to a specific part of dialogue (as in 6.1.1). The individual interviews 

were included in the analysis at the occasion the participant was not able to 

participate. Informant identification using the first four letter of the Greek al-

phabet was a conscious choice by which the focus is moved from the individ-

ual. This entails consistency with the reasons behind choosing focus-group 

interviews in the first place. Keeping the separation of groups in contrast, 

meant considering the different group dynamics present. The tracking of the 

interview order made it possible to record changes due to teaching experience 

assumed to appear during two years of data collection. Following this logic, 

MY1 means meeting 1 with the yellow group, while Gβ3 means green group, 

participant β, interview three. In the transcripts I was both the interviewer and 

the moderator. The original wording of each example is listed in Appendix 

11.3; on some occasions, however, a single word is included in square brack-

ets. All translations are those of the author. 
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Translating already transcribed and condensed speech results in a relatively 

large distance between text and utterance, especially when trying to preserve 

the professional and characteristic terminology involved. The translations are 

thus not meant to be flawless representations, which is also why features of 

speech, such as contractions and stress are kept for vivacity. Hopefully the 

spirit of each utterance is transmitted to the reader as “the most probable mean-

ing” (Graneheim et al., 2017, p. 33) is presented. All in all, thirty-two focus-

group interviews and ten individual interviews were recorded between 2019 

and 2021, which means that the collected interview data comprises more than 

39 hours of recording, resulting in 549 pages of transcript as shown in Table 

461. 

                                                      
61 The dates in Table 4 follow the Swedish standard of year/month/day. 
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Table 4  

 

List of Transcripts  
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5.4 Analyses of data 

 

The data collected over 2.5 years is in Swedish and consists of surveys with 

students and novices (n = 158), and more than 39 hours of recorded interviews 

with a total of 17 novices. The surveys have been analysed both numerically 

and textually. The focus is twofold: to identify specific topics to discuss, and 

to answer the RQs. While descriptive statistics were used for the numerical 

analysis, answers to the open-ended questions and the comments were coded 

and analysed in the same manner as the transcripts from the interviews. The 

Computer Assisted Qualitative Data AnalysiS (CAQDAS) software tools 

NVivo 12 and Atlas.ti 9 were used for organisation and analysis of data. If the 

origin of an excerpt is a survey, it is tagged with StS for student survey, NS1 

for novice survey 1 collected 6–8 months into the project, and NS2 for novice 

survey 2 collected 12–14 months into the project. 

The chosen method of analysis was qualitative content analysis (QCA), as 

it is described by Graneheim och Lundman (2004). QCA allows researchers 

to interpret subjective data in a scientific manner, furthermore, it is a relatively 

frequently used method in educational science. A fundamental starting point 

for QCA is that narrative data presuppose understanding and collaboration be-

tween researchers and participants. QCA considers both manifest and descrip-

tive content as well as latent and interpretative content. This means that texts 

always have more than one meaning and that knowledge can be understood as 

innate, acquired, or socially constructed (Lincoln & Guba, 1985). Following 

Graneheim and Lundman’s (2004) recommendations, the selected units of 

analysis consist of entire interviews, as they offer a body of text large enough 

to be seen as a whole, but at the same time, limited enough to be kept in mind 

as one context. In the case of survey answers, the unit is kept within sample 

and/or time, as seen in Table 7. This means a total of 11 units analysed; forty-

two interviews (focus group and individual), and three collections of surveys 

(StS, NS1 and NS2). 

Selected definitions advocated by Graneheim and Lundman, especially for 

qualitative research and used in the present project, are the terms content area, 

meaning unit, condensation, and abstraction. The whole process of QCA is 

shown in Figure 5. Although presented as a linear flow, it must be stressed 

that the process is cyclical with inflections and loops along the process. 
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Figure 5 

 

Process of Qualitative Content Analysis (QCA) 

 
Note. This model is adapted from Graneheim and Lundman (2004). 

 

Having selected the units for analysis, each unit is sorted into different con-

tent areas, i.e., “parts of the text that address a specific topic in an interview” 

(Graneheim & Lundman, 2004, p. 107). The content areas in the interview 

data are shaped by various contextual conditions spread over the year, and 

worth considering in the process of analysis. As can be seen in Table 5, these 

are, for example, fixed assessment practices related to the national tests and 

grading, or calendar items such as school holidays, but also more unexpected 

occurrences such as the pandemic of 2020–2021. 

 

Table 5 

 

Interview-Rounds and Examples of Content Areas 

 

Interview 

&  

Date 

Content Area 

(SQP/SQI = Specific question raised by participant/interviewer) 

 

1 

2019/11 

Getting to know each other 

Teaching and assessment practices in relation to the school year they 

teach  

Course materials 

The school and the geographical place they work at 

Fairness in assessment 
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Upcoming performance reviews 

Contradiction in assessment; grades marked in digital platform in 

Years 4/5 

2 

2019/12 

 

The oral subtest of the NT in English conducted by some participants 

Co-assessment 

Students needing special aids 

Stress in helping everyone that needs it 

Fantastic to be able to hear each student during the national test 

SQP: Has the level of English competence become more uneven now 

that children can choose a language when watching movies and the 

like? Strange that the students in Year 5 want to have Swedish subti-

tles… 

SQP: How can you assess the same skill in different ways; shy students 

SQP: Is the purpose of assessment that the students should reach the 

grade E (pass) or A (excellence)? 

SQP: Vocabulary tests – to be or not to be 

3 

2020/2 

Role models regarding assessment? 

Do they feel that assessment and tests influence their teaching of Eng-

lish? 

Ways of making all students talk during lessons 

Ways to work with matrices together with students 

Time management: how much time to spend on feedback or feed for-

ward? 

The NAE 

Feelings of uncertainty; what are they able to give their students? 

SQP: How to get students to see the different parts of an overall grade? 

The grade is a very concise way of assessing the student’s achieve-

ment. 

SQP: The question about fair assessment in the survey was interesting. 

A student who reaches E-level may have struggled ten times more than 

a student who reaches higher, but that ambition and will are not 

weighed into the end result. 

SQP: About formative assessment: How does the students see their 

own progression and development opportunities? 

SQP: Offensive email from parent – a shared experience 

4 

2020/4 

 

How do they handle the pandemic, especially when there were no na-

tional tests 

The authority of the national tests 

Some families (same as always), distinguish themselves in the pan-

demic absence reporting 

A lot of attitudes in Year 6 which complicates assessment of oral skills 

Uneven groups in relation to national tests; native speakers versus shy 

and reluctant students 
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Struggle-grades62: encouragement more important than following pol-

icy documents 

How would they describe themselves as assessors in English with four 

words? 

What about multilingualism: their own and their students’ multilin-

gualism in the English classroom? 

The question about how much TL to use during teaching 

Contradiction in assessment; only two colours/levels are marked digi-

tally 

The use of the famous gut feeling 

Using English in other subjects; Mathematics 

SQP: Double and triple work with assessment. How to handle assess-

ment so it does not become so cumbersome? 

5 

2020/10 

Changes in context (two dropouts, two back in) 

What have they learnt during their first year?  

Extreme difference between groups 

Being exhausted by looking for materials; working day and night end-

lessly 

SQI from transcription 1: “The NAE is fair but dull and boxy”. Ex-

plain!  

SQI from transcription 4: “I believe very much in feedback, and most 

of all in positive when it comes to languages.” Explain! 

6 

2020/11 

Change of schools for some participants discussed; differences? 

Assessment culture 

The subject of English 

Demands from school principals 

An upcoming follow-up inspection by the Inspectorate 

Difference in student achievement between schools; multilingualism 

Oral subtest completed in December 

7 

2021/2 

How much freedom do they feel in deciding how they do their assess-

ments? 

SQI from survey: theoretical knowledge about assessment has second 

highest frequency. How did you think when you answered? 

SQI from survey: “In my assessment work I aim at making individual 

assessments in/visible”. How did you think? 

SQI from survey: “I avoid talking about grades when talking about 

assessment”. How did you think? 

SQI from survey: “What do you believe is most rewarding when as-

sessing the subject of English?” How did you think? 

                                                      
62 So-called struggle-grades, joy assessments (6.2.1), or kindness assessment (6.3) are over-

optimistic assessments where, for example, effort, diligence, or a bruised soul are taken into 

consideration when passing students that would fail, if going by the book. 
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Discussion about how difficult it is to find other materials than dia-

logues on different levels. One participant shared self-written stories. 

8 

2021/4 

 

 

 

 

 

 

 

 

Last time; any thoughts on issues not dealt with?  

Stress about subject contents and dispute with caregivers after Corona-

absence of student 

Repetition of naming four words describing themselves as assessors in 

English  

SQI from transcription 6: What is the difference between “year-work-

team” [årsarbetslag] and “work-team” [arbetslag]? 

SQI from transcription 1: Has the participant been able to find out who 

decides on the beginning year of English at the school? 

What about the substitute national tests? 

Member check on the LAIP model (6.1.3) as part of preliminary results 

What has the participation in the project meant for the individual teach-

ers? 

Note. The content areas consist of original Swedish wording. 

 

The content areas are in turn divided into different meaning units, which 

means that sentences and paragraphs that contain related aspects were grouped 

before being condensed. This process deals with manifest content and as such 

it stays close to data with a minimum of interpretation (Graneheim et al., 

2017). Focus-group data may differ from one-to-one interviews, as the speech-

pattern has a different momentum, revealing how the exchange of ideas is 

criss-crossing within the group, often in rather unpredictable ways. This re-

sults in rather long meaning units, which together with the actual extensive 

amount of data, necessitates data reduction in more than one step. In order to 

be effective but careful not to lose meaning, the first cycle coding method of 

in vivo coding (IVC63), was applied. As opposed to methods that are researcher 

derived, the origin is stressed in IVCs as they consist of the language and ter-

minology used by the participants (Friese, 2019). At the same time, the actual 

utterances are trimmed, as can be seen in Table 6. 

                                                      
63 In vivo codes will, hereafter, be used with the acronym IVC, to avoid any confusion with the 

software tool NVivo. 
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Table 6 

 

Going from Transcribed Data to IVCs 

 

Data Meaning unit IVCs 

A: That you MUST get English in more places  

because it IS first of all short lessons. I have  

[points to herself] few hours, and not even, yes  

(.) Not even three hours a week, ee (...). Yes.  

[Looking up at the ceiling] We have, as when  

we have planned English and THAT, is the  

boring part and therefore I have not used this  

textbook before, that one has planned  

chapter(.)wise, one chapter a week so that  

everything should be connected [shows with the  

hands], so that when it’s Halloween you’re on  

Halloween, when it’s Christmas you’re at  

Christmas and then so, SO we have sort of  

planned it so that there will be a context for them  

in what they study. [00: 14: 38.15] 

E: Although you can skip chapters. You can still  

have them hanging together, but, but to be able  

That you MUST get English in more  

places because it IS first of all short  

lessons. I have [points to herself]  

few hours, not even three hours a week. 

1. You MUST get English in   

more places because it IS  

first of all short lessons. I  

have only a few hours, not even  

three hours a week. M2B 

When we’ve planned English and THAT, is the  

boring part which is why I haven’t used a  

textbook before. Everything is planned by  

one chapter a week so that everything will  

be connected, so that when it’s Halloween  

you’re on Halloween, when it’s Christmas  

you’re at Christmas and then we have  

planned it so that there will be a context for  

them in what they study. But if you look at  

the test and how it is structured, they MUST  

have worked with ALL chapters. It’s boring 

     unfortunately. 

2. THAT, is the boring part  

which is why I haven’t used  

a textbook before.  

Everything is planned in  

chapters and connected. If  

you look at the test, they  

MUST have worked with  

ALL the chapters. It’s boring,  

unfortunately. M2B 
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to immerse yourself in something, you can of  

course CHOOSE a chapter. It is not  

NECESSARYLY so that you have to work with  

all the chapters. 

A: But if you look at the test and how it’s  

structured, they MUST have worked with ALL  

chapters / 

E: Yes, I KNOW, but I do  

A: It’s boring, unfortunately. 

Although you can skip chapters. You can still  

have them hanging together, but to be able  

to immerse yourself in something, you can  

of course CHOOSE a chapter. It’s not  

NECESSARILY to work with all the  

chapters. I removed some stuff. Some things  

I don’t think are so super necessary, so then  

I remove some things and then I remove  

them from the test later as well. 

3. Although you can skip  

chapters. Some things I  

don’t think are so super  

necessary, so then I remove  

them from the test as well.  

M2B 

I: And you J were you two at all [test performances]? / 

J: Mm 

I: And E then? 

E: No we were alone, but two of us listened later. / I: Ah,   

     okay / Most of the ones we knew anyway-, not really all  

because some were spot on, but we chose a couple that  

we listened to together. And it was useful too. 

We were alone, but two of us listened later. 

     Most of the ones we knew anyway – 

not really all because some were spot on, but  

we chose a couple that we listened to  

together. And it was useful too. 

4. We were alone, but two of us  

listened later. Some were spot  

on, but we chose a few that we  

listened to together. And it was  

useful too. M7G 

I: A exactly. And emotionally then? When this was  

your batch anyway? 

M: Ah, nae but it f- (..), Oh, I can be pretty detached (.)   

     When I have to. It’s a bit like eating animals that you  

     raise yourself. I mean, it’s not that much fun at the time  

     but it’s tolerable. (I laughs) I have chosen to do it anway. 

[About how it feels to assess their own students 

on the national test] Oh, I can be pretty  

detached when I have to. It’s a bit like eating  

animals that you raise yourself. I mean it’s  

not that much fun at the time but it’s  

tolerable. I have chosen to do it anyway. 

5. [About assessing their own  

students on the national test]  

Oh, I can be pretty detached  

when I have to. It’s a bit like  

eating animals that you raise  

yourself. It’s not that much fun  

at the time but it’s tolerable. I  

have chosen to do it anyway.  

M7R 

Note. The examples consist of original Swedish wording; this is found in Appendix 11.3.
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Table 7 shows an overview of the total number of IVCs and their original 

unit of analysis. 

 

Table 7 

 

Total Number of IVCs from all Units of Analysis 

 

Units of Analysis IVCs 

Focus-group interview 1 203 

Focus-group interview 2 181 

Focus-group interview 3 210 

Focus-group interview 4 196 

Focus-group interview 5 159 

Focus-group interview 6 150 

Focus-group interview 7 157 

Focus-group interview 8 160 

Student teacher surveys 312 

Novice teacher surveys year 1   76 

Novice teacher surveys year 2   74 

∑ 11 ∑ 1878 

 

Moving to the second cycle of coding, IVCs are further condensed and ab-

stracted into codes. This is where the key elements in QCA are performed 

when codes, categories, and themes are created through interpretation of more 

latent content. According to Bazeley (2013), codes help the researcher in three 

different ways: 1) to keep track of data, 2) to construct ideas from data, and 3) 

to facilitate asking questions of the data. This means that the researcher is 

helped from having a fixed way of looking at the phenomenon studied. As the 

process of coding means using a tool for sorting and organising, codes are 

nevertheless helpful as they can signify different meanings. In other words, 

codes can be useful within more than one category, resulting in a flexible anal-

ysis close to reality. A meaning unit, condensed to an IVC, although con-

densed, can still contain different connotations. Beliefs about teaching, learn-

ing and assessment, for example, although coded separately, may share mean-

ings. Likewise, the code for Gaining insights is also one that, more often than 

not, carries multiple meanings, as seen in Table 8. 

In the cyclical process of coding, initial codes will be reworked as the work 

progresses and the need for revision of already made codes is implemented. 

This is especially true in the present research project as the longitudinal design 

adds to the need of re-evaluation. The codes are finally merged into subcate-

gories and categories which are then described as one or more themes. The 

challenge of QCA is to establish categories fitting all the codes included, but 

at the same time being strict enough not to allow overlaps (Bazeley, 2013; 

Yin, 2015). Following repeated re-reads of the data, codes are reassembled 
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into categories where the multiple meanings are finally separated and consol-

idated. In this case, there was a certain amount of overlap lagging when cre-

ating categories, but the distinctions were warranted for the purposes of anal-

ysis. Table 8 shows an example from the coding process described. 

 

Table 8 

 

Example of Coding Process 

 

IVC Code Category 

6. I don’t check spelling. Not because  

    I’m a very kind person, but I look at  

    it like this: If you are going to fail  

    students in Year 4, they won’t be  

    able to learn. They have to LIKE  

    this. It may be misspelled, it may be  

    totally crazy, as long as they have  

    the potential to continue to want to  

    learn. So, this is my defence  

    anyway. M8Y 

 

Belief about  

teaching  

 

Belief about  

learning  

languages 

 

Belief about  

assessment 

 

Beliefs 

 

 

Beliefs 

 

 

 

Beliefs 

7. I also saw on one of all the Facebook  

    groups that someone posted a com 

    plete old national test. I thought that  

    in the worst case I can take THAT,  

    the parts I need to test. I’ve got a  

    pretty good track of things.  

    Otherwise, it simply has to be that  

    way. I’m thinking of the first year 

    as a teacher and you have to give  

    grades, and then Corona and no  

    national tests, so what can you do?  

    You have to do your best. M4R 

 

Gaining insights 

 

Being novice 

 

Development 

 

Novicehood 

8. There are many old teachers who do  

    As they please, and are tired of  

    Things being done all the time. In  

    any case, I think that many people  

    do their own thing and people don’t  

    have a clue. I think it’s very  

    frustrating, but I’m only going to  

    work here for another three weeks  

    so I don’t care so much right now. I  

    KNOW that a few years ago they  

    started with some kind of templates  

 

Having agency 

 

Being with  

colleagues 

 

Being novice 

 

Context 

 

Context 

 

 

Context 
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    for what the lesson plans should  

    look like. And that included  

    assessment, but it’s been lost some 

    how and nobody showed or told me  

    anything when I started working.  

    M6R 

 

The iterative mode of data collection not only contributes to a non-linear pro-

cess of analysis, but also forces the researcher to simultaneously keep an eye 

on both details in the material and the overall research interest. Borrowing a 

term from Grounded Theory research, this process is called theoretical sensi-

tivity (Charmaz, 2014; Corbin & Strauss, 1990). 

Following the process of QCA (Figure 4), coding leads to the last steps in 

the analysis where sub-categories, categories and themes are determined on a 

more abstract level (Graneheim & Lundman, 2004). This means that the pull-

ing apart of data into meaning units, IVCs and codes in the first stages of cod-

ing, is followed by the bringing together into categories and themes in the last 

stages. In the present case of inductive content analysis, the headings of cate-

gories describe the content on a manifest level, with a low degree of interpre-

tation and abstraction. A higher level of interpretation and abstraction of latent 

content comes with defining the themes. As Graneheim et al. (2017) explain, 

“a theme is described as a unifying ‘red thread’ running through several cate-

gories that brings meaning to a recurrent topic or experiences and its various 

manifestations” (Graneheim et al., 2017, p. 32). In Table 9, these last stages 

of coding show how student and novice teachers balance different parts of 

their professional and personal selves (codes and categories) in order to be fair 

and accountable (themes). 

 

Table 9 

 

Going from Codes to Themes 

 

Code 

(n = 24) 

Category  

(n = 6) 

Theme 

(n = 2) 

Being accountable The system Being accountable 

Contradictions  Being fair 

Local governance   

High-stakes testing   

Being novice Novicehood  

Being pragmatic   

Being stressed by time   

Belief about assessment Beliefs  

Belief about learning languages   
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Belief about teaching   

Changing practices Development  

Changing self-confidence   

Gaining insights   

Teaching English Context  

Having agency   

Being with colleagues   

Being with students   

Co-assessing   

Multilingualism   

Being fair  Emotions  

Being lenient   

Being severe   

Feeling negative   

Feeling positive   

Note. The naming of the categories was done with reference both to frequency 

of codes and content. 

 

The interpretation of the whole coding process is that the operational side of 

assessment identity is fairness. In order to feel that they are fair to their stu-

dents, to their teaching aims, to their teaching philosophy, and to their profes-

sion, teachers position themselves within the system so as to balance the de-

mands of accountability with making fair assessments. 

The dialectical interplay between existing theoretical understanding and 

empirical data means in this case that the reasoning behind the analysis has 

followed the logic of deduction, induction, and abduction. Although the phe-

nomenon of EFL assessment identity development is novel, the starting point 

of the study began with deductively hypothesising about what would be im-

portant to ask to understand the phenomenon better. As part of a construction-

ist epistemology, the researcher becomes actively part of the deductive, induc-

tive, and abductive force driving the iterative data collection, analysis and the-

orising. As the researcher is an outsider-insider and as such has knowledge of 

EFL teaching, teacher education, assessment, and literature connected to these 

fields, the research questions and survey questions can be said to originate 

from deduction, i.e., existing knowledge. At the same time, both survey and 

interviews included open-ended questions and ample opportunities for com-

ments which allowed for inductive logic in the analysis (Kennedy, 2018). 

Conclusions from both induction and abduction begin grounded in the data 

without any particular theory in mind (Bazeley, 2013; Reichertz, 2019). The 

separation of the paths comes with how theory is generated. While induction 

aims to develop empirical generalisations that can be applied to similar situa-

tions, abduction aims at recontextualising theory into a modified theoretical 

framework. As Reichertz (2019) explains, abduction “consists of assembling 
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or discovering, on the basis of an interpretation of collected data, such combi-

nations of features for which there is no appropriate explanation or rule in the 

store of knowledge that already exists” (Reichertz, 2019, p. 6). Abduction is 

thus more of an attitude towards data and towards one’s knowledge than a 

specific process: “It is a state of preparedness for being taken unprepared” 

(Reichertz, 2019, p. 7). 

As the present research project is situated within the rather unknown area 

of student and novice teachers’ FL assessment identity development, the aim 

is both to be able to generalise from sample to population, and to be able to 

generate theory. This is done by starting out with as little preconception as 

possible, even if it is paradoxical in this case when specific questions are ini-

tiating the whole research design. By letting data have their own say on inter-

esting topics to follow up (which is also a paradox, as social reality never 

speaks by itself but rather trough the intentions and experiences of both re-

searcher and research subjects), the bottom-up perspective of induction was 

used when creating coding categories following the code book that was com-

piled (Appendix 11.2). By contrast, assigning codes to categories was done 

using deductive logic. In the cases where codes and categories were overlap-

ping, abductive logic was used by revisiting the transcripts and the code book. 

At times, questions were added for upcoming interviews so as to adapt the 

relationship building empirically. Including insights from notes also helped in 

making sense of apparent inconsistencies (Kennedy, 2018). When themes 

were identified, relevant theory was added so that inferences could be drawn 

from the information known through abduction, as in “informed guessing” 

(Reichertz, 2014, p. 5). The result from the analysis, in the form of the model 

of possible assessment identity positions for example, is part of abductive 

logic, as it gives explanation of the data with surprises. Hence, known theory 

of assessment identity formation is reorganised and added to, not least by the 

process of member-checking. 

5.4.1 External validation process 

An important part of qualitative research is to find multiple ways to ensure 

plausibility, credibility and trustworthiness, especially as the present project 

is the researcher’s one woman show (Bazeley, 2013; Yin, 2015). Thus, the 

development of coding schemes involved employing co-coders to validate the 

analysis and reduce coder subjectivity. The researcher and two fellow re-

searchers also working with QCA, independently coded a random, but ar-

ranged, representative subset of 282 IVCs (15 per cent) from each of the 11 

units for analysis. The co-coders (A and B) were asked to use the code book 

and all 24 codes. If they needed to tag an IVC with more than one code, they 

were asked to rank them. Since no other coaching or streamlining session was 

given, the inter-rater agreement, which was aggregated and calculated using 

per cent agreement, showed rather low agreement of ≈ 50 per cent. The low 
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score on agreement can be attributed partly to the large number of unfamiliar 

codes, and partly to possible overlapping. When agreement was recounted at 

category level, slightly better results emerged; ≈ 60 per cent, which is exem-

plified in Table 10. 

 

Table 10 

 

Example from External Validation 

 

In the example, the co-coders have used the code Contradiction, which in the 

code book is described as When the beliefs about assessment come on collision 

course with the demands from the system. The researcher has used the code 

Accountability instead, which is described as when Teachers have to defend 

their choices and their assessments to students, caregivers, the principal, and 

the NAE. Although the codes can be seen as overlapping if the essence of ten-

sion in collisions is neglected, there is no harm done as they are within the 

same category: The system (Graneheim et al., 2017). Other examples of disa-

greement could be referred to as the loss of context when meaning units were 

condensed to IVCs. Cases where one-liners were coded differently were not 

seen as a threat to validity, as the researcher knows the context. 

When discussing the difficulties and the discrepancies in the interpretation 

of some of the coding categories, an interesting difference between the co-

coders emerged. Co-coder A, who like the researcher has a long history of 

teaching within the Swedish education system had consequently better agree-

ment. A comment from co-coder B, who is younger and more used to tertiary 

teaching abroad, is enlightening: “I also had difficulty with the category Being 

accountable. I think there may be several instances when I chose another code 

(e.g. Agency), because I had a hard time imagining Being accountable” (Per-

sonal communication, September 15, 2021). This is literally what this whole 

thesis is about (Table 9). Teachers working in Swedish schools must relate to 

being accountable. Another interesting result was the cases when the two co-

IVC Code: 

Category 

Code: 

Category 

Code: 

Category 

 Researcher Co-coder A Co-coder B 

9. And you know the parents  

    are like this “We help at 

    home”. But you can’t do it  

    all at home, it’s at school  

    we should do things.  

    Otherwise some will do the  

    things at home. And what  

    do I have to assess then?  

    M2G 

Accountability: 

The system 

Contradiction: 

The system 

Contradiction: 

The system 
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coders agreed while disagreeing with the researcher. It was not a substantial 

number of cases, but nevertheless resulted in some clarifying revisions of the 

code book. The process of external validation also brought about what J. 

Brown (2014, p. 108) calls “negative case analysis”, meaning to purposely 

look for instances in data that contradict categories and interpretations. One 

such instance was, for example, when co-coder B said that a code for caregiv-

ers would have helped as several IVCs included both students and caregivers. 

After careful consideration, the final decision was made to let the code Being 

with students continue to encompass caregivers as the topic of the project was 

the focus on teachers. 

5.5 Mixed methods processes 

There are some methodological aspects of the chosen MM design procedure 

that need clarification. Regarding how and when to connect the quantitative 

and qualitative phases during the research process, both data collecting meth-

ods have fed into each other over the long period of data compilation, in an 

iterative mode depicted in Figure 6. 

 

Figure 6 

 

Data Integration 

 
As mentioned, both surveys and interviews (when using the chat for answer-

ing specific questions) combined closed- and open-answer formats. 

Implementation issues can also be interpreted as the actual proceedings 

when using the methods; therefore, it must be noted that the researcher was 

always present while respondents answered the survey. In this way, the so-

called truth value (Lincoln & Guba, 1985) has been enhanced. As naturalistic 

inquiry stipulates a human instrument, and is performed within context loaded 

with meaning, it is impossible to find a one-to-one relationship between the 

findings of the inquiry and the reality, whichever that might be. Thus, the pos-

sibility to avert potential misunderstandings by being able to answer questions 

is of great value, although this procedure goes against true quantitative re-

search philosophy where researchers aim at disassociating themselves as 
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much as possible from the research process. Thus, the choice has been made 

in favour of fewer survey-returns, but with calculated lower frequency of in-

valid answers. 

Survey data were the basis for the interview map, but the issues discussed 

at focus-group interviews were also sometimes checked with survey answers 

to be able to ask specific follow-up questions at upcoming interview sessions 

(see Table 5). In this way, moving between different data resulted in more 

knowledge than any of the methods could have conveyed alone64. The overall 

process of analysing data collected using two methods has been performed in 

the three stages presented in Table 11. 

 

Table 11 

 

Process of Analysis 

 

Stage Proceeding Data materials Results 

First cycle 

analysis 

transcribing, con-

densing and catego-

rising into IVCs 

158 surveys and 

549 pages of 

transcript  

more than 1800 IVCs 

condensed into 32 

codes 

Second cycle 

analysis 

fusing, splitting and 

moving around 

codes and creating 

categories 

codes and code 

groups 

making sense of rela-

tionships by making 

hierarchies: 24 codes, 

6 categories and 2 

themes 

Third cycle 

analysis 

making what is in-

teresting visible 

themes contribution to the 

field 

 

In the matter of how to integrate the results of both phases of the study to 

answer the research questions, the choice has been made to present the results 

fully integrated connected to each research question successively, thus capi-

talising maximally on data integration. This does not mean that the results are 

proportionally divided; they never were intended to be, regardless of the ob-

stacles for data collection created by the pandemic. While the textual data are 

rich, the numerical data from student teachers are noteworthy, mainly due to 

their scarcity, implying a dearth of assessment practice in the subject of Eng-

lish. While not being able to answer many of the questions about assessment 

tools and processes, i.e., AL, the data still offer many thoughts and narratives 

in the boxes for comments. The survey answers also reveal the fact that the 

reported lack of AL aspects does not equal a lack of beliefs, assumptions, and 

affective reactions about assessment. The latter have been commented on 

widely in the open-ended answers and in the boxes for comments. Here again, 

                                                      
64 Inherent of the iterative process illustrated in Figure 6 is an achievement of knowledge ob-

tained at different levels and continuosly developed in the different steps of data collection. 
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the reliability and validity, or using qualitative vocabulary, the extent to which 

the data of the study is consistent, credible and verifiable, is strengthened by 

a combination of methods, whereby a number of types of legitimation have 

been utilised (J. Brown, 2014). 

5.6 Reflexivity and research ethics 

Since the researcher is a cultural insider regarding teaching and assessment 

practices, the pitfalls of not seeing anything or seeing too much are hopefully 

avoided (Friedman, 2012). However, the following might be true: “the prob-

lem is not whether the [observer] is biased; the problem is what kinds of bias 

exist” (Agar, 1996, pp. 91–92). The lure to fall back on well-developed teach-

ing habits, making focus-group sessions into seminars, has in some cases been 

challenging, especially when participants have shared their utmost frustration 

or disheartening moments, both personal and professional. There is a very fine 

line between interviewer and fellow human being that must be negotiated, and 

where a multitude of triggered I-positions from both parties must be kept in 

check. Rather, it must be made explicit that the quality of the relationship be-

tween interviewer and interviewee is reflected in the trustworthiness of the 

data. This means that participants have been relaxed enough to express less 

politically correct ideas about teaching and assessment. Discussing the analy-

sis with initiated co-coders and PhD peers has helped detect what is going on 

under the surface of the data, but in the end, it is the researcher who knows the 

data best. I was there, picking up body language, intentions and how utter-

ances were expressed at that point in time. To shoulder the role of an outsider-

insider has most definitely advanced the data collection and analysis, despite 

a number of pitfalls on the way. 

Having said this, the study takes its ethical starting point in the European 

Commission’s Ethics in Social Science and Humanities (2018), and Good Re-

search Practice by the Swedish Research Council (Vetenskapsrådet, 2017). 

Great efforts have been made to avoid potential ethical problems, and to en-

sure procedures to protect the confidentiality of information and the anonym-

ity of the participants in all research materials. The basic obligation to protect 

research participants can be specified in four general research requirements 

concerning: information, consent, confidentiality, and use and preservation of 

data (Vetenskapsrådet, 2017). 

The requirement of giving information to potential participants of the con-

text, purpose, nature, methods, and procedures of the research has been ful-

filled regarding surveys and recordings alike. The researcher chose to person-

ally meet student teachers at the seven different universities, giving infor-

mation about the study first hand, and being able to answer questions while 

the survey was answered. The information was also given in the written intro-

duction to the survey, and consent was required for participation. Personal 
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data were only collected on a voluntary basis in cases where the respondent 

signed up to continue in the project, offering contact details. Regarding the 

emails sent to former student teachers from two universities, the mailing lists 

were released after judicial consent from the university administration. Infor-

mation about the project was given in the emails and repeated orally to all 

volunteers. 

In the upcoming phase of the focus-group interviews, information was 

given once more individually, either over the phone or by visiting the inform-

ants. The fact that many things in life and a career might change over the two 

years of data collection was emphasised in the communication with the par-

ticipants. This means that a participant could opt out at any time without the 

need for any explanations. A signed form of informed consent to the usage, 

sharing and storage of the video and audio recordings made in the online meet-

ing tool Zoom, was obtained from each focus-group participant. 

The requirement of confidentiality was easily fulfilled in the anonymous 

survey but imposes high demands on the researcher in terms of video and au-

dio recordings in a group setting. The video recordings were not part of the 

analysis and only used as a memory aid during the transcription process. De-

spite this, recordings of sounds from and/or images of persons constitutes pro-

cessing personal data, thus yielding to the Personal Data Act (Vetenskapsrå-

det, 2017). Following the Ethical Review Act65, permission has been requested 

and given. 

As for the requirement on the usage and storage of data, all efforts have 

been made to conceal the identities of the individual informants, but in the 

case of group interviews, the anonymity can never be the same as in a face-to-

face interview. As Hennink (2014) points out, not only the number of partici-

pants, but also the composition of groups with acquaintances who share the 

social or professional network, will make confidentiality especially problem-

atic. In this case, there are informants in each of the four groups that have been 

students together for four years, which can be both good and bad regarding 

anonymity. A data management plan was implemented. The material was 

stored at the university in accordance with the Archives Act stipulating ten 

years. Survey responses (compiled pdf), audio recordings (.m4a), video re-

cordings (.mp4), chat-contributions (.txt), and transcriptions (Word-docu-

ments) are not systematically sorted by person. All material, including code 

keys and personal email conversations with informants, is stored on an exter-

nal hard drive. 

One last point to mention in connection with ethical concerns regards the 

recruitment of participants. No reward was offered for participation. For those 

volunteering for focus-group interviews during a period of two years, a possi-

bility to share their teaching experiences with interested others was reward 

                                                      
65 The Act (SFS 2003:460) concerning the Ethical Review of Research Involving Humans came 

into effect on 1 January 2004. 
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enough. The researcher also emailed school principals and assistant principals 

informing them that one of their colleagues was involved in the research pro-

ject, which should generate merits in their professional portfolios. That was 

the least that could be offered in our asymmetrical trade of knowledge. 

5.7 Summary 

For the sophisticated subject matter of identity development, a combination of 

research methods was used over a period of time. Following MM philosophy, 

both methods of data collection have been customised to gather as extensive 

data as possible. The surveys have resulted in both fixed Likert-scale answers 

and flexible free-text answers. The interviews have relied on student surveys 

and the two survey-rounds with novices. This combined method to collect data 

has resulted in rich data, adopting a “naturalistic” rather than “rationalistic” 

method of inquiry (Lincoln & Guba, 1985). This means that although the ra-

tionale and plan for data collection was chosen already at an early stage of the 

research application, the multi-phase sequential design of the study has facil-

itated the inductive approach to the complex field of interest. 

Tracing identity development over time compels the researcher not only to 

apply accessible tools, such as online surveys and Zoom, but also to be flexible 

and adaptable in relation to the participants. This means making life as partic-

ipant as smooth and easy as possible, always remembering that at the end of 

the day, they are all doing the researcher a huge favour. In this specific case, 

the researcher has also felt an ethical obligation to be able to give something 

back to the participants. This has meant that they have always been able to ask 

questions directly to the researcher/moderator, or that they have been actively 

encouraged to use each other’s competences and experiences in the focus 

group. In Table 5, examples of queries initiated by participants are shown. The 

result shows that the participants have had considerable influence in the type 

of content areas discussed. 

Other ethical issues that have been thought-provoking, not least ontologi-

cally and epistemologically, include sampling, the mode of transcribing and 

reflexivity. Here again, the naturalistic and inductive approaches have guided 

the data compilation. This means accepting reality in all the ways it is experi-

enced and believed to be, i.e., to accept that written down language and trans-

lations from spoken varieties, into written conventions and conversions be-

tween languages are still vehicles for shared understanding. It also means ac-

cepting that the history, position, and personality of the researcher not only 

assisted in getting both respondents and participants, but also resulted in sup-

posed biases. 
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6 Results 

The Cogs in the Machinery have become the Creators of the Universe. 

― Gary Zukav, The Dancing Wu Li Masters 

 

In the strict hierarchy of the national education system, students, caregivers, 

teachers, school principals, municipal school offices, the NAE, and the EU are 

the cogwheels keeping the educational accountability machinery going. In the 

title of this thesis, the play on words about ’being fair’ mirrors one of two 

central themes generated in the project: fairness. The other theme, accounta-

bility here refers to all the work teachers do when assessing and grading. On 

the one hand, teachers’ work is framed by regulatory documents. On the other 

hand, it is dependent on the teachers’ need to cater for their students’ learning 

and overall well-being. As will be discussed, the two themes of fairness and 

accountability, generated from the analyses, can be said to be two sides of the 

same coin. When following the presentation of the results it will be helpful to 

to acknowledge that the demands of accountability of teachers’ assessments 

act as a pedagogical frame they must work within. All examples used for clar-

ity, are translations by the researcher. Specific Swedish words are included 

sparingly, and examples are given chronologically, if more than one is linked 

to the issues they are to visualise. See section 5.3.4 for the nomenclature of 

tagging examples, and section 11.3 for a full list of excerpts in Swedish. 

6.1 RQ1: To be fair in belief and practice 

How do student and novice EFL teachers discuss fairness and accountability 

in relation to their beliefs and assumptions about assessment, their assessment 

practices, and their assessment identities? 

 

The first research question will be answered in three steps by zooming out 

from the core of the matter to the context and finally to a holistic overview of 

the space where novice language teachers can position themselves regarding 

their assessment identities. This means first analysing an excerpt from a focus-

group discussion about fair and accountable assessment. Second, by looking 

at the importance of local assessment cultures when cultivating assessment 

identity development, and last, by considering a model of possible assessment 

identity positions within the system. 
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6.1.1 Who is the fairest of them all? 

By using DST when interpreting the QCA analysis, the following excerpt from 

interview 4 with the Blue group, the interconnectedness of beliefs, actions and 

identities will be highlighted and explored. It should be noted that although 

this section uses novice teacher interview data exclusively when describing 

different positions taken; the same positions can be found in the student survey 

data. 

 

[200429, on Zoom, 00:56:48.23-01:10:23.06, authentic but condensed] 

 

Blue γ: Emotionally, I’d like to say that it’s about SEEING a student who 1 

has STRUGGLED. Then it’s heart-breaking not to give them the 2 

assessment they deserve in the STRUGGLE. I UNDERSTAND 3 

that an F is an F. But it might ruin a student, and THEN I feel that 4 

I’d rather give this student a pass than give them an F when I 5 

KNOW that it’s a bit like ignoring their efforts. 6 

Blue α:  That’s exactly what I mean too because I’m kind there. I DON’T 7 

have the heart to give them an F knowing that it’ll devastate them 8 

and their future learning. They are only in middle school. They 9 

still have time. 10 

Blue γ:  It IS fair. It IS fair because you have a student who has done 11 

EVERYTHING within his or her power, and then you become the 12 

biggest supporter and you CANNOT with a clear conscience give 13 

someone a fail. 14 

Blue α:  IF YOU’VE GOT dyslexia and extra everything, how? (shaking 15 

her head) If you struggle and struggle. They’ll never get the 16 

spelling right in English and it doesn’t have to be perfect in middle 17 

school EITHER. 18 

Blue γ:  Sometimes if all the evidence points very strongly towards F, it 19 

can still be weighted up to an E taking into account good things 20 

created on other occasions. 21 

Blue δ:  I don’t really agree with this kindness assessment. I’ve never 22 

awarded grades like that. I’ve failed students even though they’ve 23 

struggled a lot. I don’t think it’s fair to the children. That you give 24 

them a pass, and then they come to Year 7, and there they hear 25 

“How did YOU get a pass grade?” And the level is even higher. 26 

Then it was a disservice to the student giving a little HOPE which 27 

will still be RUINED in Year 7. 28 

Blue γ: I don’t actually mean that I give them a grade and then let them 29 

go, obviously you say something like ‘You have really made an 30 

effort. But the step will still be big so you have to CONTINUE 31 

struggling’. 32 

Blue δ: Yes, but I wonder why give that grade in the first place? 33 
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Blue γ:  What good does it do getting an F in Year 6? And what’s the con-34 

sequence? It’s not the case that if I give them an F, they will stay 35 

in Year 6. 36 

Blue α: Or that they will get help in Year 7. They don’t get that. 37 

Blue γ:  A fail just says: ‘Okay you failed, keep failing in Year 7’. That’s 38 

how I feel. 39 

Blue α:  Aa, me too. But you still send some documentation as well. It says 40 

how the student has struggled which goals and what the student 41 

hasn’t attained in certain situations. 42 

Blue γ:  No, I don’t feel it’s wrong to actually give them an E. If they’re 43 

right on the border / 44 

Blue δ:  (With her hand on her heart) If you were to fill in a goal fulfilment 45 

at the end of Year 6 for the subject of English, and then you check 46 

what requirements they ACTUALLY meet, and then you HAVE 47 

requirements that they haven’t attained and it says that the child 48 

CANNOT RECEIVE the grade E unless the requirements are met. 49 

How can I then put an E if the student hasn’t met the GOALS? 50 

Blue α:  Well, they might get extra opportunities to do things. They might 51 

do it again or supplement certain things if I feel that they’ve strug-52 

gled / it may be fulfilled with my help. 53 

Blue δ:  I assess what is to be assessed and nothing else. Not IF the student 54 

HAS struggled, I give a different assessment for that, but as for the 55 

grade, I’m picky about what it is I’m supposed to look at. (Blue α 56 

nods in agreement). That’s what I SHOULD assess, that’s my 57 

TASK. And I don’t look at anything else. In Year 6, it’s even more 58 

fussy. I’m VERY STRICT now in Year 4 and 5 because I want 59 

them to understand that EVERY little detail counts. It’ll only get 60 

worse and worse later and I feel my job IS to prepare them for this. 61 

And that’s why I’m so picky and as I’ve said before I also have 62 

VERY high expectations so the national tests are usually much 63 

easier than what I expect from them. 64 

Blue α:  Exactly. THAT’s WHY I can be more lenient because I also usu-65 

ally have higher expectations than the national tests. And then I 66 

can feel that when students don’t reach my expectations, then my 67 

expectations aren’t correct. I put them with the special education 68 

teacher so that they can rewrite or complement. That’s what I DO. 69 

For them to succeed. (Blue δ nods)70 
 

In the above focus-group discussion excerpt, the themes of fairness and ac-

countability come to a head. A full range of tensions between being account-

able and being fair is revealed by the speakers. The system requires equality 

by set knowledge requirements for qualitatively different achievements, aim-

ing at sifting out the students ready to continue to higher levels within the 

education system. Teachers know the requirements and understand the neces-

sity of equality, but they also see assessment from an equity perspective. This 
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perspective makes them tweak the framework of knowledge requirements, 

with reference to consequences for the students, and by extension to the whole 

of society. The difference in equality and equity aims regarding assessment is 

represented by teachers’ different positions within the system, i.e., their dif-

ferent assessment identities. This means that in the excerpt above, we can fol-

low how ideas about fairness in assessment are put forward between two leni-

ent assessment identities (α and γ), and a more severe one (δ). How is it pos-

sible then for both doves and hawks to claim the same territory of fairness? 

In the excerpt, many external and internal I-positions are in interplay. The 

students are examples of external I-positions, which means that they are part 

of the extended self of the teacher as my students. Internal I-positions, con-

versely, have distinct inner voices and personal histories with active position-

ing towards the outside. Lines 4–5 (γ) reveal such internal I-positions: “THEN 

I feel that I’d rather give this student a pass than to give them an F”. Given the 

personal history of teacher γ, among many other factors, inner positions such 

as I as promoter of students’ efforts, I as supportive and I as fair teacher are 

active in the teacher’s dialogical self. At the same time, I as fair teacher can 

be activated as a coalition position (4.4). This means that the position I as fair 

teacher can be trigged together with for example I as former student, I as up-

holder of a fair system, I as well-intentioned grown-up, and I as believer of 

high standards, all operating simultaneously when assessments are made. This 

type of coalition position can be seen, for example, in lines 48–50 (δ). 

All three focus-group participants make statements pointing at conflicts 

within their assessment identities. For example, in lines 3–4 (γ), 7–9 (α), and 

22–24 (δ), the position of I as fair teacher is in conflict with both I as assessor 

and I as accountable. Since conflicts in the self, eventually leading to identity 

crisis are destabilising and therefore unwanted, there are different ways for the 

self to resolve conflicts between I-positions. One is to disown positions as in 

lines 22–23 (δ): “I don’t really agree with this kindness assessment. I’ve never 

put grades like that”. The position as I as awarding kindness grades is dis-

owned and thus not incorporated in the self-space of teacher δ. The self is thus 

clear on what it is not. Another example of temporary reconciliation is when 

a third position is activated under certain conditions. If, for example, the po-

sition I as fair teacher is in conflict with the position I as accountable as in 

lines 54–61 (δ), the dialogical result may be the third positions of I as having 

higher expectations than the national test (lines 62–64), I as considering spe-

cial needs (lines 11–13), or I as teacher of young learners (lines 9–10 and 17–

18). 

Usually, new I-positions are appropriated into the self when new situations 

require them. Learning is a fundamental mechanism producing changes, not 

only by acquisition of new information and development of competences, but 

also regarding improvement of the organisation of I-positions within the iden-

tity landscape (4.5). Promoter positions are positions that stimulate develop-
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ment of future I-positions. They are part of meta-positions, allowing some dis-

tance from one or more other positions. This means that it becomes possible 

for the self to have an overarching view over several positions and making 

linkages between positions visible. In the excerpt above, the statements on 

future consequences for Year 7 can be interpreted as meta-positions. Lines 

27–28 (δ): “Then I did the student a disservice giving a little HOPE which will 

still be RUINED”, and lines 35–37 (γ and α): “It is not the case that if I give 

them an F, they will stay in Year 6. Or that they will get help in Year 7”, all 

show a wider view on assessment when positions, for example, in different 

times and spaces are connected. Positions such as I as lower secondary student 

can thus be linked to I as caregiver of disillusioned child, or I as responsible. 

The discussion on fair assessment in the excerpt also points to how assess-

ment practices can be linked to both beliefs and assumptions about assess-

ment, and assessment identities. All three teachers mention how they manage 

their fair selves through different assessment practices. Although positioning 

themselves differently regarding assessment, they all find ways to let their 

students know how to work towards a passing grade. Lenient teacher γ 

searches high and low for evidence of results possible to accept as a pass (lines 

19–21). Severe teacher δ gives feedback on students’ struggle separated from 

assessments such as grades (lines 54–55). Finally, lenient teacher α gives stu-

dents extra chances to succeed (lines 51–53). 

As can be seen in the heated discussion on fair assessment, representatives 

of both lenient and severe assessment identities mirror their sense of a fair 

teacher self in the shared aims of well-being and self-confidence of their stu-

dents (compare lines 3–6 with lines 54–55 and 61). Teacher γ and teacher δ 

both refer to fairness in lines 11 (γ) and 24 (δ), but with different arguments 

which reveal different assessment identities. While teacher γ mostly refers to 

the emotional side of assessment, as in lines 13–14: “you CANNOT with good 

conscience give someone a fail”, teacher δ refers to the professional side of 

assessment, as in lines 54 and 57–58: “I assess what is to be assessed and 

nothing else. […] that’s my TASK”. Despite having different beliefs and as-

sumptions about assessment, using different assessment practices, and repre-

senting different assessment identities, the lens of DST shows that all three 

teachers share the I-positions I as fair teacher and I as accountable for my 

assessments. 

6.1.2 Green γ: It’s about how we assess and how we talk about it and so on 

Working as English teachers within Swedish compulsory school means hav-

ing to develop a symbiotic assessment context within their overall working 

context. Here the local assessment culture, i.e., the culture defined by the val-

ues, beliefs, and assumptions held by members of staff at schools or teacher 

teams is of outmost importance in how student and novice teachers adopt, 

adapt, or reject the assessment culture, overt or covert alike. The hierarchy of 
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the system is there, but the teaching context, the personal assessment identity, 

and the innate freedom of the profession make up very different forms for 

teachers to work within. 

The analyses of data show the importance of the actual assessment culture 

at the school unit or teacher team, where novices are navigating to find solid 

ground to embark upon. When asking novices in focus groups Year two (see 

Table 5) about the assessment cultures they work within, many participants 

expressed vague ideas about what it is and if it is detectable at all in their 

working context. The title of this section is an example of the tentative defini-

tions given by the participants. 

Assessment culture also includes an openly agreed agenda for how and 

when to do assessment, to share ideas or material for assessment and to have 

a leadership who is interested and able to promote and follow up discussions 

about assessment. The influence of such an assessment culture cannot be over-

estimated, especially when teachers are inexperienced. Either way, being ex-

istent or non-existent, the assessment culture gives something to relate to. 

Here follow some examples to highlight the full spectrum of assessment cul-

tures found by the participants: 

10. The assessment culture at my school is that everyone does their own 

thing. I find it frustrating when everyone does it differently. I think it 

becomes unclear to the students as well. M6R 

11. It’s a bit MESSY. There’s no one with ‘a steady hand on the tiller’. In 

a way, I think it’s GOOD that I can do what I want. Actually, but I 

think I could have developed more if I’d had more discussions with 

colleagues. M6R 

12. It feels nice and safe that we ALL do the same thing, or to some extent 

anyway. And that we talk a lot in the team about how we should 

THINK about assessment and so on. I think that’s good. M6R 

13. The school is fairly NEW, it has been rebuilt and has a completely new 

management. There is not much of the old culture as the staff is new 

too. So that makes it a very nice culture, precisely in terms of assess-

ment and with a student perspective as well. There’s a lot of formative 

assessment based on how the students should be able to develop. There 

are very similar perspectives throughout. And that’s nice. Because the 

students probably notice that too, I think. When they advance through 

the school years. M6G 

 

In the examples above, it is shown that the assessment culture can be depend-

ent on all different levels within the system, from teacher teams to municipal-

ities. Example 11 also reveals the pragmatic side of surviving the first years 

of teaching, as there are in fact one or more benefits from being left alone, i.e., 

time management and independency. However, the difference is notable and 

also how often novices are left to their own devices. 
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6.1.3 Model of possible language assessment identities 

In the last section, the main themes of fairness and accountability from the 

analysis were exemplified in the condensed format of a focus-group discus-

sion and connected to the significance of a local assessment culture. This sec-

tion includes a closer look at how novice EFL teachers position themselves 

vis-à-vis the system. The analysis of the data shows that the space open to 

different I-positions regarding accountability in assessment is marked by two 

distinct scales: assessment approach and compliance with the accountability 

system. Figure 7 displays the four positions along the assessment approach 

that move between a technical and a pedagogical approach, and the compli-

ance with the accountability system that moves between high and low. As this 

model is based on the novice language teacher data, it has been named Model 

of Language Assessment Identity Positions, LAIP. However, it can be as-

sumed that the model has more general applicability, which is why language, 

henceforth, will not always be included when talking about assessment iden-

tity positions in a wider sense. 

 

Figure 7 

 

Model of Language Assessment Identity Positions, LAIP 
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It is acknowledged that the illustration of the LAIP model is simple and gen-

eralising. It is intended as a starting point, offering a way to discuss very com-

plex matters. The definitions at the end points of the scales are also intended 

as indicators of phenomena rather than exact facts. A technical approach to 

assessment here means that the formal aspect of assessment and grading is put 

to the fore. In contrast, a pedagogical approach to assessment means that the 

consequences and aims of learning are in the foreground. This does not entail 

that a teacher working with matrices and lists is not concerned with how stu-

dents are affected by assessment. These words are also unconnected to the bird 

metaphor with severe hawks and lenient doves. In reality, teachers are some-

where on the continuum, where the two extremes are captured by the words 

technical and pedagogical. The level of compliance with the accountability 

system attempts to visualise how teachers exercise their public authority. All 

teachers have assessment as part of their job descriptions. However, this vital 

part of their teaching practices can be exercised to varying degree. 

Moving clockwise, the first position is characterised by the words: I tie 

myself in knots. Teachers in this group have a high compliance with the sys-

tem, and they have a pedagogical approach to assessment. They report that 

they work round the clock for their students and the possibility of doing their 

best. They search and produce materials themselves in order to be able to reach 

all the different levels of proficiency within the groups they teach, even though 

the time spent is affecting the rest of their lives negatively. There is no end to 

their efforts in making students succeed: 

14. It’s difficult. If I’m going to make an assessment, I want it to be 

PROPERLY done, that I make sure that I’ve GIVEN them everything 

they need for the assessment. If they’re going to write a text, they 

should have good enough vocabulary and the basic grammar so that 

they don’t feel bad. But I think it takes such a long time to GIVE them 

all this. M1R 

15. No, but it’s not FAIR putting novices on groups like that [many with 

special needs]. Because we have so much else to THINK about. We 

are not entirely sure what the knowledge requirements are. We don’t 

have a supply of fun stuff, or emergency stuff to throw out. We have 

to LOOK for every single thing. I spent nights looking for things. I 

was so TIRED, I’d barely slept at all. I was completely worn out be-

cause I really wanted to do the best for them. M5B 

 

Novice teachers in this group work hard to find pedagogical and administra-

tive tools to help them cope with what they understand themselves to be an 

unsustainable situation in the long run. They must find ways of loosening the 

knot to stay in the profession. 

The second position is characterised by the words: I have my own goal ful-

filment. This position also represents teachers with a pedagogical approach to 

assessment, but with a low compliance with the system. They stick to their 
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beliefs of harmonious language learning and effective assessment practices 

and only feed the system with a minimum of documentation: 

16. [What have you learned about yourself as an assessor when you have 

compared your assessment with others?] That I take a more holistic 

perspective and think of the students’ best interests. I don’t take the 

grades in Year 6 very seriously. NS1 

17. I’m not a slave of the system. I like to think of myself as intuitive, 

creative, and my assessment leans more towards what the students 

need to actually succeed as well as possible. M8Y 

18. I have my own goal fulfilment. And I strive to achieve that. I’ve not 

fought for so long, so I’m not as tired as so many others. M8Y 

 

Novice teachers in this group express a shared satisfaction of being able to 

make a difference in all their students’ learning. However, they confess that 

there are things still to be learnt when it comes to showing all the good things 

they do, by for example, documentation in the digital platform and by discuss-

ing ideas with colleagues. Teachers in this group are also distinguished by 

their high self-confidence, as they can choose or disregard teaching materials, 

conventions and practices of their colleagues and overall assessment culture. 

The third position is characterised by the words: I find assessment difficult 

and boring; this represents teachers with a low compliance with the system 

and a technical approach to assessment. These teachers avoid problems related 

to assessment by willingly or unwillingly only fulfilling the basic need of as-

sessment. They follow the guidelines at their workplace, they use the tests in 

the course material and they fill in whatever assessment values that are dic-

tated by the digital platform, or asked for by the school principal. They all 

have a technical approach to assessment, ticking their way to feeling safe: 

19. I think I’m somewhere in-between three and four. I think assessment 

is difficult and boring. It’s the elephant in the room. It feels like it’s 

something you’ve got to do and I know the students get so nervous 

when you pick up a pen and start writing or when you write something 

on the computer. I think it’s more fun to talk to them and just go with 

the flow. I try. I need to relate more, if you can use the word positively 

towards assessment, that it shouldn’t be a necessary evil. I really don’t 

want to BE there. M8G 

20. God I’m NOT a lover of documentation [underlagsmänniska]. I try 

and want to, but I don’t have the energy. It’ll be OK! A bit like that. A 

gut feeling. I rely a lot on it, somehow. And then I try to write more 

when we have the performance reviews or on such occasions. M8B 

 

Novice teachers in this group are troubled by the insight of their inadequacy 

regarding the management of assessment materials and the demands for reli-

able documentation. There is a considerable amount to grasp in a relatively 

short time that all depends on their teaching context and the scaffolding they 
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can acquire; if this is not offered, their navigation between internal and exter-

nal accountability demands becomes agonising to a greater or lesser degree. 

The fourth field is characterised by the words: I hoard evidence for assess-

ment. Teachers in this group also have a technical approach to assessment, but 

with a high compliance with the system. They need a whole battery of lists 

and matrices in order to feel safe and professional. They also partake in dis-

cussions with colleagues on how to formalise local assessment practices and 

how to secure assessment quality: 

21. Because now I’ve saved everything we’ve done so that I know what 

we’ve done if anyone comes and asks. You never know. M2B 

22. It feels hard that you are so ABSURDLY insecure that you have to 

double-check and triple-check everything and look at matrices and 

look at previous assignments, look at national tests or something like 

that. And then you have CRAZYY good gut feeling. You KEEP pretty 

good TRACK of things. But I don’t dare trust it. I always want evi-

dence for everything. M8B 

 

Novice teachers in this group long to be able to rely on their feeling and ex-

pertise in relation to the evidence they have collected of their students’ com-

petences. They admit that their insecurity robs them of valuable time they 

could have used more efficiently and creatively together with their students. 

Concluding the overview of results related to RQ1, it must be acknowl-

edged that the LAIP model described is simply a model. Therefore, it has been 

of great value to discuss this model with the participants to see 1) if they rec-

ognise themselves in the model and 2) if they think the model is of use when 

discussing assessment identity. 

6.1.4 Member checks 

Keeping in mind the shortcomings of any model, the idea of the LAIP model 

was presented to the participants at the last focus-group meeting. Their 

thoughts on its usefulness resulted in enlightening and wise insights. Their 

combined comments made it obvious that the separation of categories was, in 

real life assessment contexts, far from perfect, due to the fluid character of any 

contemporary understanding of identity: 

23. I feel like a four. Or that was where it felt most familiar anyway. Even 

if you have a bit of everything. M8B 

24. I think I’ve been through it. I started at four, but realised how hard it 

was and then it was three and then I came to number two where I’m 

quite happy. I think. M8R 

 

While discussing how the LAIP model can be used to filter reality, the partic-

ipants all stated that if they felt that they did not fit in any of the model’s four 
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positions, then the shifts between positions are, for example, results of: the 

age-group and subject(s) they teach, a certain period in the school year, their 

teaching experience and teaching context, their energy level and ambition, or 

their overall aims (25). They also pointed at the influence of the accountability 

demands of the system (26), and their constant struggle between the inner and 

outer demands of teaching (27): 

25. I feel like I’m a little video game thing flying around, backwards and 

forwards. I feel that I can be in ALL boxes depending a bit on the 

situation. How it works in class, what you struggle with, how groups 

change, how much I can manage in terms of energy, for example. Or 

if it’s the beginning or end of a school year. But I mostly feel that I’m 

active and not static in the model. M8G 

26. But you become a little like number four when you’ve got all these 

digital platforms where they have chopped up the knowledge require-

ments and such. Then you BECOME a bit in that direction. At some 

point you still have to fill in those matrices and then you’ll want to 

HAVE proof of everything. So you are FORCED a bit that way, I feel. 

M8B 

27. I think that number one is the one that you’re supposed to be a little 

close to, what an employer wants and so, while the one I know 

would’ve been the best for the students is rather maybe number two. 

Getting rid of the red tape and going by gut feeling for students and 

what you know works and what you need to learn. M8G 

 

The results from the member checks show that the LAIP model works as such, 

even though the realities of every-day assessment practices create flux be-

tween categories. 

Making use of DST when discussing the four different categories as lan-

guage assessment identities, it becomes apparent that the participants have 

clear promoter positions, meaning that they are self-conscious and maintain 

idealistic or better selves: 

28. I think you might want to be in a certain way. You don’t really WANT 

to be in [position 3]. At the same time, it’s understandable that it CAN 

be like that, that’s not usually the goal. But you do want to be one of 

the others. M8R 

29. I know, I want to be number one. Without a doubt. But when you 

talked about how competent [duktig] a number one was, I felt gosh, 

I’m not that competent. My immediate thought was that you [α], are 

clearly a one in this group. M8R 

 

When the self is in dialogue with its promoter position(s), an opportunity to 

change the repertoire of I-positions opens up as promoter positions are one of 

the ways for the self to change and develop. Other people who are included or 

addressed as an I-position as part of an extended self can also act as promoter 
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positions. In the following example, the self of the novice teacher has included 

her former colleague into her extended self as my colleague, who is, therefore, 

an important voice in dialogue with her novice self: 

30. I think my colleague was very sensible, [when she said] it should be 

EASY to get a pass. It shouldn’t be a problem to pass when you go to 

middle school, in all subjects. I thought it was so nice to hear, that you 

shouldn’t FAIL them too quickly. M4B 

 

The example above also points to the special case for innovation of the self 

when positions in the background move forward, a process by which dormant 

positions become accessible. In this case, the positions of, for example, I as a 

teacher of young children, I as encouraging, and I as non-judgemental, may 

already be part of the repertoire but become accessible when reorganised in 

the self. 

Another way of developing the self is by recognising the other without let-

ting it inside the self-space, meaning disowning that I-position as that is not 

me. An example of this mirroring process is seen in this utterance: 

31. We’ve a parallel class where the class teacher partly has a different 

philosophy than I have. It’s a bit old school with test questions. A lot 

of one-word answers, a short phrase or a sentence in order to get a pass 

on the question. Which I’m allergic to. I WANT constructive answers 

to all the questions I ask. M6Y 

 

Although I-positions that are disowned are not let into the personal repertoire 

of I-positions and often produce negative affect, they are still significant. They 

exist in the background in the form of so-called shadow positions, and they 

are important because they offer something to mirror the self in, thus adding 

to the stability of the self. 

6.2 RQ2: Beliefs and assumptions as changing entities 

How do these beliefs and assumptions change during the first years of teach-

ing experience? 

 

Contrary to both RQ1 and RQ3 which are mainly answered by novice teacher 

data, RQ2 aims to trace changes of beliefs and assumptions about assessment 

in the subject of English, making extensive use of student teacher data. Survey 

data from students serves as an important starting point, being the first of three 

check points where comparisons of answers will indicate changes during the 

2.5 years of data compilation. The three check points are chronologically: stu-

dent surveys after the last practicum period; 4 focus-group interviews and sur-

vey the first year with novices; and 4 focus-group interviews and survey the 
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second year with novices. Although the sampling method defeated the aim to 

follow the development of beliefs and assumptions about assessment held by 

the same individuals, these three intervals nevertheless give valuable insights 

into changes on group level. 

6.2.1 Green β: I’m more humble now than in the beginning when I knew 

everything 

As everyone knows, time has the specific capacity of being perceived as short 

and long simultaneously. As this research project covers data compilation over 

2.5 years, it seems partly as a longitudinal study within its research discipline, 

while at the same time, only being able to gather snapshots from a teacher 

career perspective. In this flux of time, there are some points where data are 

interpreted as showing distinct growth points, or crossroads, of different be-

liefs and assumptions. One such point of divergence between samples of par-

ticipants becoming visible, is in fact the issue of specific assessment practices 

and, by extension specific assessment identities connected to the subject of 

English. While the belief that assessment is the same regardless of subject 

exists in the open-ended student survey answers, it is non-existent in any of 

the data from novice teachers. Here is a typical example of student teachers: 

32. I’d say that the assessment process is the same as, for example, Swe-

dish. It’s about creating many opportunities for the student to show 

their competence and to be able to document this competence as a 

teacher so that he or she ultimately has a comprehensive assessment 

material. StS 

 

Novice teachers in contrast, seem to be convinced by experience that teaching 

different subjects affects not only their assessment practices, but also influ-

ences their role as assessors, i.e., their assessment identities. 

33. I think I’m a little tougher in Swedish in my assessment. M6G 

34. It’s easier, somehow. A language gets richer and better the older the 

student gets. A subject like History is more static and not as easy to 

assess because you have it so little in relation to the time in middle 

school and to English, which they have every week for six terms. 

Much more material to assess and that makes it easier to give fair 

grades/assessments. NS2 

 

Although this shows that novice teachers have contradictory beliefs about how 

difficult or easy it is to assess English compared to other subjects (compare 

quotes 37 and 58), there is never the question of seeing English in the same 

way as other subjects they teach. 

Another interesting result is that although the hubris found among student 

teachers in the study by Hardy et al. (2015) is lacking from the data sets in the 
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present study, there is a consistent trend of challenging more experienced col-

leagues, the curriculum and the system as such, among novice teachers:  

35. I think I’ve seen two kinds of teachers mainly. On the one hand, 

younger teachers who tie themselves in knots to follow the policy doc-

uments and who assess what SHOULD be assessed with validity, and 

then older teachers who have a system for how they assess, which is 

very systematic and which works, so they’re very reliable, but they 

don’t actually assess what it SAYS that we SHOULD assess. M3R 

36. I’ve been wondering if the curriculum is up to date with students’ lan-

guage development in English. It’s just a thought I have. English is 

growing in use. There are chat forums, bloggers and gamers. They’re 

exposed to English on so many fronts NOW, and I think a LOT has 

happened since 2011. LOTS. I make this claim and then anyone who 

wants can challenge me. M5Y 

37. The requirements ARE terribly LOW, but I haven’t lowered my 

STANDARDS despite that, because I SEE a different overall picture. 

It’s not ENOUGH with what the NAE demands, in today’s society. 

What are we supposed to DO? Well, to bring them up in OUR society, 

and it’s not really a foreign language. It IS a second language TO us, 

that we call FOREIGN. That’s why I don’t keep it so low, for the sake 

of the children, quite simply. M5B 

 

Although student teachers had the opportunity to reflect on their assessment 

practices compared to other teachers, they do not express comments contain-

ing challenging attitudes like the ones found in the novice teacher data. This 

can be interpreted as due to the inexperience connected with assessment in 

English that the survey data from students (StS) bear witness of, as seen in 

Figre 8.   
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Figure 8 

 

Teaching Experience 

 

 
 

As seen in Figure 8, survey data show that 56 per cent of student teachers have 

none or less than one year of teaching (and assessment) experience besides 

practicum periods during their education. Adding those with approximately 

one year of experience amounts to 73 per cent. This entails that their experi-

ence within the subject of English is similarly scarce, irrespective of the fact 

that they cannot grade without a certificate. When asked to describe their as-

sessment work in English compared to any other subject, comments such as 

the following are frequent: 

10. I have more experience with assessment in other subjects and none in 

English and can therefore not comment on this. 

 

Despite this clear lack of experience of teaching and assessing English among 

the student teachers, there is evidence of a slightly different kind hovering in 

the novice teacher data. 

The novice, hybrid position may in fact be seen from the perspective of 

positive strength. This position holds power and energy coming from having 

been trained in new ideas and methods within the discourse of the latest cur-

riculum, with up-to-date theories about language teaching and learning, while 

being immersed into the know-hows of teaching with expert help close at 

hand. This is how a novice teacher expresses the strength of the novice posi-

tion: 
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11. It’s a bit interesting because I feel that I have a lot of benefit from 

being a recently GRADUATED teacher, because it’s quite fresh in my 

memory. I see it in my older colleague who’s not as FAST. I think it’s 

easy to forget a lot of what to THINK about when you have a class. 

Because the day is what it is and it’s easy to teach in the same way 

year in and year out. That you forget to take certain aspects into con-

sideration. I’m not saying that you’re better as a novice, but you’re a 

bit controlled by the teaching from the university that this is what you 

should look at. M8G 

 

This description of an active situation is visualised in the Venn diagram in 

Figure 9, where the strength of the novice position is represented by the darker 

colour in the overlapping area between student and experienced. 

 

Figure 9 

 

The Strength of Being Novice  

 
 

Having the above outlook of capability on the novice language teacher assess-

ment identity experience is helpful when looking for expressed growth points, 

or wobble moments (Clifton & Fecho, 2018), when disparate beliefs and as-

sumptions function as decentring movements in the self, making possible in-

novation of the self. 

DST holds that the reasons for changing the repertoire in the self often de-

rive from great imbalance between positions, hampering the dialogical poten-

tial of the system (Hermans & Hermans-Konopka, 2010). The most basic way 

to change is when a new position is introduced into the self-space, a position 

that is accepted by the already existing organisation of the repertoire. A new 

position comes as a result of new experience, for example grading for the first 

time: 
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12. The written part of the national test requires very LITTLE for a pass. 

It made me insecure in my assessment and gave me perplexing 

[omtumlande] thoughts on the subject [English]. M1B 

13. But I felt that it was nice to have that [replacement test] as a basis. This 

is my first batch so it’s somehow proof of how I’ve been teaching. So 

I’ve been really nervous about how it will go. And so I corrected the 

first part and felt like this; hmm, maybe I’m not that stupid? It felt 

good. M7B 

14. I recognise it very much. I also went from being confident, self-confi-

dent in that the students have fun, they learn and I see that they learn. 

But now suddenly after assessing national tests, I became 

COMPLETELY unsure because I had too high REQUIREMENTS 

and set too LOW GRADES until I found my confidence again. M8B 

 

In examples 40 and 42, the actual practice of assessing national tests and fol-

lowing the policy documents creates instability in the self. In example 41 in 

contrast, the results from the replacement test distributed by the NAE during 

the pandemic, strengthened the assessment identity of the teacher giving im-

portant appraisal useful for future development. Positions such as I as ac-

countable assessor, and I as successful teacher have the possibility to be acti-

vated simultaneously in a coalition position at future national test assessments. 

In the opposite case, when tensions caused by wobble moments are not re-

solved in any way, they can cause disorganisation, confusion and fragmenta-

tion ultimately leading to identity crisis. 

Another more drastic way of changing the repertoire of I-positions in the 

self comes from the constant movement of I-positions when individuals place 

themselves or are placed vis-á-vis other positions in personal or social spaces. 

When being positioned and re-positioned by others, our identity in society is 

changed which evokes counter-positioning and repositioning of our selves. 

15. After only working for a year, I’ve got a completely different attitude. 

You are not at all as NEW anymore. I’ve actually started 

REMINDING people: “You KNOW that I’ve only worked for six 

months?” Because when they say “You need to give this student this 

kind of extra material”, aa, of course I’d like to do that but I do NOT 

HAVE extra material like that. I haven’t WORKED long enough to 

accumulate it. It shows that they think I can do more than I sometimes 

do. M6R 

 

When mental leaps in the self become more frequent and larger, centring 

movements in the self are needed to avoid chaos leading to identity crisis. In 

the first two examples, identity crisis is close: 

16. It feels like there are demands from ALL sides. School management, 

parents, from everywhere. I have Year 4s, 5s and 6s and I’m worried 

about EVERYONE. Yes. It just feels TOO much [SVINtungt]. One, I 
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want to change schools. Two, I don’t know if it’s the right profession 

[for me], so I don’t know if I should keep- [on]. M3B 

17. I’m newly graduated, and I TEST a lot of stuff and the students know 

that. But sometimes it feels like the parents don’t understand that 

sometimes it can go wrong. I have received SO MUCH SHIT for the 

spelling mistakes that have occurred. They send such nasty emails like 

“What kind of teacher are you who misspells?” When you write so 

INFINITELY many documents, and it gets wrong sometimes. Are you 

completely nuts? I’ve got SO much shit so I’ve to say that I’ve lost a 

lot of my enthusiasm and willingness to do something. To do some-

thing FUN. Do parents never make mistakes in their work? M3B 

In example 44, the teacher expresses the pressure that comes from having to 

be accountable for her teaching, assessment and the students’ learning to mul-

tiple stakeholders. Having an extremely heavy workload in the timetable, 

without receiving adequate support from the school management or more ex-

perienced colleagues may not only result in an identity crisis, but also in 

teacher turnover. In example 45, the shared experience of critical and judge-

mental caregivers is mentioned as demanding occasions that diminish the self, 

blocking the dialogical capacity of the system. 

In the next two examples, resolution can be found in a third space when 

conflicting positions are shared with important others: 

18. [About assessment by colouring in the digital platform] Not everyone 

is happy with that. But it’s there on behalf of the municipality or the 

organiser [huvudmannen], and you do the same in the whole munici-

pality. The problem with that, we think, is that you are judged and 

graded from an early, early age in a way. Getting green and red is the 

same as an A and an F. It’s exactly the same thing. And we try not to 

chase those markings [---]. But there ARE also all the knowledge re-

quirements that you can tick off one by one if you want to, but no one 

does it until Year 6. You could say, we have a silent protest. M6G 

19. We colleagues in middle school agreed that we don’t put anything over 

acceptable even though the system [the matrix in the digital platform] 

has MORE than acceptable. M1B 

 

In examples 46 and 47, the shared practice within the teacher team and teacher 

community helps novices keep their balance between accountability required 

from the system and the permissive learning environment they aim at arrang-

ing for their students. 

Following many varieties of changes in the self, another finding highlights 

a process resulting in changes in both self, teaching, and assessment practices 

among novice teachers. Balancing the aim for fair assessments and the de-

mands of accountability make novices seemingly move in opposite directions 

regarding teaching and assessment designs. Figure 10 illustrates that the per-

ceived contradictory development when using less varied and individualised 

assessment practices is in fact a telling case of expanded AL. 
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Figure 10 

 

Change in Beliefs and Assumptions 

 

 
On the one hand, novices confess to becoming more and more pragmatic when 

it comes to designing assessments to fit individual students, but on the other 

hand, they simultaneously state that they learn how to make the most of dif-

ferent assessments concerning the information they need about students’ pro-

gress. These two directions can be seen as paradoxical, if not contradictory, 

but can in fact be interpreted as an indication of development and change in 

repertoires of I-positions, marked with the red arrow in Figure 10. This process 

of assessment identity development is expressed by participants as follows: 

20. My colleague who has worked for quite some time is MUCH more 

black and white in the assessment. I think I’ve taken it to heart a bit 

because it mightn’t be such a good thing to be generous. M4Y 

21. I think I’ve become a bit more unadaptable [as an assessor] than I was 

before. I was VERY flexible and wanted EVERYONE to succeed and 

came up with stuff so that EVERYONE could show a good enough 

quality so that no one would get an F, but IT takes too much time and 

energy. […] Now I start from the knowledge requirements and design 

tasks to be assessed based on that MUCH, MUCH MORE and then I 

have matrices. And I’m a bit more rigid. It makes my life easier! M5B 

22. It’s not MY task but the students MUST want something themselves, 

so I’ve transferred the RESPONSIBILITY and foster them so that 

THEY must WANT something. Then I give them the TOOLS so that 

they know clearly, that this is what I’ll look for, and this is what we’ve 

PRACTICED. So that I’m much CLEARER that it’s THEIR respon-

sibility, which I wasn’t always before, because I thought the responsi-

bility was more MINE. M5B 

 

Examples 48–50 show rather drastic changes in beliefs and assumptions re-

garding assessment in English over the first two years working after gradua-

tion. In a way, these examples can be summed up by the reflection from Mann 

(2008), who explored metaphor use among first-year language teachers: “John 

started out the MA programme with a relatively optimistic root metaphor of 
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‘shepherd’, although later in the programme he revised this metaphor and sub-

stituted it with ‘train conductor’” (Mann, 2008, p. 16). Despite their pragma-

tism, these results should not be seen in a negative light, but as indications of 

learning and development on the route to becoming an experienced EFL 

teacher. 

Likewise, feelings of insecurity and doubt are part of shifting I-positions 

when learning and developing as a professional. As stated, comments of inse-

curity regarding assessment appear occasionally in the data throughout the two 

years of data collection. However, the cluster of such utterances at the end of 

the second year suggests that it takes time to learn and to adjust the assessment 

identity: 

23. I feel like I’ve become a little MORE ANXIOUS in some way. That 

I’m not as sure that what I do, what I think and see is RIGHT. I thought 

things were so CRYSTAL CLEAR when I was newly graduated, I just 

went straight ahead. Then I felt that I was MORE stru-, lately it feels 

rather unstructured. M8G 

24. I think that if you’re very confident from the beginning, you’ll proba-

bly become a little less confident when you learn more and realise 

what gaps you have. M8R 

25. I think it’s easier to assess [now] than three years ago, for example. 

The class that I let go of this spring, it was a bit like now I’ve done a 

three-year round and now it’s time for the next three-year period. [This 

period] has provided so much stability. M8G 

 

These comments highlight the significance of wobble moments for identity 

development. Learning occurs through decentring movements prompting the 

self to find counter positions in order to keep the self centred, avoiding shat-

tering identity crisis. Novice EFL teachers not only have to gain security of a 

whole range of assessment practices as part of perfecting their teaching and 

learning skills, they also face towering challenges when having to learn a lot 

in a short period of time. Here is an example where a student teacher identifies 

the crux of the matter when asked about perceived difficulties regarding as-

sessment in English: 

26. [To] create teaching that results in new knowledge and is assessable at 

the same time. StS 

 

Beliefs and assumptions about assessing English in middle school are in fact 

changing entities, but a highly individual endeavour when relatively inde-

pendent positions of the self move and are moved around in time and space. 
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6.3 RQ3: Assessing one language among others  

What are the participants’ beliefs and assumptions about EFL assessment in 

relation to multilingual classroom settings? 

 

In order to discuss the participants’ beliefs and assumptions about assessment 

in the subject of English related to their multilingual classroom settings, some-

thing has to be said about how they perceive English compared to the other 

subjects they teach within the curriculum. Working as generalists, the wide 

range of subjects they teach can be seen in Table 3; this is the reason why the 

subject of English is discussed in the first section before looking more closely 

at RQ3 in section two. 

6.3.1 Red δ: Just DOING English, I long for THAT. 

The wording in the title to this section comes from a discussion on what char-

acterises the subject of English and what doing English means. The data sup-

port the idea that the subject of English is different from other subjects, as 

meaning units have been coded with the context of teaching English in 154 

cases. Although the whole project has a focus on the subject of English as 

such, the coding means that statements have separated English teaching from 

anything else mentioned. The participants distinguish the subject of English 

in regards to every possible aspect of their teaching practices, such as: priority 

in the curriculum, teaching methods, teaching and learning aims, difficulties, 

delights, accountability demands, assessment philosophy, assessment prac-

tices, and their assessment identities. Below, a few IVCs have been chosen to 

highlight these issues. First, the lack of time in the schedule and the scarcity 

of focus exclusively on English, are examples of the perceived priority in the 

curriculum: 

27. When they split us [the faculty of teachers] up and we’re going to have 

subject meetings, it’s always MA/NO ONE, and so SW/SO, and then 

they add language a bit on the side. Which means that English is 

NEVER discussed. It’s very much forgotten. M6R 

 

As one of the three (core)subjects needed for entrance to upper secondary 

school, English is perceived to be disadvantaged compared to Swedish and 

Mathematics (see excerpt 1). 

The freedom of teaching methods is also characteristic, although simulta-

neously difficult without experience and collected materials: 

28. I think lower requirements are positive from a teaching perspective 

where you get the opportunity to go the whole hog and try different 

things. You get so many attempts. It’s much easier in a way to find 

SUCCESS. Mathematics, for example, is VERY categorical. You’ve 
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five abilities that you must test and you’ve a number of knowledge 

requirements that are more or less carved in stone. You don’t crawl 

out of it. It’s not possible. It’s a little awkward that way. And NO [Sci-

ence Studies] is again based more on a little, you have the 

OPPORTUNITY to be creative, or you can choose to be a little rigid. 

And in Swedish, the requirements are tougher. They are. To reach goal 

fulfilment. M6Y 

 

Teaching English bears many connotations of being fun and creative learning, 

but it also means that many novices feel lost as to what levels of competence 

to expect both from their students and from the system. Results from the anal-

ysis show that the teaching and learning aims are adjusted when teaching and 

assessing English compared to Swedish: 

29. I think it’s all about the requirements. Since it’s not a first language, 

you’ve lower REQUIREMENTS and you’ll be happy with what you 

[see them] succeed with. While in Swedish there you are expected to 

know, because you live in Sweden and then you have much higher 

requirements: “Oh, why didn’t you know this? You should be able to 

do that”. M6R 

 

Expressions about teaching and learning aims point in one distinct direction. 

Teachers find that the knowledge requirements are easy to fulfil for almost all 

their students and in many cases the problem is instead the opposite, that there 

is no higher grade than A. Students with English as L1 or with L1 proficiency 

make it challenging for teachers to keep up with the large differences in pro-

ficiency among students in the same group: 

30. That there is such a big difference in students’ competence depending 

on what language acquisition they have outside school hours. Some 

students start from scratch when they begin studying English, others 

experience English-language elements of music, film, TV and games 

in their free time. The differences in levels can be very big. NS1 

 

When the gap in proficiency is extreme among the students in the same group, 

the teaching and learning aims must be modified on a task-to-task basis which 

is demanding. However, there are many positive aspects of teaching English: 

31. Students often think it’s a fun subject, you can do fun tasks with them, 

which means that the assessment can be fun. StS 

32. It’s noticeable, I think, these students who think that school is 

DIFFICULT. They brighten UP in English. They do something good, 

or get a good result back on the vocabulary [test] or do a listening 

exercise and understad it very quickly or that they raise their HANDS 

very, very often and WANT to talk. It turns out when I talk to my 

colleagues that they don’t do that at all in other subjects. They have 

difficulties in some other subjects. So it’s interesting, I think. M1R 
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Despite large differences in proficiency among learners, the data show many 

examples of how the abundance of communicative and oral input and output 

during English lessons, in fact help students with various difficulties to suc-

ceed. English seems to be a subject that offers many students a chance to en-

hance their self-confidence as students. 

Since English is one of the core subjects, the pressure from accountability 

demands is more pronounced than for other subjects such as the aesthetical 

subjects, for example. This is in part shown by the national tests and the pub-

licity surrounding those results, but it also means that teachers assessing Eng-

lish are held accountable for their assessments towards the system and the stu-

dents and caregivers alike: 

33. Maths feels like black or white, but there are other abilities and so on. 

It feels very precise and you test them quite often. Then I also think 

that English is easier to assess than Swedish. Well, the requirements 

are a little lower, I don’t know, but Swedish felt like a LOT to assess. 

Lots of details made it feel difficult. Then I probably agree with this 

about SO [Social Study Subjects], which is even more fuzzy. What to 

assess and HOW, it’s difficult. M6G 

 

Despite high demands of accountability, English is perceived by many novices 

to be the easiest among the core subjects to assess. Then of course there are 

always all kinds of considerations for teachers when they assess their students’ 

work. There are so-called joy assessments, where for example effort, dili-

gence, or a bruised soul are taken into consideration when passing students; 

this is shown as a characteristic assessment philosophy: 

34. I’ve assessed so little in English that I’ve a hard time comparing, but I 

think I like to give joy assessments in English to encourage the joy of 

language. I probably would not do it in the same way in Swedish and 

SO. StS 

35. It’s very difficult to measure someone’s ambition, but you can feel it 

in your heart when you look at those who are so sad and all you want 

is just to push the grade up a bit. I don’t know, I’m thinking of coun-

tries that assess with behaviour as a basis. You would like to be able 

to include this in some way sometimes. M3R 

 

This assessment philosophy regarding English is of course also reflected in 

assessment practices: 

36. In English, I think it’s important to let students show their competence 

in several different ways. I think that English makes it possible more 

than many other subjects, for example regarding aesthetic learning 

processes. StS 

37. The good thing about English is that even though you have very little 

teaching time, you can do many different exercises that promote self-
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confidence and motivation. This leads, [in my experience], in turn to 

the fact that you can see that the students spend a lot of time absorbing 

knowledge even outside school lessons. NS2 

 

Students and novice teachers who are encouraged and scaffolded within their 

assessment cultures, and who are confident enough in the TL themselves, 

make use of unlimited ways of assessment. The degree of confidence in both 

teaching and language also shapes the assessment identity in English. 

38. This [uncertainty] is really, really only in English because I’m a 

COMPLETELY different assessor in English than in the other subjects 

[SW and SO]. I find it very difficult to know if it’s a fair assessment, 

but it may also be because I don’t have the SUPPORT I want. I really 

am all by MYSELF. M4R 

39. But English, it doesn’t feel as harsh. You should, of course, look for 

what the students KNOW, not what they don’t know. I do this more in 

English than in Swedish, for example. M6R 

 

To assess English more leniently than Swedish, for example, is a common 

statement in the data. In English, the participants tend to look for signs of 

progress, while in Swedish they tend to search for what is missing. As can be 

seen by the above examples, it is logical to connect the subject of English to 

the existence of a specific assessment identity in English. 

6.3.2 Blue β: There are always students who need a lot of structure or 

support 

The question of how it is to assess one language among many others in con-

temporary multilingual classrooms reveals two phenomena in the data worth 

highlighting. One is that languages other than English and Swedish are not 

reported to be consciously or strategically used for communication during 

English lessons in middle school, regardless of school context such as geo-

graphical location, size of the school unit or number of languages present 

among teachers and students (see excerpts 72 and 73 below). As will be dis-

cussed, this does not mean that other languages than English and Swedish 

cannot be used. The other is reflected in the comment by participant Blue β 

used in the title to this section. Multilingualism is not a circumstance that stu-

dent and novice teachers consider in any special way. If potential difficulties 

connected to multilingualism are mentioned it is as any of a number of prob-

lems their students may have, and which require individualisations on behalf 

of the teacher. 

Visualising the multilingual background that the participants bring into 

their language teaching contexts with likewise multilingual students, offers a 

powerful image of multilingualism in contemporary Swedish education as 

shown in Figure 11. 
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Figure 11  

Language Repertoires of Student and Novice Teachers 

 
Note. SCBM is an umbrella term for the languages of the former Yugoslavia: 

Serbian-Croatian-Bosnian-Montenegrin. The answers displayed derive from 

128 StS surveys and 9 NS1 surveys. It was possible to name any number of 

languages in the survey. 

 

As can be seen, there is a pool of at least 29 languages that student and novice 

teachers bring into their classrooms, which of course is not the same as saying 

that they are used, and if so, to what extent. The significant numbers of Span-

ish, German and French in the survey data were predictable as these languages 

are taught as Modern Languages from Year 6, i.e., as a second foreign lan-

guage in compulsory school. The question how this background knowledge of 

language repertoires is brought into the foreground of classroom EFL teach-

ing, learning and assessment practices was asked at two different rounds of 

focus-group interviews (see Table 5), but mostly resulted in questions for clar-

ification of what was intended. It was obviously a non-issue, although some 
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answers indicate that several languages are sometimes used at the meta-level 

by both teachers and students: 

40. It’s rather fun with languages. You can hear how Spanish, French, the 

TONE is. How it sounds. We go around here and fool our students, me 

and another [teacher]. You can sound very proficient [even though it 

is gibberish]. It might at least result in letting go of this feeling of being 

proper when speaking a language. That you get to joke about it a little. 

M4G 

41. I also take up loanwords, mostly French loanwords, as I KNOW a little 

French. Sometimes I use some Danish, but I don’t know if I do it spe-

cifically in English. The students themselves sometimes tell me what 

things are called in Albanian or Greek. They’re not ashamed of their 

languages. In any case, I’ve managed to build that atmosphere, to see 

multilingualism as a strength. I’m quite proud that I’ve succeeded with 

that anyway. M4Y 

 

On the positive side of multilingualism is the fact that teaching and learning 

English also means offering equity to students who are disadvantaged in a 

monolingual Swedish context. The English language can have the function of 

a lingua franca and level out differences in understanding and communication 

between students with Swedish as a first or a second/third language. Examples 

of situations when most students have the possibility to participate on equal 

terms are when textbooks have the instructions in English, or when students 

can be grouped by their proficiency in English: 

42. Most [of the students who speak better English than Swedish] have 

another mother tongue, but there are exceptions. Someone who plays 

a lot of games, for example, and speaks a lot of English at home just 

because it’s fun. But otherwise, many have another mother tongue, not 

English, but that’s the stronger language. M1G 

43. I also noticed it when we changed teaching materials and the instruc-

tions were in English all of a sudden. Many of my students thought it 

was very hard, but I’ve noticed that it evens out the conditions in some 

way. Almost half of my class doesn’t have Swedish as their first lan-

guage and I think they have benefited from it. M4R 

 

Often teachers are left to find ways for functional language communication, 

without the help of allocated extra resources by the school management/prin-

cipal, or other formalised procedures of scaffolding. Teachers are conscious 

of the importance language has to identity, both their own and their students’, 

and they seem to have unfailing positive intentions to be able to include eve-

ryone in class. 

Multilingual practices are carried out in both a paradoxical and spontane-

ous manner. The paradox lies in the fact that these novice teachers are keen 

on exploring languages together with their students in language learning, 



147 

while at the same time using a more limited scope of languages than needed 

when mostly Swedish and English are used. As the teachers state, other lan-

guages than Swedish and English are used spontaneously to perk up lessons 

when they risk stagnating, or they are used more consciously to build special 

relationships with certain students. Despite using languages as important 

bonding material, the benefit from English tuition seems still to be that English 

is the lingua franca and that proficiency in English will pave the way for future 

success in education: 

44. I have a lot of multilinguals, but I haven’t really used it in English 

because they are so good at English at the same time. I’ve many Per-

sians who are very good at English. Some Somalis who seem to be 

BETTER in English than Swedish for some unknown reason. But it’s 

not the case that multilingualism has generated more resources, really. 

It is rather English that has become the resource in more subjects. And 

if you group them together, they speak English during other subjects 

as well. That’s all right. But English is also my language really because 

I have learnt English all my life. But it’s also the ONLY one. So I don’t 

much understand other languages and haven’t made use of it. M4G 

45. I don’t work very consciously with EMPHASISING multilingualism. 

But it has come up as SMALL words as you try to find connections 

between different languages. It comes quite naturally, well how do you 

say it in other languages? Is it similar? It probably comes MOST from 

the children, and that’s wonderful. Then they want me to say words in 

MY mother tongue or other languages that I have learned. They think 

it’s GREAT fun. You almost have to STOP them a bit because it be-

comes a bit of a game. M4B 

 

As G. Lundberg (2019) stresses, teaching and assessing English with rather 

young learners means both being able to play a lot with language and having 

to keep to a limited number of hours to devote exclusively to the English lan-

guage. The limited time frame together with the high accountability demands 

are reasons given by participants when probing into the findings. 

Further, perceived difficulties in assessment regarding English are not seen 

by participants as going along the lines of monolinguals as opposed to multi-

linguals. Rather, the divide goes along the lines of who fulfils the knowledge 

requirements on their own, and who needs scaffolding and adjustments. In this 

sense, the spectrum of different disabilities and social problems impeding stu-

dents from achieving their best make the question about multilingualism a 

non-issue in reality, as illustrated by the following example: 

46. I’ve got multilingual students who I thought would do well in English, 

but it turned out that they really only had the everyday English they 

use with their friends and family. They didn’t have any school English 

and their spelling was POOR. So the expectations I had were com-

pletely wrong. Whereas I have someone else who is multilingual who 
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is SUPER proficient. Someone who is not multilingual who is VERY 

proficient. Someone who doesn’t know English at all who isn’t multi-

lingual. I haven’t noticed a huge difference in them what it’s like being 

multilingual and learning English. M4B 

47. I’ve two students who speak English [native speakers] in my class, and 

one doesn’t know English grammar in the same way as the other. I’ve 

never experienced this before that it’s just like with Swedish students 

who have difficulty with grammar. I’ve always thought that those who 

speak English know, like EVERYTHING, but they DON’T. It was a 

eureka moment. M6G 

 

These results can also be interpreted as representing the novice experience 

when inexperience prevent teachers from going all out exploring and using 

their own and their students’ full language repertoires. As a novice, being 

stressed by time and not having a full battery of teaching ideas and materials 

for different levels, the most rational thing to do is to only focus on who man-

ages and who needs scaffolding to cope. 

Despite these results, some tentative cases of possible development and a 

wish to be able to capitalise on language skills beyond Swedish are worth 

bringing up. The interpretation of development comes from problem-oriented 

student survey answers to more creative opportunity-oriented answers among 

novices: 

48. It is more difficult to assess in a language that is not even your mother 

tongue [assessing English for a Swede]. Both for the student and for 

me. How to give feedback so that the student understands? All other 

subjects are assessed in Swedish. StS 

49. One thing that I thought of in the current [discussion on] multilingual-

ism, is that I’ve had translation of a text as homework. [In the instruc-

tion] I’d written “translatate into Swedish or another language”, be-

cause I don’t think it matters so much which language it is translated 

INTO. But then they’ve translated orally, for an adult, so I haven’t 

been able to check afterwards. M4R 

50. I had ONE student in Year 5 that I was absolutely sure spoke English 

at home. Then we had performance reviews and it turned out that the 

father couldn’t even speak English. This lad speaks BEAUTIFUL 

English which means he has learned it only through his internet pres-

ence. So we had to change the teaching of Swedish for him so that he 

uses the same resources when he learns Swedish now. Because 

THERE he’ll fall behind otherwise. So he learns via films and games 

in Swedish instead. It works better. So it’s exciting how they pick up 

things. M4G 

 

The results of the analysis on the multilingual aspect of beliefs and assump-

tions about assessment in the subject of English show interesting points high-

lighted above. Student and novice EFL teachers need to navigate in multilin-

gual educational settings as they are here to stay. 
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6.4 Summary 

In this chapter, results have been presented connected to each research ques-

tion. A long excerpt from one of the focus-group meetings was used to flesh 

out the multitude of aspects and angles on the two themes of fairness and ac-

countability present in the collected novice teacher data. Seen through the lens 

of DST, all of the aspects and angles can be seen as possible within a single 

repertoire of I-positions. Seemingly contradictory assumptions and beliefs 

about assessment in English held by the participants in discussion show the 

flexibility and momentum in assessment identity development. The assess-

ment culture, regardless of being existent and identified, or being non-existent 

or undetected, affects student and novice teachers’ processes of developing 

their EFL assessment identities. The participants confess that there are prag-

matic benefits of being left out of a shared assessment community, at the same 

time as they are conscious about missing out on learning opportunities and 

well-worked procedures and materials. Finally, a model of possible language 

assessment identity positions regarding assessment within the system, and 

member checks on this model of LAIP are presented. While positioning and 

re-positioning are in constant flux within the self, it is possible to see patterns 

in the data. As the participants express, it is useful to be able to inspect, share 

and reflect on what the different positions in the LAIP model reveal about the 

forces behind fair and accountable assessment, seen as a continuum of tech-

nical or pedagogical approaches to assessment, as well as high or low compli-

ance with the system. 

RQ2 investigates if, and how, beliefs and assumptions about assessment in 

the subject of English change over the first years of teaching experience. The 

question has been explored by comparing answers at three specific points in 

time: as students, as first-year novices and as second-year novices. The find-

ings show that teaching experience reinforces the uniqueness of teaching and 

assessing English as compared to other subjects in the curriculum. While the 

majority of student teachers answer that their assessment work in different 

subjects is similar, novices state the opposite. Novice teachers are also more 

prone to critically disputing the authority of colleagues, leadership, or the sys-

tem, than students who most often have neither teaching nor assessment ex-

perience in the subject of English. 

Findings also support the idea that being a novice is not automatically con-

nected to a vulnerable position but can in fact be seen as a strong position 

where the newest of teaching theories and pedagogies merge with pragmatic 

expert competence close at hand. In other words, possible identity crises and 

teacher turnover can instead be traced as changes in repertoires of positions 

within the self. Decentring movements of the self, caused by many new situ-

ations pressing for immediate, not always sanctioned actions, can be counter-

acted by centring movements leading to stable identity development. These 

more or less dramatic changes in the self, come about when new I-positions 
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are negotiated in third positions; when important others act as promoter posi-

tions; when positions in the background move forward; or when positions find 

other positions to form coalitions with. The crucial mediator for this two-way 

development towards either a stunted or a thriving language teacher assess-

ment identity is above all, context and how it is appropriated into the self. 

Evidence of change can also be seen in the many narratives on developed 

teaching and assessment practices, especially regarding extremely diverse lan-

guage proficiency in both English and Swedish among students. While expe-

rience results in streamlining assessment practices, novices simultaneously 

develop their language assessment identities as they learn more about assess-

ment by expanding their AL. Moreover, change takes time and the ups and 

downs of the assessment context result in different journeys towards becom-

ing an experienced professional. The findings are in agreement with Alsup’s 

(2019, p. 28) conclusion: “New teachers will either have to figure out how to 

connect or accept these multiple ways of knowing and being on their own, or 

they will fail”. 

Finally, the results in relation to RQ3 showed that English is seen as a sub-

ject distinct from every other subject in the curriculum, and that multilingual 

aspects of teaching and assessing English are in fact rather monolingual in 

their focus on English as the TL. The multilingual reality that the participants 

bring into their language-teaching contexts with likewise multilingual stu-

dents, is only reflected in sporadic meaning units. This also means that multi-

lingualism is not seen as problematic per se, on the contrary, the participants 

consider potential difficulties connected to multilingualism as any one of a 

number of problems their students may have, and which require individuali-

sations on behalf of the teacher. 

In the next chapter, the discussion of the major findings will focus on how 

these are reflected in previous research, and what they imply for research lying 

ahead within the area of EFL teacher assessment identity development. 
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7 Discussion 

Context is all; or is it ripeness? One or the other. 

― Margaret Atwood, The Handmaid’s Tale  

 

Even though assessment and assessment practices have become a more ex-

plicitly significant part of teachers’ responsibilities, there is a lack of reported 

research concerning the formation of student and novice teacher EFL identi-

ties, particularly when regarding their role as assessors. Similarly, there seems 

to be a lack of research regarding if and how these identities change over time. 

As mentioned previously, several times in this thesis, in the Swedish context, 

teachers are in a position of assessing and grading their own students’ work. 

At the same time, statistical data collected by NAE consistently point at na-

tional and regional inequality in assessment and grading. Consequently, stud-

ies on assessment identity development are needed to better understand the 

dynamics behind this undesirable variation by which the credibility of the ed-

ucation system is hollowed out. Addressing the present situation and empirical 

gap, the present study has explored EFL assessment identity formation from a 

teacher perspective, highlighting the hybrid, transformative novice years of 

teaching and assessment. 

The current research project has both general and specific aims. The gen-

eral aim is to generate a deeper understanding of EFL teacher identity regard-

ing assessment, and the dynamics of this identity over time, from the end of 

teacher education and during the first three novice years. The specific aim of 

generating this deeper understanding is connected to the subject of English in 

the multilingual classroom setting of Swedish middle school. The study has 

been guided by three research questions. 

Both assessment and identity development are complex notions to research 

separately; taken together, the aspects to consider are legion. This is why the 

present project has used a fully integrated Mixed Methods approach for data 

collection, analyses and presentation. The chosen topic of this thesis also calls 

upon a theoretical underpinning that can integrate and combine the personal 

with the communal in the dimensions of time and space. Dialogical Self The-

ory (Hermans, 2002), is such a bridging theory that is useful when explaining 

how individual and society are interconnected in reciprocal processes. As the 

analyses show, the main themes of fairness and accountability are framed by 

a whole range of contexts: the context of European educational policies, Swe-

dish society, compulsory education in middle school, the subject of English, 
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the influence of formative assessment ideology, multilingual teachers and stu-

dents, school cultures and personal school histories, to name but a few. More-

over, these contexts are set in time, which is seen as a composite of a multitude 

of combined past and present relations. 

This chapter will begin by discussing the key results in relation to previous 

research presented in chapter 3; further, it is organised according to the order 

of the research questions. Then, the generalisability of the study is addressed. 

Finally, the different limitations of the study are examined. 

7.1 Being fair and square, the LAIP model 

RQ1: How do student and novice EFL teachers discuss fairness and account-

ability in relation to their beliefs and assumptions about assessment, their as-

sessment practices, and their assessment identities? 

 

The essence of this research project is captured in the title “Fairest of them 

all?”. Fairness and accountability are at the core of the teaching profession. 

Looking into the mirror of assessment, the teacher self is reflected in the light 

of other teachers, real or imagined, their pursuit of valued goals, and the de-

mands of the system. The innermost desire for every teacher is to be able to 

be fair to their beliefs and inner selves, simultaneously appraising their stu-

dents’ efforts while feeling professional with regard to their official duties 

within the system where assessment in English is high-stakes. With these con-

cerns in mind, the findings to RQ1 were visualised in a model that identified 

four possible stances, i.e., the model of Language Assessment Identity Posi-

tions (LAIP). With this model, it is possible to explain how seemingly oppo-

site assessment identities share the same identity-position of I as fair assessor. 

Fully acknowledging the flux of identities in real life, the introduction of the 

LAIP model nevertheless captures the spaces open for different language as-

sessment identities within the Swedish educational hierarchy, i.e., the system. 

Together, the two axes and the four categories create a matrix that can serve 

as a basis for important discussions on teachers’ agency when creating and 

developing their assessment identities. This means that the double-dialogue 

process Toom et al. (2015) mention, when inner conversations between 

teacher and self are in concert with external conversations with others, could 

be made useful when summing up available resources resulting in agency. As 

teacher agency is interconnected with beliefs, identity and context (Kalaja et 

al., 2015; Ruohotie-Lyhty & Moate, 2016), it would be fruitful to make teach-

ers aware of both the components of this process and the process itself. In a 

sense, teachers could probably learn a lot about themselves and their assess-

ment practices from this kind of personal eavesdropping. 
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Depending on their language assessment identities, novice teachers in the 

project are seen to move between the following four spaces in the LAIP 

model: 

1. The first position represents teachers with a high compliance with the 

system, and a pedagogical approach to assessment. They tie them-

selves in knots for the sake of their students and their possibilities to 

perform at their best, while producing large amounts of materials and 

documentation. 

 

2. The second position also represents teachers with a pedagogical ap-

proach to assessment, but with a low compliance with the system. 

They stick to their beliefs of harmonious language learning and effec-

tive assessment practices and only feed the system with a minimum of 

documentation. 

 

3. The third position represents teachers with a low compliance with the 

system and a technical approach to assessment. These teachers avoid 

problems related to assessment by willingly or unwillingly only ful-

filling the basic need of assessment. They assess by the means de-

manded, whether by school culture, course materials, digital platforms 

or school principals. 

 

4. The fourth position represents teachers who also have a technical ap-

proach to assessment, but with a high compliance with the system. 

They need a whole battery of lists and matrices in order to feel safe 

and professional. They also work with matrices together with their stu-

dents in class. 

 

It has to be stressed that the order and number of these language assessment 

identities are not related in any way to some preferred identity within this re-

search project but are merely needed for clarification when discussing the 

model. The LAIP model tries to capture the complexity of the realities where 

these four positions exist. This is not to say that different stakeholders within 

and outside the system have non-existent preferences of wished for positions. 

In this sense, the third position with low compliance with the system might be 

challenged as a non-acceptable position. Not surprisingly, these thoughts were 

brought up by the participants themselves when discussing which position, or 

assessment identity is the preferred one, both from their personal point of view 

and that of an employer or the system as such. In accordance with previous 

research on teacher identity formation, for example, Day et al. (2006), it be-

comes apparent that the participants have clear promoter positions, meaning 

that they are self-conscious and maintain idealistic or better selves. 

Seen through the lens of DST, the focal point of being fair is viewed in light 

of seemingly conflicting assessment identities. As the self and society con-

struct and re-construct in reciprocal processes, opposites are not regarded as 
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dichotomies, but as movements in between self and society. As the member 

checks show, it is possible for the same individual to identify with any one of 

the positions depending on contextual factors such as the assessment culture, 

the time of school year, the aim and ambition in the situation, or age-group 

and subject they teach. However, with quality assessments in focus, implying 

that there is equal assessment for equal achievement, there are some pitfalls 

for unequal assessment within each of these four positions. These are im-

portant to raise and discuss, to learn as much as possible from the issues raised 

by the LAIP model, and to see how cause and effect are related. 

Starting with the position expressed as most problematic by the partici-

pants, teachers within the third position (I find assessment difficult and boring) 

struggle the complexities of fair and accountable assessment, both practically 

and cognitively. As previous research shows (Allal, 2013; Harris & Brown, 

2009), teachers have to find ways to navigate in the charged area between 

what they feel is best for their students and what is deemed necessary for 

school accountability. Their struggles make them at risk of making incoherent 

assessments that are not aligned with the aims and goals of the curriculum. 

This is because they either follow external demands on accountability, or their 

gut-feeling. In both cases, they make assessments without challenging or prob-

lematising the aims and learning goals of the curriculum. For example, they 

rely on text-book authors or the digital platform constructors to follow the 

goals and knowledge requirements of the curriculum. In this position, the 

teaching profession is characterised by lonely working conditions. Most often 

novices are left on their own, without a supporting teacher-team or a more 

experienced mentoring colleague, which possibly also adds to less profes-

sional assessments. 

Results show that stress is high in all four positions of language assessment 

identities, but for novices in category three, stress is also attached to negative 

feelings of inadequacy. Being new on the job means having to learn a lot in a 

short period of time, especially as a generalist teacher working with 10–12-

year-olds. Content area, discipline and creating rapport may be more immedi-

ate tasks at hand for successful survival among new groups of students, com-

pared to the tasks of assessment and documentation. Participants really do not 

want to be identified within this category, as it reveals their lack of experience 

most negatively and makes them feel like failures of their profession. Still, 

they are not yet able to identify a more successful way of coping with the 

current assessment requirements and their feelings attached to fair yet ac-

countable assessment. 

Contrary to the drawbacks of the third position, most participants express 

a longing to be able to practise more within the second position (I have my 

own goal fulfilment). This means that they see this position as a space where 

they are free to follow their beliefs about successful teaching and learning of 

English, thus using assessment for purely pedagogical aims. It is also clear 
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from the analysis that the wish for position two, comes together with the wish 

for increased self-confidence from teaching experience. 

All the participants express concerns about the potentially negative conse-

quences of assessment, especially concerning the young age of their students 

and to the expressive and performative character of the subject of English, 

which makes it more challenging for shy students. In many cases, the ambi-

tions and feelings of their students resonate in their choice of assessment prac-

tices in the classroom. The cultivation of a supportive working climate comes 

to the fore, while the effects of all kinds of assessment are downplayed in 

numerous ways. For example, two participants confess to omitting the infor-

mation to their students that, according to the regulations, the national test is 

more important than other tests, while others have systems where assignments 

can be complemented if needed for a pass level. This is not least true in the 

cases where teachers do not see the point of grading in the first place, as there 

is no selection for Year 7, and students who fail are not automatically granted 

more support. Examples of these standpoints are seen in the comments from 

Blue α and Blue γ in section 6.1.1. 

In this light, the second position, characterised by personal, pedagogical 

aims regarding assessment, but with low compliance with the system, be-

comes desirable as this position seems to reveal a high degree of competence 

for the participants. In most cases, they do not problematise the aspect of 

equality in assessments connected to this category, which of course could be 

identified as a clear drawback of this position. Instead, as indicated previously, 

teachers within this category voice a desire to succeed with documentation of 

learners’ performance as a means of remembering, sharing, and discussing 

positive learning experiences from their classrooms. As an example, they 

mention video recordings of dialogue and drama activities. These were created 

uniquely as subject-specific show cases at performance reviews. The partici-

pants express a wish for their more frequent use as a base for assessment. In 

this sense, teachers in this second position share the aims as those in the third 

position: how to become faster when completing documentation, thereby 

gaining time for what they characterized as meaningful evaluation together 

with their students, for example, in the form of one-to-one feedforward talks. 

Then again, the consequences would be a move towards higher compliance 

with the system, as the most visible alliance to the system is by overt docu-

mentation, for example in the digital platform. 

The remaining positions, with the highest compliance with the system, also 

reveal pitfalls regarding quality assessment. In line with the warning against 

an extensive use of matrices by the NAE, novice teachers in position four (I 

hoard evidence for assessment), risk not seeing the wood for the trees. Break-

ing down the knowledge requirements in user-friendly check lists, means fo-

cusing on the parts more than the whole, where the whole in the syllabus for 

English is represented by the overall aims of the subject and the knowledge 

requirements. This means that despite fulfilling the goals of perceived clarity 
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and time management, the production of a comprehensive amount of assess-

ment documentation in the form of matrices, is in fact not aligned with the 

intentions. While admitting feelings of insecurity, novice teachers in this po-

sition have difficulties seeing how they could stop creating what they perceive 

as a false sense of security, as it is also connected to the idea of how a profes-

sional teacher creates a basis for quality assessments. Results from this study, 

thus echo findings from previous studies (Cataldo, 2019; Mickwitz, 2015). 

Being busy collecting written support as the reliable source for assessment 

and grading becomes a way to compensate for the obvious lack of experience 

but might also be a pervasive assessment identity position within the teacher 

self for a long time ahead, if not for good. In this sense, position four may 

offer a chance for teachers to boost their assessment identity and overall 

teacher identity in self-realisation as competent teachers. Adding the results 

from Sandlund and Sundqvist (2021), namely, that more severe assessors are 

seen as more professional than more lenient ones, teachers who accumulate 

mass evidence for assessment and who are likewise severe assessors are head-

ing down the wrong alley regarding quality assessment practices. 

As for teachers giving voice to the first position (I tie myself in knots), the 

main threat to valid assessment comes from the close attachment to the indi-

vidual students they teach. Most teachers working with young students are 

sensitive to the huge responsibility with which they are entrusted, when work-

ing with shaping diverse individuals into groups of learners aiming for the 

same goals. Having a pedagogical approach towards assessment means, 

among many things, to be able to use assessment as feedforward in teaching 

(Sadler et al., 2022). Teachers belonging to this category feel heavily burdened 

by their aim to keep all students away from failing, regardless of their individ-

ual starting points. Without a portfolio of different materials gained through a 

number of teaching years, this position soon becomes extremely strained. As 

participants confess, this position is a real novice position, where on the one 

hand, national assessment goals of equality can be put aside in order to make 

some students succeed. On the other hand, they keep to the first part of the 

curriculum, also called “the poetry section” among practitioners (Skolverket, 

1999), in which the values and mission of schooling are stated. As the results 

show, with teaching experience, participants in this position find ways to cope 

with the workload of adapting to various students’ needs, while adopting the 

ideas behind equal assessment. In other words, there are ways to combine eq-

uity assessment with equality grading, but it involves time in a process. 

As can be seen, the model of teachers’ possible assessment identity posi-

tions regarding assessment in the subject of English in Swedish middle school, 

captures the complexities about fairness and accountability in assessment. As-

sessment identity is developed by the ways teachers position themselves 

within and in relation to the system. Furthermore, the process of positioning 

is, if not always conscious, then rational. Even though identity formation is a 
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highly personal endeavour, there are patterns worth discussing and problema-

tising. It is important that stakeholders such as scholars within teacher educa-

tion research fully acknowledge the close link between assessment and iden-

tity for novice teachers and how this link can be problematic in numerous 

ways, not least for national equity. As Popham states: “teachers’ assessment 

related decisions can bounce all over the place” (Popham, 2009, p. 6). The 

LAIP model developed in the current thesis attempts to grasp and systematise 

these spaces where the system is needed to ensure equal assessment nationally. 

However, the results from this study align with previous research and self-

control reports by the system itself, making it clear that there are no built-in 

guarantees for equity assessments nationally (Klapp, 2011; Lundahl et al., 

2015; Skolinspektionen, 2020, 2021; Vlachos, 2013b). As teachers’ assess-

ment identities fluctuate with teaching experience, assessment culture, beliefs 

about assessment and various frame factors, such as number of students, 

school year and subject they teach, it becomes vital to bring the personal side 

of assessment to the fore. Only by sharing, comparing, and comprehending 

the subjective part and place of assessment will there be a chance to come to 

a better consistency of both assessment criteria and assessment approach. 

There is a lot to be gained by discussing and problematising assessment 

identity formation during teacher education. As both theory (Hermans & Gie-

ser, 2012), and practise (Alsup, 2019) make clear, a healthy self has no prob-

lem with accommodating a multitude of subjectivities and identity positions 

simultaneously. Thus, there would only be benefits if assessment identity for-

mation had already been discussed openly during teacher education. Using the 

LAIP model as the basis for such discussions would also help in visualising 

the tacit rules of the system and how these can be used or misinterpreted. Prob-

lematising different assessment identity positions and how they relate to the 

aims of equality and quality assessment would mean, among many other 

things, that a recognition of different positions would be acknowledged and 

opened up for discussion. In this way, different assessment practices or assess-

ment identities could be discussed on a system level, away from a more opin-

ionated level. This would mean to accept different positions as legitimate ex-

pressions of different ideals and contexts. This broad outlook could in fact 

strengthen novice teachers. In the present study, being able to voice and share 

assumptions and beliefs about assessment and assessment identities, became 

an important learning point for the participants, both personally and profes-

sionally. In this way, the results of this study can be seen as generalisable. 

Keeping to the advice of Freeman (2002) and others, a vital way of learning 

is by reflecting over practise, both by the inner capability of the mind to gain 

understanding from the transformation of material between cognition and 

speech, and by the fact that verbalised experience and meaning can be shared 

by others. Teacher education needs to address the complex issue of assessment 

identity development if teachers-to-be are to be equipped for the work to come 

(Alsup, 2019; Izadinia, 2013). In this sense, the formation of professional 
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identity can be seen as a vital part of the learning process. As Y. Xu and G. 

Brown (2016) point out, teachers who have insights of their own assessment 

identities through self-reflection are better equipped to author their assessment 

practices. They are also more open and readier to integrate different perspec-

tives into their own value system, resulting in improved assessment literacy. 

In the case of assessment, being able to talk about assessment identity with 

higher abstraction than feelings of the here and now, is likely to impact future 

practise. Hopefully, this would in turn enhance fair and informed assessments, 

benefitting all students. 

When comparing the LAIP model with the model of Teacher Assessment 

Identity (TAI, 3.7) proposed by Looney et.al., (2018), the importance of con-

text for shaping assessment identity becomes evident, although given different 

stress in the two models. Whereas the TAI model refers to contextual factors 

linked to previous experiences in the aspect of “My role”, the introduced LAIP 

model addresses this connection more fully, not least by using the contextual 

frame of accountability demands within the Swedish educational hierarchy 

(6.1.3). Although this context limits the generalisability, context in the LAIP 

model is explored fully and in its own right within assessment identity for-

mation. Amplifying the importance of context for EFL assessment identity 

development is in line with previous research both on an individual level re-

garding beliefs and assumptions (Jølle, 2015), and what is brought into that 

context by the stakeholders involved (Scarino, 2013). 

Having said this, the focus-group discussions about the preliminary results 

that act as member checks on the LAIP model (6.1.4) give strong evidence of 

the close relationship between context and experience. Student and novice 

teachers appropriate different aspects of their assessment contexts at different 

times in their teaching careers. While some participants feel most recognition 

in one or two positions in the model, others have walked through all four in 

their coming-of-age story. This result illustrates the fluidity of identity devel-

opment, and is in alliance with the results from Alsup’s most recent study on 

millennial novice teachers (2019). Despite expressing a variety of stressful 

situations regarding their assessment work, participants from both the Alsup 

study and the present one, seem relaxed about the multitude of identities they 

hold in addition to their different assessment identities. 

Contextual factors, such as assessment culture at the specific school or unit 

of teachers, is most certainly of paramount importance the first years of work-

ing as compared to later in their teacher careers (Kalaja et al., 2015; Vogt et 

al., 2020). As pointed out by Sandlund and Sundqvist (2021), teachers, not 

only novices, need a social climate where they feel safe in order to gain from 

co-assessment moderation. This means that assessment cultures and overall 

ideas of what it means to be a professional teacher impact the willingness to 

reveal underlying assessment identities or rater profiles. These more or less 

implicit norms about teacher roles, are important to consider, especially in a 

high-stakes assessment context such as the national test. Co-assessment may 
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not always ensure quality assessment, as teachers’ assessment identities have 

internalised different codes for appropriate expressions and silences (Zemby-

las, 2003). Having been able to problematise different teacher roles and as-

sessment identities as part of the learning process of how to become a teacher, 

may counteract feelings of stress and inadequacy. It would also help novices 

to connect what is learnt at university to what is encountered at work. Making 

student teachers actively reflect, formulate, and share their beliefs and as-

sumptions about assessment may also result in the wash-back of non-threat-

ening, supportive communities of teachers at their workplaces. Experiencing 

an accepted model to probe into difficult matters may help novices navigate 

around personal pitfalls of trial and error, allowing for shared experiences of 

wobble moments, resulting in shared learning opportunities. 

7.2 Assessment identity development 

RQ2: How do these beliefs and assumptions change during the first years of 

teaching experience? 

 

In agreement with many scholars interested in novice EFL teacher assessment 

identity development (Alsup, 2019; Inbar & Levi, 2020; Kalaja et al., 2015), 

this project has found that novices have a highly agentic role in shaping their 

language assessment identities based on their experiences coupled with their 

beliefs and assumptions about assessment. Contrary to what may be believed, 

changes in assessment identity are not caused by major changes. Instead, they 

originate from every-day changes in assessment cultures and contexts (Kalaja, 

2017), where important or disowned others prompt teachers to reorganise their 

repertoires of I-positions. This reality can be seen in this project in all the 

claims of shifting self-confidence, specific wobble moments or situations pro-

moting insights into the personal assessment identity and how the different I-

positions are being claimed, mitigated, negotiated, and linked to the current 

assessment task. 

The most important findings of RQ2 are that changes in beliefs and as-

sumptions can be found, and that the hybrid position as novice does not auto-

matically entail either (student)- or (experienced) teacher, but in many cases 

both positions. As discussed in section 3.5, global research on novice teachers’ 

beliefs, feelings and coping strategies mostly gives evidence of different prob-

lems and how to survive reality shock (Alsup, 2019; Pillen et al., 2013; Ru-

ohotie-Lyhty, 2013). Examples of the same are abundant in the present data 

as well: 

79. I think in retrospect that you can still feel a bit proud that you survived 

your first year at all, with all your sanity intact. M5B 
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However, the rich data in this project also show a slightly different angle com-

pared to much of the accumulated research on novice teachers. Working as a 

novice teacher stimulates a possible, strong position, where competence from 

being a student is enhanced by working among experienced colleagues. Based 

on the three chronological points of comparison, the data show some clear 

changes between different beliefs and assumptions of the participants, despite 

the rather short time period of 2.5 years for data collection. Not surprisingly, 

it takes time and experience to acknowledge the special characteristics of 

teaching and assessing English, among other subjects. Experience, or rather 

lack thereof, is the most probable reason for the many student answers stating 

that assessment is similar over the curriculum. Regarding identity develop-

ment, data support the non-linear, looping and zig-zagging journey student 

teachers set out on after graduation, when they enter as novices into the teacher 

community. When analysing the many meaning units about how novices cope 

with assessment, in English as well as other subjects when working as gener-

alists, it is remarkable how vividly they describe assessment identity-changes 

back and forth, suddenly taking leaps in different directions (see examples 15, 

22, 24, 41, 42, 43, 51). In this regard, considering the complex and dynamic 

nature of language assessment identity, it is not fruitful to focus the analyses 

on the difference between data collected at the three different time-points: stu-

dent, first-year novice and second-year novice. Reality is far more complex. 

Developing assessment identity takes time. Novice teachers in Sweden are 

expected to perform efficiently and assume full teaching and assessment re-

sponsibilities right from the first day on the job. Having been able to follow a 

number of student teachers on their journey into the hybrid experience of 

working their first three years, has meant exploring the accountability system 

of Swedish education, while simultaneously trying to find out how beliefs and 

assumptions regarding assessment form teachers’ assessment identities. More 

interesting than the ideas about the coexistence of hawks and doves, was how 

novice teachers cope with all the contradictions the system imposes on them, 

in many cases, almost impossible. For example, futile equations include: when 

the digital platform, or the school principal, demands reported grades for Year 

4 and 5; having to conduct performance reviews with unknown students and 

caregivers one week after the beginning of term; having to focus only on bub-

ble-kids hovering around the level of pass (Koretz, 2009), when the curricu-

lum states that all students should be given the opportunity to develop; when 

the workload forces them to cut corners, knowing full well that the essence of 

language teaching, learning and assessment will suffer in response; when the 

demands from students’ levels of proficiency are in conflict with the require-

ments of the curriculum and the NAE; when uneven proficiency profiles have 

to be represented in a fixed grade; and when being valued the highest by the 

school principal when individualising the most, something they cannot cope 

with as novices who lack experience and materials alike. 
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The findings of the present project also reveal the coping strategies novices 

use in all the cases where they were unable to identify any specific assessment 

culture. The void in organised scaffolding practices, such as mentoring during 

an introductory period, is interesting. Despite having such a regulation in place 

since 2011 (Skolverket, 2019g), aiming at scaffolding novice teachers and to 

diminishing teacher turnover, there is no consequence for school leaders when 

not implemented (Lärarförbundet, 2021). Being left alone with teaching and 

assessment realities may fit some novice teachers, but most often it creates 

unnecessary stress and feelings of insecurity and shortcomings. The fact that 

all focus-group participants would like more meetings to continue after the 

two years of data collection is indicative of the need to share the complex 

realities that come with assessing English in Swedish middle school. 

Coming to terms with feelings of fairness when assessing English may be 

a more uncertain endeavour compared to those of accountability. The account-

ability demands that are articulated in policies on municipal level, from school 

principals and by documentation designs in digital platforms, are consistently 

visible, present, and pressing. Moreover, the wider community of teachers is 

always present in the background. By comparing their assessment work with 

the external, wider community of teachers, real or imagined, and local, more 

experienced colleagues, student and novice teachers gauge their sense of fair-

ness and accountability. Every experience adds to the assessment identity by 

appropriating or disowning I-positions in repertoires of the self. In this sense 

the question posed by Looney et.al., (2018) that addresses the generalist gap, 

if teacher assessment knowledge, skills, and practises vary with the subject, is 

answered by the findings from this project. There seems to be no question 

about the fact that teachers, even with limited working experience as general-

ists, perceive the different subjects they teach over the curriculum discretely. 

As Izadinia’s (2013) meta-study on student teachers’ professional identity 

shows, teachers-to-be are not well served by the omittance of the complexities 

involved in professional identity development. Already there is empirical ev-

idence of how difficult it is for beginning teachers to see the links between 

what is learned during university courses and what is experienced at work 

(Alsup, 2006; Kalaja et al., 2015). Addressing the personal side of assessment 

identity development and the demanding balancing act of positioning within 

the education system, would mean nipping teacher turnover in the bud. Look-

ing around and ahead at the perceived lack of qualified teachers, teacher edu-

cation has a serious role to play in keeping teachers in the profession. 

The results of this study also point to the importance for teacher education 

to underscore the different characteristics on subject level, especially regard-

ing assessment literacy. If it can be taken as a fact that AL is subject specific, 

then it is negligible not to include clearly stated aims regarding LAL within 

the examination objectives of teacher programmes. The concern for the lack 

of specialised, subject-specific assessment knowledge within the system of 

higher education of primary school teachers is shared with Sundqvist et al. 
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(2020). Obviously, novices are not stacked up well in the subject of English 

with the assessment competence they gain during their education compared to 

the other core subjects of Swedish and Mathematics, either theoretically or 

practically. As an example, participants in the current context refer to experi-

ences of having special assessment assignments in Swedish and Mathematics 

but not in English during the practicum. As a result, there is extremely poor 

AL regarding the subject of English among presumptive future English teach-

ers as suggested by the student survey-data. Regardless of the fact that English 

is a smaller part of teacher education compared to the other subjects, it is nev-

ertheless a known fact that English is a subject with a different character when 

aiming at strengthening students’ ability and self-confidence in communi-

cating in another language while at the same time assessing this process. 

Teachers do the very best they can, given their long education and the na-

tional curricula. Seen from a professional development angle, they would also 

need forums along their career paths to seriously address the more covert as-

pects of assessment, i.e., their values and dispositions as reflected in ethical 

and fair assessment practices. This would also be a prerequisite to “a culture 

which will support novices and experienced staff in displaying a vulnerability 

about their practice” (Fox & Wilson, 2015, p. 105). As rater-moderation stud-

ies show, it is possible to improve inter-rater reliability by specific moderation 

modes (Skar & Jølle, 2017; Tengberg et al., 2017), but with a more holistic 

outlook on all the different assessment practices going on in classrooms, other 

means have to be used too. One way would be to bring issues of relevance for 

assessment identity formation, such as, for example, personal school histories, 

contexts, expectations, and better selves into the open within teacher educa-

tion. In this way, there would be a chance to enhance better alignment between 

assessment as it is used by teachers and what assessment is said to represent. 

7.3 EFL assessment in the multilingual classroom 

RQ3: What are the participants’ beliefs and assumptions about EFL assess-

ment in relation to multilingual classroom settings? 

 

In short, the answer to RQ3 is related to the curricular aim of English instruc-

tion to maximise TL use regardless a multilingual setting. Despite multilingual 

teachers and students, the participants confess to enhancing a monolingual 

ideal for two main reasons. First, due to the limited time for English in the 

curriculum and second, because of the high accountability demands related to 

the core subject status of English, which is said to inhibit multilingual detours 

during curricular instruction. Regarding classroom assessment practices, nov-

ice teachers see their students’ needs along the lines of who needs extra efforts 

to succeed, rather than who is multilingual or not. This finding is in line with 

the study by Erickson and Tholin (2022), where the authors comment on the 
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variation of aspects emphasised in teachers’ open comments from survey data. 

In the teacher response to the national tests for Year 6 and 9, it is noted that 

“some aspects were hardly ever mentioned, for example, students with another 

L1 than Swedish” (Erickson & Tholin, 2022, p. 9). 

As stated in the previous section, the participating novice teachers distin-

guish the subject of English with regard to every possible aspect of their teach-

ing practices. The finding of perceived separation of subjects is important in 

relation to Scarino’s (2017) statement that it is through language teachers that 

major changes in the (language) classroom can happen. Her argument is that 

language teachers are the ones in the trade of communicating and understand-

ing within a mix of languages and cultures, making them develop “a sophisti-

cated kind of assessment literacy” (Scarino, 2017, p. 19). As the present study 

shows, the development of such a sophisticated kind of AL would appear to 

further develop in the future. Instead, one way to respond to the accountability 

demands is to use TL only, disregarding the obvious context of multilingual-

ism and what that context may add to the assessment practices in the class-

room setting (Yassin Iversen, 2020). Just as Yassin Iversen (2020) states, stu-

dent and novice teachers miss valuable chances connecting their own lived 

multilingual experiences to their teaching of English, whereby multilingual-

ism as a resource is largely neglected other than spontaneous translanguaging 

(see examples 72 and 73). 

An optimal language learner is characterised by a high degree of risk-taking 

(Celce-Murcia et al., 2013; G. Lundberg, 2019). The current findings imply 

that student and novice middle school teachers would also gain a lot of learn-

ing potential from increasing the risks they take in their assessment decisions 

(regarding the preferred second position). This development is of course ham-

pered by the accountability demands of the system that creates a context far 

from the prerequisites of pedagogical translanguaging implemented through-

out the whole curriculum, as described by, for example, Cenoz and Gorter 

(2021). As in example 77, where the novice teacher allowed the translation 

homework to be done in whichever language the student chose, she also ad-

mitted that the result of the homework could not be assessed by her. Another 

aspect when discussing planned activities within a pedagogical translanguag-

ing practice, is the assumption that languages come as whole entities, i.e., 

complete individual repertoires of languages. This assumption is contested by 

the rich data of the present study. Many multilingual students have personal 

(refugee) histories of learning parts of languages, resulting in no complete lan-

guage to fall back on when, for example, translating context-specific concepts. 

In examples 74 and 75, common observations are made on just how flexible 

and composite language proficiency is. Native speakers of English, for exam-

ple, do not automatically have even proficiency levels in productive or recep-

tive skills. Being a multilingual myself, I can confess to the incomplete com-

pilation of proficiency aspects within my different languages, both as learned 

at home and in school. Accepting, using and boosting multilingualism and 
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connected identities of both teachers and students are appreciated, but with the 

present accountability demands of the system, it is perfectly logical if it is 

placed in the background of teaching and learning the subject of English in 

Swedish middle school. 

7.4 Generalisability and limitations 

The generalisability of the results and different limitations of the empirical 

material for this thesis need to be discussed. One point concerns the sample 

sizes that cannot be seen as representative, either in number or variation, as, 

for example, participants were chosen by convenience sampling. A second 

point is replicability. The data analysis can never be repeated with the exact 

same results. Collecting perception data, i.e., data that focuses on how partic-

ipants interpret their experiences66, within a community of practice and sym-

biotic, relaxed group phenomena developed over time have the potential to 

result in streamlined data, rather than offering a sample of the overall variety 

of experiences. While the focus-group format was chosen with the aim of en-

hanced variety of standpoints regarding the complex issue of assessment, the 

actual mini-focus-group format may have resulted in less diversity than that 

of one-to-one interviews would have. However, the number of in-depth inter-

views on occasions when participants were absent from the scheduled group 

discussion may, in some respect, level out the presumed imbalance regarding 

consensus tendencies. It also must be acknowledged that a considerable ad-

vantage with the mini-focus groups was that they were appreciated by the par-

ticipants. The desire for this format thus strengthens the results. It is also an 

ethical point which Guba and Lincoln (1985) have named educative authen-

ticity, when participants gain new insights about themselves and others 

through participation in research. 

Scrutinising the MM design, it could be questioned whether an interview 

methodology alone would have generated better quality data from the students 

than the surveys used. There was a lot of frustration from both student teachers 

and the researcher originating in the painfully obvious lack of sufficient 

knowledge and experience of assessment in the subject of English. On the one 

hand, this frustration could have been avoided with an interview-format al-

lowing for direct prompts or follow-up questions, which would potentially 

have yielded more and qualitatively better responses. On the other hand, it was 

hard enough to ask for 15–30 minutes of introduction and completion of the 

survey. Asking for an hour for interviews would inevitably have resulted in 

losing about a hundred voices. The variation within the sample of students 

would presumably have also been more unrepresentative and biased, as the 

                                                      
66 See, for example, https://www.igi-global.com/book/handbook-research-foreign-language-

education/142199 

https://www.igi-global.com/book/handbook-research-foreign-language-education/142199
https://www.igi-global.com/book/handbook-research-foreign-language-education/142199
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half-willing would have opted out, leaving only the truly enthusiastic ones in 

the data. Another option would have been to omit the survey data all together 

in the analysis, but as the student answers differed from novice data on several 

points, it was found valuable to include all survey data in the thesis, despite 

the uneven presentation of the two data sets. 

In this research project, there were three main methodological constraints 

directly affecting the possibility to answer the research questions. The first 

constraint derives from the fact that few student teachers volunteered through 

the survey, and even fewer were able to meet the three requirements for par-

ticipation: to be a certified EFL teacher, to teach English and to have worked 

as a teacher no longer than three years after graduation at the start of the re-

search project. In fact, this constraint meant that the study became less longi-

tudinal than desired for when the sample of volunteering student teachers was 

not sufficient to create focus groups. A second constraint, adding to the first, 

is that the pandemic made it impossible to visit universities to collect survey 

data. Even though the design of an online survey in theory made it possible, 

in practice, the missing personal connection became a barrier. A third con-

straint comes from the actual population of novice teachers. As reported, half 

of them were in transition between careers, which means that they are not 

novices on the job market, but novices in the teaching profession. Thus, they 

are special as a group in that they share experiences from many different work 

settings. Moreover, they presumably share a strong desire for, and deep en-

gagement in personal development. This is not to say that the rest of the nov-

ice-teacher sample is not engaged in personal development, which they indeed 

are when committing to a two-year project. Instead, the extra self-awareness, 

effort and energy in changing career paths that these participants bring into 

the project have to be acknowledged. Having this difference in working expe-

rience among the novice teachers as a group, highlights the difficulties in gath-

ering volunteering participants, by which a presumed loss of unique experi-

ences by non-response is a fact. 

As with all survey non-response, there is a possibility of none-response bias 

if non-responders are uniquely different from respondents in terms of the data 

the researcher is collecting. There is of course no way to be certain of the 

consequences of this kind of bias, and in the case of this research project the 

deep involvement probably helped in keeping participants within the project, 

despite their workload and overall commitments. Still, this group of later-ca-

reer novice teachers is a fact to keep in mind. 

One last point worth considering is of ethical concern, as a majority of the 

focus-group participants at one point or another were students of the re-

searcher. Connected to the issue of a symbiotic group-phenomenon developed 

over time, it has been a constant concern of the researcher not to fall into the 

pitfall of abandoning the role of moderator in favour of pure camaraderie. In-

stead, the possibility of sharing the familiar context of EFL assessment prac-

tices between participant and researcher, has in effect meant trading a wealth 
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of unique experiences with positive appraisal and factual subject knowledge. 

Despite a number of actual and possible constraints of the study, it has to be 

stated that the abundance of data coming from different data sets, gives rich 

evidence of what constitutes student and novice EFL teacher assessment iden-

tity development in a Swedish middle school setting. 
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8 Concluding remarks 

One day I will find the right words, and they all will be simple. 

― Jack Kerouac, The Dharma Bums 

8.1 Reflections on the study 

Fundamental ideas at the root of this project have been that our actions are 

governed by a dynamic relationship between environmental, behavioural and 

personal factors. This means that teachers and teaching are shaped by specific 

social activities and contexts, where competence is situated and co-con-

structed through dialogical processes. Due to the complexity of the globalised 

world regarding the flux of people and languages, a monolingual language 

ideology connected to the idea of the nation-state and the goal of native speak-

erism is not relevant. Identity, agency, ideology, and power matter because 

they bring consequences for language learning. Moreover, there is no fixed 

core identity. Instead, the postmodern approach to identity is reflected by the 

mind’s ability to imagine plural positions in inner repertoires where the social, 

intersubjective aspects of self are reflected in the context. A final assumption 

for this project has been that time matters. The teaching profession hinges 

heavily on experience, which makes the aspect of time vital when tracing de-

velopment in the teacher-belief data collected from immediately prior to grad-

uation and during the participants’ first years in the teaching profession. This 

period of time is also seen as a hybrid period where novice teachers’ assess-

ment practices in particular, can be seen as a key arena for compromises be-

tween internal beliefs and external demands of accountability. 

In teaching, everything counts, but when it comes to assessment not every-

thing should be counted, and this paradox is the source of narratives of unfair 

assessment when teachers’ varying perceptions of assessment criteria is re-

flected in learner grades. Fairness is as vital for teachers as for their students, 

and not least for the sustainability of the system as part of a wider accounta-

bility paradigm. Taken together, this research project shows how the assump-

tions mentioned about time and space, frame the nature of the professional 

competence that teachers of EFL possess. Following, the contribution of the 

present research project, the foreseen need for future research will be dis-

cussed. 
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8.2 Contribution of the study 

I consider the major contribution of my study to be the LAIP model as I see 

the multiple ways it could be used and all the potential it has for teacher prac-

tice and teacher self-efficacy. Other contributions are: empirically with the 

novice teacher perspective, theoretically by applying the Dialogical Self The-

ory, and methodologically by using mini focus-groups. 

Focusing on the teacher perspective within the middle school context of 

younger FL learners means giving voice to professionals otherwise mostly ex-

cluded as stakeholders in assessment matters both on policy level and in re-

search. The empirical contribution also applies to the holistic approach to-

wards all the different types of assessments that teachers use daily, with vari-

ous stakes involved. As novice teachers are not yet set in their practices 

through experience, the holistic or uncategorised way of addressing assess-

ment is especially beneficial regarding the interest in assessment identity de-

velopment. As multilingual educational settings are here to stay, the present 

study also holds empirical value with the collected beliefs and assumptions on 

how assessment within a multilingual setting is expressed in the data from 

student and novice EFL teachers. Since the soundscape in contemporary Swe-

dish society has been altered recently and is nowadays composed of consider-

ably more languages than ever before, this study makes a noticeable contribu-

tion empirically. 

Regarding the theoretical contribution, the adoption of DST from the psy-

chological domain is not without examples, but rare so far within the areas of 

applied educational assessment and language education. As a predominantly 

qualitative study, the aim of looking at EFL assessment identity development 

from the viewpoint of a socially and interactionally constructed and negotiated 

phenomenon has been beneficial. As ample amounts of previous research 

studies have shown, teachers’ assessment decisions follow rational and pur-

posive ideas. DST helps to clarify the rationale and purpose of teachers’ deci-

sions, at the same time as exposing reasons for crisis and change. It also illu-

minates the importance of context connected to these diverging aspects, such 

as the specific subject or the assessment culture. 

Accepting the seemingly simple nature of the LAIP model, it may serve as 

a joint point of departure when discussing possible I-positions and assessment 

identities. It is the simplicity of the model that makes it especially useful as a 

basis for discussion and teachers and related stakeholders can adopt it without 

any deeper theoretical knowledge of DST, for example. This in itself is a con-

tribution; in two ways, both because it offers relevant terminology for com-

plex realities that are often more or less tacit, and because it points at potential 

choices to be made. Being able to discuss assessment identity on a more ab-

stract level thus offers empowerment to teachers, regardless of where they are 

on their professional journey, as students, novices or experienced teachers. 
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Having an overview of possible positions can also be claimed to offer a plat-

form where teachers could escape stigmatisation related to personal assess-

ment practices. As teachers’ working conditions are simultaneously unified 

and lonesome, assessment is one aspect of the job that makes teachers com-

pare their teaching with others. This type of comparison, or evaluation, of col-

leagues and their work, may be a source of diverse feelings and identity posi-

tions in themselves. Seeing that assessment identity as a phenomenon is far 

from a fixed entity, and that each position has its benefits and drawbacks, 

could strengthen teachers in their assessment identities when implying that 

change not only is possible, but the normal and even to be the norm. As such, 

the LAIP model may serve as a game-changer which offers an understanding 

of different assessment approaches, thereby enabling discussions bringing 

more or less sensitive key issues to the fore. In this way, a more general model 

of AIP could be helpful for all kinds of teachers, pre- or in-service alike. 

Last but not least, the present study could also be said to make a methodo-

logical contribution, as studies using mini focus-groups are rare. Despite all 

the possible drawbacks regarding group psychology, I believe the personal 

interest from both sides was kept alive by the smaller format, which was also 

more adaptive to the logistics of private life and work schedules. From the 

beginning, my aim with this PhD project was to help EFL teachers take yet 

another step towards fair and informed assessment practices that in the long 

run could help students perform at their best. With the results achieved, I feel 

a true movement towards this aim. 

8.3 Future research 

First and foremost, it would be a great privilege to be able to follow the focus-

group participants further on their journey to become experienced teachers, 

either continuously or at certain fixed points in time. The results of this study 

confirm the idea of the novice teaching years as turbulent, when inner beliefs 

and assumptions about assessment are being launched in a partly new context. 

It would be of interest to be able to follow the course of events further in time, 

especially as identity development is not regulated by set, identified stages. 

As the unanimous desire for more discussion meetings after the end of data 

collection show, time to share, compare, question and reflect with others in 

the same situation, is a necessity and desirable but difficult to implement in a 

teacher’s working life. 

Second, it would be of great interest to use the LAIP model with other nov-

ice teachers in order to be able to confirm the model before broadening the 

scope of inquiry to teachers working with other age-groups, other subjects and 

other contexts outside of compulsory education. As it can be assumed that the 

model has general applicability, at least nationally, it would be an obvious 

topic for future research to validate the model with new samples of teachers, 
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as well as being able to collect more knowledge of this part of identity devel-

opment. As there is a tendency of a widening gap of English proficiency 

among Swedish students, teachers working with different age-groups would 

be able to contribute with valuable insights into how they navigate around 

their sense of fairness and various accountability demands, related to their be-

liefs and assumptions about assessment. Teachers within vocational education 

could also contribute with their diverse assessment cultures built into these 

programmes. It would also be interesting to see how the LAIP model would 

apply in contexts where the system works differently. 

Third, it would be interesting to closely follow the present changes regard-

ing digital national tests and central correction that are to be implemented in 

Sweden, especially with the help of the LAIP model in mind. Will teachers 

think differently about their role as assessors? Will they experience any 

changes to the accountability demands they work under? What will delegated 

assessment work in connection with the national tests mean for the potential 

learning opportunities offered to teachers in the form of guidelines and bench-

mark examples provided by the NAE? Will the ongoing trend of increasing 

use of co-assessment be hampered? Will there be more time for classroom 

teachers and if so, how will this extra time at their disposal be used? Most 

interesting would be to explore how teachers will relate to the external asses-

sor and how this relationship will affect their assessment identities. The up-

coming changes will likely resonate in altered beliefs and assumptions about 

assessment and overall assessment practices among teachers and will need to 

be addressed by scholarly interest. 

It would also be enlightening to analyse the collected data from a different 

angle where connections could be made between social, historical and com-

municative contexts, as for example with discourse analysis. The whole cate-

gory of The system, with the codes Being accountable, Assessment as contra-

dictory, Local governance, and High-stakes testing, are wide open for future 

academic mining in this regard. Knowing more about possible discursive im-

prints on EFL assessment identity development, would enrich the fields of 

applied educational assessment and language education, as well as adding val-

uable insights to be used in pre-service and in-service teacher education. 

8.4 And finally … 

As this study has shown, there are numerous variables on the side of national 

curricula for teachers to acknowledge when assessing and grading their own 

students’ achievements, not least concerning the ethical aspects of the effects 

and uses of their assessments. In this way, the present study adds to a more 

nuanced understanding of EFL assessment identity formation and accentuates 

the importance of the immediate context for classroom assessment practices, 
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high- and low-stakes alike. Moreover, member checks on the LAIP model re-

veal a need to address assessment identity formation during teacher education, 

before confronting all the complexities of in situ assessment. The inevitable 

subjective manoeuvring space within assessment that practicing teachers en-

joy has historically relied on the trust of teachers’ professionalism, but with 

growing accountability demands, the incitements for this trust have been 

changed. Teachers strive to make fair assessments of all student achievements, 

despite working under pressure from an assessment climate where the basis 

for accountability is continually changed and reformulated on policy-level. 

Getting tangled up in ethical and emotional anguish makes teachers get lost in 

their manoeuvring space, and results both in uninformed, unequal assessment 

and grading, and teacher turnover. 

The gathered data in this project point in a problematic direction, where 

teachers experience that the system is living its own life making them give up 

trying to understand and to interpret the policy documents based on the same 

system. It is a fact that novices find themselves in a peculiar working context, 

where the actual agency that formulates the requirements for assessment, 

openly declares that equal assessment is a mission impossible: “it is an over-

whelming task for the teachers to accomplish a common interpretation that 

leads to a nationally equivalent grading” (Skolverket, 2019a, p. 6, my transla-

tion). Seen as a more or less overt or covert assessment context, this relin-

quishment leaves a great deal to be desired. Leaving the official message of 

discouragement from authority quarters aside, there is still the question of how 

equal assessments are meant to come about if teachers feel detached from a 

core understanding of the aims and goals of equal assessment. 

In the ever-changing landscape of classroom assessment, teacher education 

has a crucial role to guide students towards a holistic view of both their future 

work, and themselves doing this work. This means that teacher identity in 

general, and teacher assessment identity in particular, have to be given higher 

priority so as to offer strategies for how to make generalised yet individualised 

assessments with high quality regarding national equality. The conclusions 

that can be drawn from this research project indicate the need to discuss dif-

ferent assessment identity positions, how they come about and how they affect 

assessment decisions, as part of teacher education. Having the tools to verbal-

ise the complexities involved in their assessment decisions, will inevitably 

make teachers more aware of, and open to, different interpretations of their 

assessments, which in turn would enhance assessment equality and job satis-

faction. 

From a personal horizon as a teacher educator, the gained knowledge from 

this research project will thoroughly alter my future seminars and workshops 

on assessment. Previously, after hours of discussing the assessment of bench-

mark examples and authentic student assignments, teacher students would of-

ten make spontaneous remarks on how they perceived themselves as asses-

sors. Usually the time would be up by then and other content would have been 
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brought up at the next session. In upcoming teaching, this fresh insight into 

their personal assessment identity would be exactly where I would begin when 

guiding teacher students ahead towards high assessment quality. 



173 

9 Sammanfattning på svenska 

9.1 Bakgrund och syfte 

Bedömning och undervisningseffektivitet har fått stor uppmärksamhet globalt 

sedan tvåtusentalet. Sverige är således delaktigt i flera storskaliga, globala 

samarbetsprogram gällande bedömning, om än sällan med fokus på främman-

despråksinlärning. I den svenska kontexten har den märkbara nedgången i 

olika nationella och internationella jämförelser av elevers kunskaper haft stor 

inverkan på såväl utbildningspolicy som utbildningspraktik (Skolverket, 

2015c, 2016, 2017b, 2020c). Som Broadfoot och Black (2004, s. 9) konstate-

rar har bedömningsdata blivit ett allmänt accepterat kvalitetskriterium. Vidare 

visar Lundahl och Serder (2020) att PISA, under de tjugo åren sedan införan-

det år 2000, framstår för beslutsfattare som ett auktoritärt, neutralt och till-

räckligt underlag som medför att man bortser från utbildningsvetenskaplig 

forskning. 

Utöver ett ökat globalt fokus på bedömning, har det sedan 1980-talet skett 

många förändringar i det svenska utbildningssystemet. Skolans ansvar och or-

ganisation har flyttats från staten till kommunerna, friskolereformen har in-

förts och hela betygssystemet har omformats från normrelaterat till mål- och 

kunskapsorienterat. Sedan implementeringen av den nya läroplanen 2011, har 

betyg och nationella prov införts i lägre åldrar. Således deltar mellanstadielä-

rare i betygssättning av elevers kunskaper i årskurs 6 (och om skolhuvudman-

nen så bestämmer redan i årskurs 4), och även om bedömning alltid har varit 

en del av undervisningen, har rollen som formell bedömare med krav på an-

svarighet (accountability) satt mellanstadielärares bedömningspraktiker67 i 

skarpare fokus. 

Med andra ord står nyutexaminerade lärare, eller noviser som de oftast 

kommer att benämnas i denna sammanfattning, inför alla de dilemman som är 

involverade i den mångfacetterade uppgiften att bedöma och betygsätta språk-

kunskaper rättvist, särskilt i dagens mer språkligt heterogena klassrum 

(Ambrose, 2017; Nordin, 2013; Skolinspektionen, 2010a). Samtidigt pekar 

statistiska data som kontinuerligt samlats in av Skolverket konsekvent på nat-

ionell och regional ojämlikhet i bedömning och betygsättning, vilket tyder på 

att fler mekanismer än kunskaper om bedömningsverktyg och processer, s k 

                                                      
67 Bedömningspraktik i den här avhandlingen avser alla de bedömningsmetoder och all doku-

mentation av dessa som lärare gör som del av sin dagliga undervisning. 
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bedömningslitteracitet, är inblandade. För att bättre förstå dynamiken bakom 

oönskad bedömningsvariation behövs studier om lärares identitetsutveckling 

som bedömare. Med antagandet att det finns något som kan kallas bedöm-

ningsidentitet är studiens syfte att undersöka lärarstudenters och nyutexami-

nerade mellanstadielärares antaganden och övertygelser om bedömning och 

betyg, hur de ser på sig själva som bedömare, om deras åsikter förändras över 

tid med ökad undervisningserfarenhet och hur de tror att ett flerspråkigt sam-

manhang påverkar deras bedömningsarbete. Följande tre forskningsfrågor är 

formulerade utifrån ovanstående syfte: 

1. Hur diskuterar lärarstudenter och nyutexaminerade lärare i engelska 

rättvisa och ansvarighet i relation till sina övertygelser och antagan-

den om bedömning, sina bedömningsmetoder och sina bedömnings-

identiteter? 

2. Hur förändras dessa föreställningar och antaganden under de första 

årens undervisning? 

3. Vilka är deltagarnas övertygelser och antaganden om bedömning i 

engelskämnet i relation till flerspråkiga klassrumsmiljöer? 

9.2 Teoretiska utgångspunkter 

Det teoretiska verktyget som här använts för att öka förståelsen av hur lärare 

utvecklar sin bedömningsidentitet är teorin om det dialogiska jaget (Dialo-

gical Self Theory, DST, Hermans, Kempen & Van Loon, 1992). DST beskrivs 

som en överbryggande teori eftersom den sammanför två elementära begrepp: 

jag och dialog (Hermans, 2001). Tankarna bakom DST vilar i sin tur på andra 

teorier om förhållandet mellan jaget och icke-jaget, där den gemensamma 

nämnaren är att konstruktionen av jaget sker genom agens. Individer är med 

andra ord aktiva i sitt identitetsskapande där jaget och icke-jaget samverkar på 

olika sätt i tid och rum. För DST är det centralt att kunna se den andre som ett 

utvidgat jag både i tid och rum. Som Hermans och Gieser (2012) förklarar: 

”the other, as real, imagined or remembered, can be addressed as an I-position 

as part of an extended self” (s. 8). Hermans (2003) förklarar dessa dialoger 

som jämförbara med funktionen hos interagerande karaktärer i en berättelse: 

”All of them have a story to tell about their own experiences from their own 

stance. As different voices, these characters exchange information about their 

respective Me’s, resulting in a complex, narratively structured self” (Hermans, 

2003, s. 101). På så sätt länkas individen och samhället samman och jaget kan 

röra sig från en position till en annan beroende på förändringar i situation och 

tid. 

Jag-positioner (I-positions) är med andra ord aldrig statiska utan är alltid i 

ett flöde där en individs jag är en sammansättning eller repertoar av positioner. 

Jag-positioner interagerar med varandra och kan bilda nya konstellationer 
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som är mer än summan av dess komponenter (Meijers & Hermans, 2018). 

Dessa repertoarer av jag-positioner kan införliva nya positioner som på så sätt 

upplevs som mina och tillhörande mig själv. När en lärare till exempel upple-

ver sina elever och sin skola, är eleverna och skolan införlivade i dennes iden-

titet. Det finns olika sätt för jaget att förnya sig själv, där det vanligaste sättet 

är genom en ny situation (Hermans, 2003). När vi positioneras och omposit-

ioneras av andra förändras vår identitet i samhället, vilket framkallar motpo-

sitionering och ompositionering av vårt jag. I snabbt föränderliga samman-

hang blir mentala språng i jaget fler och större, vilket kan resultera i desorga-

nisering av positioner och ge upphov till identitetskris (Meijers & Hermans, 

2018). För att undgå detta har jaget olika skyddsmekanismer, exemplevis att 

utveckla en hybrid och harmoniserad tredje position, där den ursprungliga ant-

agonismen mildras. 

Med andra ord ser DST samhället som befolkat av inre och yttre positioner 

där dialog behövs både inom och mellan människor. DST är därmed en teori 

som passar väl då man vill förstå lärares identitetsutveckling som bedömare. 

Lärarstudenters och novisers utveckling av jaget, inför och under, de första 

åren i yrket innebär många motstridiga positioner angående antaganden och 

uppfattningar om bedömning, vilka formar denna utveckling i olika samman-

hang över tid. 

9.3 Metod och data 

Forskningsprojektet har en design med blandade metoder (mixed methods) i 

en sekventiell men iterativ process genom två faser. I den första fasen använ-

des en anonym enkät online med studenter. Syftet med enkäten var trefaldigt: 

att kunna samla så många tankar om ämnet bedömningsidentitet som möjligt, 

att få information om intressanta eller kontroversiella ämnen att utforska vi-

dare och att samla volontärer till nästa fas i datainsamlingen. Enkäten består 

av en blandning av alternativ med Likert-skalor och öppna frågor. De flesta 

frågorna med Likert-skalor har också bifogade rutor för fritextkommentarer 

(Grainger & Adie, 2014), vilket betyder att enkäten använder sig av blandade 

metoder. Fas två omfattade kvalitativa datainsamlingsmetoder som fokus-

gruppsintervjuer och djupintervjuer med noviser, medan nya grupper med stu-

denter och även de deltagande noviserna samtidigt besvarade enkäten (Figur 

4). Som framgår av metodvalen har forskningsprojektet huvudsakligen kvali-

tativ inriktning. Data som samlats in under 2,5 år är på svenska och består av 

enkäter med studenter och noviser (n = 158), och nästan 39 timmars inspelade 

intervjuer med sammanlagt 17 noviser. 

Resultaten presenteras helt integrerade. Även om tyngdpunkten hamnar på 

data från intervjuerna, är de numeriska enkätuppgifterna från den stora stu-

dentgruppen av väsentlig betydelse i det att de så tydligt visar på den befintliga 

bristen av bedömningserfarenhet i ämnet engelska. Även om lärarstudenter 
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inte kan svara på många av frågorna om bedömningslitteracitet, erbjuder data 

fortfarande många relevanta tankar och berättelser i kommentarsfälten. Även 

här stärks således tillförlitligheten och validiteten av en kombination av me-

toder (J. Brown, 2014). 

9.3.1 Enkät 

Pilotstudien av enkäten genomfördes i december 2018 och januari 2019, i tre 

grupper av lärarstudenter vid två olika universitet (n = 50). Pilotstudien visade 

att mellanstadielärarstudenter har mycket begränsad erfarenhet av bedöm-

ningsarbete i ämnet engelska. Då inga avgörande revisioner av enkäten kräv-

des och eftersom de senare enkätsvaren uppvisade samma brist på bedöm-

ningserfarenhet även efter sista praktiken, inkluderades pilotenkäten i ana-

lysen. 

Enkätdata samlades in vid sju olika universitet på geografiskt skilda platser, 

där urvalet bestämdes av tillgången på intresserade sistataårsstudenter och väl-

villiga kurslärare. Tämligen omgående uppenbarades behovet av en komplet-

terande kanal för rekrytering då få anmälde sig frivilligt genom enkäten. Re-

kryteringen utvidgades därför vid två av universiteten med mail till cirka 230 

examinerade studenter som hade arbetat i högst tre år efter examen. Resultatet 

från dessa två rekryteringskanaler blev en grupp på 34 informanter samman-

lagt. Vid skolterminens början hade antalet deltagare sjunkit till 16 på grund 

av det förutsedda hindret med urvalskriterierna för studien, dvs undervisning 

i engelska, samt verklighetschock och brist på tid hos deltagare. Eftersom den 

ursprungliga planen för projektet att följa samma lärarstudenter longitudinellt 

under deras två första nybörjarår måste anpassas till verkligheten, togs beslutet 

att fortsätta datainsamlingen genom att komplettera med enkäten. Denna yt-

terligare datainsamling skulle genomföras samtidigt med fokusgruppsinter-

vjuerna under två år. 

Ytterligare ett beslut fattades om att använda samma enkät i fokusgrup-

perna vid två olika tidpunkter under tvåårsperioden. Anledningen var att end-

ast hälften av fokusgruppsdeltagarna hade genomfört enkäten i den första fa-

sen och att ett av syftena med forskningsprojektet var att leta efter förändringar 

i föreställningar och antaganden om bedömning över tid. Sju av fokusgrupps-

deltagarna gjorde alltså enkäten tre gånger under 2,5 år. 

9.3.2 Intervjuer 

Valet av metoden med fokusgruppsintervjuer grundar sig på forskarens insi-

derperspektiv vad gäller både ämne och målgrupp. Homogenitet bland delta-

garna var tänkt att underlätta viljan att dela idéer, inte minst mindre politiskt 

korrekta sådana, vilket på så sätt skulle resultera i ekologiskt mer giltiga data 

(Gehrke, 2018). Ytterligare ett skäl till att välja fokusgrupper var kopplingen 
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mellan forskaren och flera av deltagarna. Med gruppdynamikens hjälp sågs 

möjligheten att mildra rollerna av student och lärare i intervjusituationen.  

I litteraturen uppges antalet deltagare i effektiva fokusgrupper för forsk-

ningssyften vara mellan fem och åtta (Hennink, 2014; Krueger & Casey, 

2009). Med tanke på syftet med studien, ämnets komplexitet, antalet infor-

manter och den avsedda tidslängden för intervjuerna, delades de 17 informan-

terna in i fyra ”minifokusgrupper” (Krueger & Casey, 2009, s. 10). I varje 

grupp föll det sig så att det fanns två som kände varandra sedan studietiden 

och två nya bekantskaper. Alla intervjuer genomfördes med konferensverkty-

get Zoom som genererade data med ljud och video. 

Fokusgruppsdeltagarna var en varierad grupp. Från start var det tretton 

kvinnliga och fyra manliga deltagare, vilket motsvarar könsfördelningen i 

grundskolan nationellt (Skolverket, 2019d). Deras födelseår sträckte sig mel-

lan 1969 och 1994. Det betyder också att åtta av dem har bytt karriär. Sprid-

ningen mellan undervisning i årskurs 4–6 var jämn, liksom storleken på deras 

skolenheter (F–6 eller F–9) och placeringen i större eller mindre städer runtom 

i Sverige. De aspekter som var gemensamma för alla deltagare var med andra 

ord att de hade en mellanstadielärarexamen, att de alla undervisade i engelska 

och att ingen hade arbetat som lärare mer än tre år efter examen vid starten av 

forskningsprojektet. Av etiska skäl måste det också noteras att forskaren har 

undervisat de flesta informanterna under perioder av olika längd, från 10 

veckor till 6 månader, i kurser om klassrumsengelska och bedömning. Sam-

manlagt hoppade tre deltagare av under det första året, medan två andra efter 

schemabyten kunde hoppa på igen. Djupintervjuerna hölls med deltagare som 

hade missat det ursprungliga grupptillfället. 

Utskrifternas nomenklatur hölls på gruppnivå, vilket innebär att menings-

bärande enheter och första omgångens koder i analysprocessen endast tagga-

des med grupp- och intervjutillfälle, såvida de inte hänvisade till en specifik 

del av en dialog (som i 6.1.1). Att benämna informanter med de fyra första 

bokstäverna i det grekiska alfabetet var ett medvetet val för att förflytta fokus 

från individen, vilket återspeglar den ursprungliga anledningen till valet av 

fokusgrupper. Grupperna hölls däremot isär för att kunna följa gruppdynami-

ken. Detta gäller också numreringen av intervjutillfällena för att göra det möj-

ligt att registrera förändringar över tid. Enligt denna logik betyder MY1 möte 

1 med den gula gruppen, medan Gβ3 betyder grön grupp, deltagare β, intervju 

tre (see Tabell 4). I alla traskriptioner benämns forskaren, som var både inter-

vjuare och moderator, för I. De svenska citaten från analysen återfinns i bilaga 

11.3. De ursprungliga citaten har genom analysprocessen kondenserats i flera 

steg för att slutligen översättas till engelska och går hädanefter under benäm-

ningen utdrag. Alla översättningar är författarens. Allt som allt spelades tret-

tiotvå fokusgruppintervjuer och tio individuella intervjuer in mellan 2019 och 

2021. Resultatet omfattar nästan 39 timmars inspelning, vilket betyder 549 

sidor transkriptioner (Tabell 4). 



178 

9.3.3 Analys 

Enkäterna har analyserats både numeriskt och textmässigt med dubbelt fokus: 

att identifiera relevanta ämnen att diskutera i fokusgrupperna och att besvara 

forskningsfrågorna. Svaren på de öppna frågorna och kommentarsfälten ko-

dades och analyserades på samma sätt som transkriptionerna av intervjuerna. 

Om ursprunget till ett utdrag är en enkät, är det taggat med StS för studenten-

kät, NS1 för novisenkät 1 insamlad 6–8 månader in i projektet och NS2 för 

novisenkät 2 insamlad 12–14 månader in i projektet. 

Den valda analysmetoden var kvalitativ innehållsanalys som den beskrivs 

av Graneheim och Lundman (2004). Analysen tar hänsyn både till manifest 

och beskrivande innehåll och till latent och tolkande innehåll samt förutsätter 

förståelse och samarbete mellan forskare och deltagare. Efter Graneheim och 

Lundmans (2004) rekommendationer består de utvalda analysenheterna av 

hela intervjuer, eftersom de erbjuder en textmassa som är tillräckligt stor för 

att ses som en helhet, men samtidigt begränsad nog att hållas inom ett sam-

manhang. Totalt analyserades 11 enheter; fyrtiotvå intervjuer (fokusgrupp och 

individuell), och tre samlingar av enkäter (StS, NS1 och NS2). Processen åter-

ges i Figur 5. 

Efter val av enheter för analys sorterades var och en i olika innehållsområ-

den, i det här fallet olika kontextuella förhållanden spridda över läsåret. Som 

framgår av Tabell 5 handlar det till exempel om fasta bedömningspraktiker 

relaterade till de nationella proven och betygsättning, eller kalenderhändelser 

som skollov, men också mer överrumplande händelser som pandemin 2020–

2021. Innehållsområdena är i sin tur uppdelade i olika betydelseenheter, vilket 

innebär att meningar och stycken som innehåller relaterade aspekter gruppe-

rades innan de kondenserades. Denna process handlar om manifest innehåll 

och håller sig nära data med ett minimum av tolkning (Graneheim et al., 2017). 

Fokusgruppsdata kan skilja sig från individuella intervjuer, eftersom talmönst-

ret är ett annat när utbytet av idéer går på kors och tvärs inom gruppen. Detta 

resulterar i relativt långa betydelseenheter, som tillsammans med den omfat-

tande totala datamängden gjorde datareduktion i mer än ett steg nödvändigt. 

I den första kodningscykeln kortades således betydelseenheterna utan att 

ändras på annat sätt, så kallad in vivo-kodning (IVC68 som kan ses i Tabell 6). 

Sammantaget analyserades 1878 IVC från de 11 analysenheterna (Tabell 7). I 

den andra kodningscykeln kondenserades IVC ytterligare och abstraherades 

till koder genom tolkning av mer latent innehåll. Koder och kategorier bestäm-

des och dokumenterades i en sk kodbok (Bilaga 11.2). Utmaningen med kva-

litativ innehållsanalys är att etablera kategorier som passar alla de koder som 

ingår, samtidigt som de måste vara tillräckligt distinkta för att exkludera över-

                                                      
68 In vivo-koder förkortas i avhandlingen med akronymen IVC, för att undvika förväxling med 

mjukvaran NVivo. 
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lappningar (Bazeley, 2013; Yin, 2015). I det här fallet fanns det en viss över-

lappning vid skapande av kategorier, men distinktionerna beslöts vara moti-

verade för analysändamålet. 

En högre nivå av tolkning och abstraktion av latent innehåll kommer då 

teman definieras. Som Graneheim et al. (2017, s. 32) förklarar beskrivs ett 

tema som en ’röd tråd’ som löper genom flera kategorier. Det kan vara ett 

återkommande ämne eller flerfaldigt återgivna upplevelser. I Tabell 9 visar 

dessa sista stadier av kodningsprocessen hur studenter och noviser balanserar 

olika delar av sitt professionella och personliga jag (koder och kategorier) med 

att vara rättvisa och ansvariga (teman) i sina bedömningar. 

9.3.4 Extern validering 

I kvalitativ forskning kan extern validering stärka noggrannheten, trovärdig-

heten, och överförbarheten av en studie. I denna studie som är forskarens one 

woman show (Bazeley, 2013; Yin, 2015) är detta ett viktigt steg. Utvecklingen 

av kodningsscheman involverade således medkodare för att validera analysen 

och minska effekten av forskarens subjektivitet. Två forskarkollegor som 

också arbetar med kvalitativ innehållsanalys, kodade oberoende en slump-

mässig, men representativ delmängd av 282 IVC (15 procent). Medkodarna 

(A och B) ombads använda kodboken och alla 24 koder. Om de behövde tagga 

en IVC med mer än en kod ombads de att rangordna dem. Eftersom ingen 

annan coachning gavs, visade den aggregerade tillförlitligheten mellan de tre 

kodarna ganska låg överensstämmelse på ≈ 50 procent. Detta kan tillskrivas 

dels det stora antalet okända koder, dels eventuell överlappning. När överens-

stämmelsen omräknades på kategorinivå blev resultatet något bättre; ≈ 60 pro-

cent (Tabell 10). 

Även om koderna kan ses som överlappande är ingen skada skedd så länge 

koderna återfinns inom samma kategori (Graneheim et al., 2017). Andra ex-

empel på oenighet kunde också hänvisas till förlusten av sammanhang när be-

tydelseenheter kondenserats. Dessa fall där one-liners kodades annorlunda 

sågs inte som ett hot mot validiteten då forskaren känner till sammanhanget i 

detalj. Ett annat resultat var de fall då de två medkodarna var överens samtidigt 

som de var oense med forskaren. Det rörde sig inte om ett stort antal fall, men 

resulterade ändå i några förtydligande revideringar av kodboken. Processen 

med extern validering medförde också vad Brown (2014, p. 108) kallar ”ne-

gativ processanalys”, vilket betyder att avsiktligt leta efter delar i data som 

motsäger kategorier och tolkningar. Ett sådant exempel var när medkodare B 

sade sig sakna en kod för vårdnadshavare. Efter noggrant övervägande togs 

det slutliga beslutet att låta koden Vara med elever även fortsättningsvis om-

fatta vårdnadshavare då ämnet för projektet hade lärarna i fokus. 
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9.3.5 Forskningsetik 

Att forskaren i detta fall själv är lärare och lärarutbildare, och därmed en kul-

turell insider när det gäller undervisning och bedömningsmetoder, innebär er-

farenhet inom fältet som hjälper att hålla fokus. Däremot bör man räkna med 

att detta kan ha viss påverkan. Lockelsen att falla tillbaka på välutvecklade 

undervisningsvanor, dvs att göra fokusgruppssessioner till seminarier, har i 

vissa fall varit utmanande, särskilt när deltagarna har delat med sig av sin yt-

tersta frustration eller sina mest nedslående erfarenheter, både personliga och 

yrkesmässiga. Det finns en fin linje mellan intervjuare och medmänniska som 

måste förhandlas fram och där en mängd triggade identitetspositioner från 

båda parter behöver hållas i schack. 

Med detta sagt har stora ansträngningar gjorts för att undvika potentiella 

etiska problem och för att säkerställa rutiner för att skydda deltagarnas anony-

mitet i allt forskningsmaterial. Den grundläggande skyldigheten att skydda 

forskningsdeltagare från all skada kan specificeras i fyra generella forsknings-

krav avseende: information, samtycke, sekretess samt användning och beva-

rande av data (Vetenskapsrådet, 2017). Information och samtycke har getts i 

samband med alla moment av datainsamlingen. Kravet på sekretess uppfyll-

des enkelt i den anonyma enkäten, men ställer höga krav på forskaren när det 

gällde video- och ljudinspelningar i grupp. Forskningsstudien har därför etik-

prövats och fått bifall. När det gäller kravet på användning och lagring av data 

har alla möjliga ansträngningar gjorts för att dölja de enskilda informanternas 

identiteter, men vid gruppintervjuer kan anonymiteten aldrig bli densamma 

som vid en individuell intervju (Hennink, 2014). 

En sista punkt att nämna gäller rekryteringen av deltagare. Ingen belöning 

erbjöds för deltagande. Forskaren mailade däremot rektorer och biträdande 

rektorer och informerade dem om att en medarbetare var involverad i forsk-

ningsprojektet, vilket borde generera meriter i deras professionella portföljer. 

9.4 Resultat 

Studien tar sin utgångspunkt i begreppen rättvisa (fairness) och ansvarighet 

(accountability) där resultaten pekar på olika mönster av individers position-

eringar. Dessa positioneringar görs i relation till de krav på ansvarighet som 

återfinns på olika nivåer inom utbildningssystemet (Figur 1) och skapar möns-

ter som sedan analyseras ytterligare i en modell (Figur 7). Andra resultat är att 

det sker förändringar i antaganden och övertygelser om bedömning i engelsk-

ämnet över tid och att rollen som nyutexaminerad inte per automatik betyder 

en utsatt och försvarslös situation, utan tvärtom har styrkor som kan utnyttjas. 

Vidare pekar resultaten på att flerspråkighet är ett fenomen som varken utnytt-

jas i någon större mån, eller hindrar undervisningen och bedömningsarbetet i 
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engelska som helhet. Dessa resultat redovisas mer utförligt i tre avsnitt kopp-

lade till forskningsfrågan de besvarar. 

9.4.1 Den första forskningsfrågan 

Hur diskuterar lärarstudenter och nyutexaminerade engelsklärare rättvisa 

och ansvarighet i relation till sina övertygelser och antaganden om bedöm-

ning, sina bedömningsmetoder och sina bedömningsidentiteter? 

 

Den första forskningsfrågan besvaras i tre steg genom att zooma ut från sakens 

kärna, till sammanhanget och slutligen till en holistisk översikt av det ut-

rymme där nyutexaminerade språklärare inom systemet kan positionera sig 

med avseende på sina bedömningsidentiteter. Detta innebär att först analysera 

ett kondenserat utdrag från en fokusgruppsdiskussion om rättvis och ansvars-

full bedömning; sedan genom att se på betydelsen av lokala bedömningskul-

turer där den egna bedömningsidentiteten utvecklas och till sist genom att fö-

reslå en modell rörande möjliga positioneringar av språkbedömningsidentite-

ter inom systemet. 

Genom att använda Hermans (2001) teori om det dialogiska jaget (Dialo-

gical Self Theory, DST) i tolkningen av utdraget från intervju 4 med den blå 

gruppen (6.1.1), belyses kopplingen mellan övertygelser, antaganden, hand-

lingar och bedömningsidentiteter. I utdraget poängteras teman om rättvisa och 

ansvarighet där olika spänningar mellan att vara rättvis och att vara ansvarig 

bedömare uttrycks. Systemet kräver jämlikhet genom de i läroplanen formu-

lerade kunskapskraven för kvalitativt olika prestationer. Lärare känner till kra-

ven och förstår nödvändigheten av jämlikhet (equality), men de ser också be-

dömning ur ett rättviseperspektiv (equity). Detta perspektiv gör att de justerar 

ramarna för kunskapskraven med hänvisning till konsekvenser för eleven, och 

i förlängningen för hela samhället. Skillnaden i jämlikhet och rättvisa när det 

gäller bedömning representeras bland annat av lärares olika positioner inom 

systemet, det vill säga deras olika bedömningsidentiteter. Det betyder att vi i 

utdraget kan följa hur idéer om rättvis bedömning framförs mellan två milda 

bedömningsidentiteter (α och γ), och en mer sträng (δ). Hur dessa skilda be-

dömningsidentiteter kan göra anspråk på rättvisa kan förklaras med DST.  

Att arbeta som engelsklärare inom svensk grundskola innebär att behöva 

utveckla en symbiotisk bedömningskontext inom den lokala bedömningskul-

turen, det vill säga den kultur som definieras av de värderingar, övertygelser 

och antaganden som innehas av personal på skolor eller lärarlag. Bedömnings-

kulturen inbegriper också en öppet överenskommen agenda för hur och när 

man ska göra bedömningar, att dela idéer eller material för bedömning och att 

ha ett ledarskap som är intresserad och kan främja och följa upp diskussioner 

om bedömning. Inflytandet av en sådan bedömningskultur kan inte överskatt-

tas, särskilt när lärare är oerfarna. Systemets hierarki (Figur 1) finns där, men 
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undervisningskontexten, den personliga bedömningsidentiteten och yrkets in-

neboende frihet utgör väldigt olika former för lärare att arbeta inom. Ana-

lyserna av data visar vikten av den faktiska bedömningskulturen på skolen-

heten eller lärarkollegiet där nyutexaminerade lärare navigerar för att hitta fast 

mark att stå på. När noviserna tillfrågades (se Tabell 5) om de bedömnings-

kulturer de arbetade inom, uttryckte många deltagare vaga idéer om vad be-

greppet betydde och om det överhuvudtaget gick att upptäcka i deras arbets-

sammanhang. Det ligger i bedömningskulturens natur att vara mer eller 

mindre uttalad och framträdande, men oavsett om deltagarna uppfattade den 

som existerande eller ej är bedömningskulturen något att förhålla sig till (ut-

drag 10–13). Som utdragen visar är skillnaderna anmärkningsvärda och även 

hur ofta nybörjare upplever att de lämnas åt sitt eget öde. 

Analysen av data visar att utrymmet för olika jag-positioner när det gäller 

ansvarighet vid bedömning präglas av fyra kategorier av bedömningsidentite-

ter (Figur 7). Dessa kategorier av identiteter avgränsas av två axlar: en som 

går mellan en teknisk och en pedagogisk ansats till bedömning, och en som 

går mellan hög eller låg följsamhet gentemot systemet. Definitionerna i axlar-

nas slutpunkter är avsedda som indikatorer på fenomen snarare än exakta 

fakta. Ett tekniskt förhållningssätt till bedömning innebär här att den formella 

aspekten av bedömning och betygssättning sätts i förgrunden medan ett peda-

gogiskt förhållningssätt till bedömning innebär att bedömningens konsekven-

ser och lärandemål står i förgrunden. Detta innebär inte att en lärare som ar-

betar med matriser och listor inom en mer teknisk ansats till bedömning inte 

bryr sig om hur elever påverkas av bedömning. I verkligheten befinner sig 

lärare någonstans på ett kontinum där de två ytterligheterna fångas av orden 

teknisk och pedagogisk. Graden av följsamhet gentemot ansvarighetssystemet 

försöker visualisera lärares myndighetsutövning. Alla lärare har bedömning 

som en del av sin arbetsbeskrivning men denna viktiga del av deras undervis-

ningspraktik kan utövas i varierande grad. Eftersom denna modell är baserad 

på data från nyutexaminerade engelsklärare har den fått namnet Model of Lan-

guage Assessment Identity Positions, LAIP, Figur 12. 

  



183 

Figur 12 

 

LAIP – Positioneringar av Språkbedömningsidentiteter 

 

 
 

Följer man modellen medurs är de fyra kategorierna i LAIP-modellen, 

namngivna med citat, följande: 

1. Jag slår knut på mig själv  

Den första positionen representerar lärare med hög följsamhet gente-

mot systemet och ett pedagogiskt förhållningssätt till bedömning. De 

gör sitt yttersta för sina elever och deras möjligheter att prestera bra 

samtidigt som de producerar stora mängder material och dokumentat-

ion (utdrag 14 och 15). 

2. Jag har min egen måluppfyllelse 

Den andra positionen representerar också lärare med ett pedagogiskt 

förhållningssätt till bedömning, men med låg följsamhet gentemot sy-

stemet. De håller fast vid sin övertygelse om harmonisk språkinlärning 

och effektiva bedömningsmetoder och matar bara systemet med ett 

minimum av dokumentation (utdrag 16–18). 

3. Jag upplever bedömning som svårt och tråkigt  

Den tredje positionen representerar lärare med låg följsamhet gente-

mot systemet och en teknisk inställning till bedömning. Dessa lärare 

undviker problem relaterade till bedömning genom att frivilligt eller 

ofrivilligt bara uppfylla de mest grundläggande behoven av bedöm-
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ning. De bedömer med de medel som efterfrågas av bedömningskul-

turen, kursmaterial, digitala plattformar eller skolledning (utdrag 19 

och 20). 

4. Jag hamstrar bedömningsunderlag 

Den fjärde positionen representerar lärare som också har ett tekniskt 

förhållningssätt till bedömning men med hög följsamhet gentemot sy-

stemet. De behöver ett helt batteri av listor och matriser för att känna 

sig trygga som professionella bedömare. De arbetar också ofta med 

matriser tillsammans med sina elever (utdrag 21 och 22). 

 

Med tanke på bristerna hos varje modell presenterades idén med LAIP-

modellen för deltagarna vid det sista fokusgruppsmötet för att se 1) om de 

kände igen sig i modellen och 2) om de tyckte att modellen skulle kunna vara 

till nytta när man diskuterar bedömningsidentitet. Deras kommentarer pekade 

på att modellen fungerar, men att separationen av kategorier i verkliga bedöm-

ningssammanhang är mer flyktig på grund av den flytande karaktären hos 

varje samtida förståelse av identitet. Således poängterades att skiftningarna 

mellan positionerna till exempel är resultat av faktorer som: åldersgrupp och 

ämne(n) de undervisar i, en viss period under läsåret, deras undervisningser-

farenhet och undervisningssammanhang, deras energinivå och ambition eller 

deras övergripande mål. De pekade också på inverkan av systemets ansvars-

krav, och deras ständiga kamp mellan undervisningens inre och yttre krav (ut-

drag 23–27). Sett genom teoriramen framträder alla olika former av jag-posit-

ioner i deltagarnas diskussioner om de olika kategorierna (utdrag 28–31). 

9.4.2 Den andra forskningsfrågan 

Hur förändras dessa föreställningar och antaganden under de första årens 

undervisning? 

 

I motsats till både den första och tredje forskningsfrågan, som huvudsakligen 

besvaras av data från nyutexaminerade lärare, syftar den andra forskningsfrå-

gan till att spåra förändringar i föreställningar och antaganden om bedömning 

i ämnet engelska, vilket betyder att enkätsvaren från studenterna fungerar som 

en viktig utgångspunkt. Denna studentdata är med andra ord den första av tre 

kontrollpunkter där jämförelser av svar indikerar förändring under de 2,5 åren 

som datainsamlingen pågick. De andra två utgörs av 4 fokusgruppsintervjuer 

och enkät det första året med noviser; och 4 fokusgruppsintervjuer och enkät 

det andra året med noviser. 

Utifrån de tre kronologiska jämförelsepunkterna uppvisar data vissa tydliga 

förändringar mellan olika föreställningar och antaganden hos deltagarna. En 

sådan framkommer i frågan om specifika bedömningsmetoder, och i förläng-

ningen specifika bedömningsidentiteter, kopplade till engelskämnet. I enkät-

svaren från studenterna framkommer en samstämmig uppfattning om att be-

dömning är densamma oavsett ämne, vilket helt saknas i data från noviser. 
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Tvärt om tycks de nyutexaminerade lärarna vara övertygade genom sin erfa-

renhet att undervisning i olika ämnen inte bara påverkar deras bedömnings-

metoder, utan också deras roll som bedömare, dvs deras bedömningsidentite-

ter (utdrag 32–34). 

En annan förändring mellan olika föreställningar och antaganden framkom-

mer i data från noviser. Lärarstudenternas uppvisade brist på erfarenhet av att 

undervisa och bedöma engelska (Figur 8) skulle kunna verka hämmande på 

deras läraridentitet när de börjar sin yrkesbana, men tvärtom uttrycks en mot-

satt trend. Trots avsaknaden av erfarenhet framstår positionen som nyutexa-

minerad lärare som en styrkeposition. Denna styrka kommer från att under 

utbildningen ha tränats i nya idéer och metoder inom den senaste läroplanens 

diskurs med uppdaterade teorier om språkinlärning och undervisning. Samti-

digt fördjupas dessa befintliga kunskaper genom nyvunna färdigheter om 

undervisning och med kollegors experthjälp nära till hands (se utdrag 39 och 

Figur 9). 

En ytterligare förändring i antaganden och övertygelser om bedömning hos 

nyutexaminerade lärare framkommer då de uttrycker hur de efter hand ändrar 

sina bedömningsmetoder när de balanserar målet för rättvisa bedömningar 

med kraven på ansvarighet inom systemet. Figur 10 illustrerar den upplevda 

motsägelsefulla utvecklingen när användning av mindre varierade och indivi-

dualiserade bedömningsmetoder i själva verket kan sägas vara ett uttryck för 

utökad bedömningslitteracitet. Å ena sidan erkänner noviserna att de blir mer 

och mer pragmatiska när det gäller att utforma bedömningar så att de passar 

individuella elever, å andra sidan uppger de samtidigt att de lär sig hur de ska 

dra nytta av olika bedömningar för att maximera den information de behöver 

om elevernas kunskapsutveckling. Dessa två riktningar kan ses som paradox-

ala och även motsägelsefulla men kan i själva verket tolkas som en indikation 

på utveckling och förändring av repertoarer av jag-positioner (utdrag 48–50). 

Trots den pragmatiska ansatsen bör dessa resultat inte ses i ett negativt ljus, 

utan som just indikationer på lärande och utveckling på vägen mot att bli en 

erfaren engelsklärare. 

Andraårsnoviserna representerar ännu en punkt för förändring mellan olika 

föreställningar och antaganden. Känslor av osäkerhet och tvivel kommer av 

skiftande jag-positioner när de lär sig och utvecklas i sin profession. Som 

nämnts förekommer kommentarer om osäkerhet kring bedömning av och till 

i data som helhet, men klustret av sådana yttranden i slutet av det andra året 

tyder på att det tar tid att lära och att anpassa bedömningsidentiteten. Noviser 

måste inte bara utveckla sin säkerhet i en hel rad bedömningsmetoder som en 

del av sin didaktiska färdighet, de möter också stora utmaningar när de måste 

lära sig mycket på kort tid (utdrag 51–53). Som svar på den andra forsknings-

frågan kan man säga att föreställningar och antaganden om att bedöma eng-

elska på mellanstadiet är föränderliga, men de är också väldigt individuella 

när relativt oberoende positioner hos jaget rör sig och flyttas runt mellan po-

sitioner i tid och rum. 
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9.4.3 Den tredje forskningsfrågan 

Vilka är deltagarnas övertygelser och antaganden om bedömning i engelsk-

ämnet i relation till flerspråkiga klassrumsmiljöer? 

 

För att diskutera deltagarnas övertygelser och antaganden om bedömning i 

ämnet engelska i relation till flerspråkighet, måste något sägas om hur de som 

generalister uppfattar engelskämnet jämfört med de andra ämnen de undervi-

sar (se Tabell 3). Därför diskuteras deltagarnas syn på engelskämnet först i 

detta avsnitt innan forskningsfråga tre besvaras. 

Data stöder tanken att ämnet engelska skiljer sig från andra ämnen, ef-

tersom betydelseenheter har kodats med Engelskundervisning inom kategorin 

Kontext i 154 fall. Även om hela projektet har fokus på just engelskämnet, 

innebär kodningen att uttalanden har skiljt engelskundervisning från något an-

nat som nämnts. Deltagarna särskiljer ämnet engelska med avseende på alla 

möjliga aspekter av deras undervisningspraktik såsom: prioritering i läropla-

nen, undervisningsmetoder, undervisnings- och lärandemål, svårigheter, gläd-

jeämnen, ansvarskrav, bedömningsfilosofi, bedömningsmetoder och deras be-

dömningsidentiteter. Som ett av tre kärnämnen som behövs för tillträde till 

gymnasiet upplevs engelska alltid få stå tillbaka gentemot svenska och mate-

matik (utdrag 55). Friheten i undervisningsmetoder är också karakteristisk, 

även om denna frihet samtidigt innebär svårigheter för noviser som är utan 

erfarenhet och insamlat material. Att undervisa i engelska förknippas ofta med 

roligt och kreativt lärande, men det betyder också att många nybörjare känner 

sig vilsna vad gäller förväntade kunskaper både hos elever och från systemet. 

Noviserna uttrycker att kunskapskraven i engelska är lätta att uppfylla för 

nästan alla elever och i många fall är problemet istället det motsatta, att det 

inte finns något högre betyg än A. Med elever som har engelska som första-

språk eller uppvisar språkkunskaper på förstaspråksnivå uttrycker noviserna 

att det är utmanande att hålla jämna steg med de stora skillnaderna i engelsk-

kunskaper bland elever i samma grupp (utdrag 58). När kunskapsgapet är ex-

tremt stort bland eleverna i samma grupp måste undervisnings- och lärande-

målen modifieras från uppgift till uppgift vilket är krävande. Däremot upplevs 

det positivt att elever som exempelvis har stora svårigheter i andra ämnen kan 

lyckas i engelska (utdrag 60). Engelskämnet verkar vara ett ämne som ger 

många elever en chans att stärka sitt självförtroende som elev. Som framgår 

är det logiskt att koppla undervisning och bedömning i ämnet engelska till 

förekomsten av en specifik bedömningsidentitet i engelskämnet. 

Eftersom engelska är ett kärnämne är kravet på ansvarighet mer uttalat än 

för de flesta andra ämnen. Detta framgår delvis av de nationella proven och 

publiciteten kring dessa resultat, men det betyder också att engelsklärare i sina 

bedömningar görs personligt ansvariga gentemot både elever, vårdnadshavare 

och andra intressenter inom systemet. Frågan om hur det är att bedöma ett 

språk bland många andra i nutida flerspråkiga klassrum får olika svar i data, 
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varav två är värda att lyfta fram. För det första verkar andra språk än engelska 

och svenska inte förekomma i någon större utsträckning under engelsklektion-

erna på mellanstadiet, oavsett skolkontext som geografiskt läge, skolenhetens 

storlek eller antal språk som finns bland lärare och elever. För det andra ser 

deltagarna inte flerspråkighet som ett hinder i bedömningsarbetet i sig, utan 

som ett av ett antal potentiella problem som deras elever kan ha och som krä-

ver individualiseringar. I vissa speciella fall ses det även som en tillgång. 

Att visualisera den flerspråkiga verklighet som deltagarna tar med sig till 

sin språkundervisning med likaså flerspråkiga elever, ger en kraftfull bild av 

flerspråkighet i samtida svenska klassrum. I Figur 11 återges enkätsvaren från 

studenter och förstaårsnoviser (n = 137) vad gäller språkkunskaper där minst 

29 språk benämns69. Frågan om och hur denna språkliga bakgrundskunskap 

påverkar undervisning och bedömning i engelskämnet ställdes vid två olika 

omgångar av fokusgruppsintervjuer (se Tabell 5), men resulterade mest i frå-

gor om förtydliganden. Det var uppenbarligen en icke-fråga som inte påver-

kade den allmänt positiva inställningen till alla typer av språk (utdrag 68 och 

69). Sett till de positiva effekterna av flerspråkighet framkom att undervisning 

och lärande i engelska också erbjuder rättvisa för elever som annars är miss-

gynnade i en enspråkig svensk kontext. Det engelska språket kan ha funkt-

ionen av ett lingua franca och utjämna skillnader i förståelse och kommuni-

kation mellan elever med svenska som första eller andra/tredje språk. Exempel 

på situationer där de flesta elever har möjlighet att delta på lika villkor är när 

läromedel har instruktionerna på engelska, eller när eleverna kan grupperas 

efter sina kunskaper i engelska under skoldagen (utdrag 70 och 71). 

Vidare framkommer i data en paradox vad gäller flerspråkiga praktiker. 

Paradoxen ligger i att dessa noviser, som säger sig vara angelägna om att ut-

forska språk tillsammans med sina elever i sin (språk)undervisning, samtidigt 

uppger att de använder en mer begränsad omfattning av språk än vad som är 

möjligt, eftersom det mestadels är svenska och engelska som används. Lärarna 

konstaterar samtidigt att andra språk än svenska och engelska används spon-

tant för att pigga upp lektioner när de riskerar att stagnera, eller används mer 

medvetet för att bygga speciella relationer med vissa elever (utdrag 72 och 

73). Att undervisa och bedöma engelska med yngre elever innebär både att 

kunna leka mycket med språket och att behöva hålla sig till timplanens be-

gränsade antal timmar vikta för det engelska språket. Den begränsade tidsra-

men tillsammans med de höga ansvarskraven är skäl som deltagarna anger när 

de kommenterar resultaten. Med andra ord framgår tydligt att deltagarna drar 

skiljelinjen mellan vad som upplevs som svårigheter med bedömning i engel-

skämnet, inte mellan enspråkiga i motsats till flerspråkiga elever, utan snarare 

                                                      
69 Exakt antal kan inte anges då SCBM är en paraplyterm för språken i det forna Jugoslavien: 

serbiska-kroatiska-bosniska-montenegrinska. Det gick att namnge ett valfritt antal språk. 
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mellan vem som uppfyller kunskapskraven på egen hand och vem som behö-

ver stöttning och anpassningar. Flerspråkighet som icke-fråga i verkliga be-

dömningssituationer illustreras av utdrag 74 och 75. 

9.5 Diskussion och slutsatser 

Essensen av detta forskningsprojekt fångas i titeln ”Fairest of them all?”. Kär-

nan i läraryrket utgörs av rättvisa och ansvarighet vilket visualiseras i en mo-

dell med fyra identifierade ställningstaganden, dvs positioner för språkbedöm-

ningsidentitet (LAIP). Då modellen ses som det viktigaste bidraget från detta 

forskningsprojekt och den också kan användas för att belysa svaren på alla tre 

forskningsfrågorna, kommer detta avsnitt att ha LAIP-modellen som utgångs-

punkt.  

Med LAIP-modellen är det möjligt att förklara hur till synes motsatta be-

dömningsidentiteter delar samma identitetsposition som Jag som rättvis be-

dömare. Tillsammans skapar de två axlarna och de fyra kategorierna en matris 

som kan ligga till grund för viktiga diskussioner om lärares agens när de 

skapar och utvecklar sina bedömningsidentiteter. Detta innebär att den process 

med dubbeldialog som Toom et al. (2015) nämner, när inre samtal med jaget 

samverkar med yttre samtal med andra, skulle kunna göras användbar när man 

summerar tillgängliga resurser som resulterar i agens. På så sätt skulle denna 

typ av introspektion ge lärare användbara insikter om sig själva som bedömare 

och sina bedömningsmetoder vilket i förlängningen har potential att leda till 

mer jämlik bedömning. 

Det måste betonas att ordningen på modellens språkbedömningsidentiteter 

inte på något sätt är relaterade till någon föredragen identitet inom detta forsk-

ningsprojekt utan endast behövs som förtydliganden när modellen diskuteras. 

LAIP-modellen försöker fånga komplexiteten i verkligheten där dessa fyra po-

sitioner finns. Därmed inte sagt att olika intressenter inom och utanför syste-

met inte har har sina preferenser vad gäller positioner. I detta avseende kan 

den tredje positionen med låg följsamhet gentemot systemet utmanas som en 

oacceptabel position. Inte överraskande togs dessa tankar upp av deltagarna 

själva när de diskuterade vilken position eller bedömningsidentitet som är att 

föredra, både ur deras personliga synvinkel och från en arbetsgivares eller sy-

stemet som sådant (se utdrag 27). 

Med DST som lins ses rättvisa i ljuset av till synes motstridiga bedöm-

ningsidentiteter inte som dikotomier utan som rörelser mellan jaget och sam-

hället i ett kontinuum. Som respondentvalideringen visar, är det möjligt för 

samma individ att identifiera sig med vilken som helst av positionerna bero-

ende på kontextuella faktorer som bedömningskultur, tid på läsåret, syfte och 

ambition i situationen, eller åldersgrupp och ämne de undervisar i. Men med 

kvalitetsbedömningar i fokus, vilket antyder att det existerar lika bedömning 

för lika prestation, finns det vissa fallgropar för ojämlik bedömning inom var 
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och en av dessa fyra positioner. Dessa är viktiga att lyfta och att diskutera för 

att se hur orsak och verkan hänger ihop och därmed kunna dra lärdom av de 

frågor som LAIP-modellen aktualiserar. 

För att börja med den position som uttrycks som mest problematisk av del-

tagarna, kämpar lärare inom den tredje positionen (som kännetecknas av en 

teknisk ansats till bedömning och med låg följsamhet gentemot systemet) med 

komplexiteten i en rättvis och ansvarsfull bedömning, både praktiskt och kog-

nitivt. Som tidigare forskning visar (Allal, 2013; Harris & Brown, 2009) måste 

lärare hitta sätt att navigera i det laddade området mellan vad de tycker är bäst 

för sina elever och vad som anses vara nödvändig ansvarighet på skolnivå. 

Deras kamp gör att de riskerar att göra osammanhängande bedömningar som 

inte är i linje med läroplansmålen. Det beror på att de antingen följer externa 

krav på ansvarighet eller sin magkänsla. I båda fallen gör de bedömningar utan 

att utmana eller problematisera läroplanens mål. Till exempel förlitar de sig 

på läromedelsförfattare eller konstruktörer av digitala plattformar. I denna po-

sition präglas läraryrket även av ensamma arbetsförhållanden. Oftast lämnas 

nybörjare på egen hand, utan ett stödjande arbetslag, ämneslag eller en mer 

erfaren mentorskollega, vilket möjligen också bidrar till mindre professionella 

bedömningar. 

De flesta deltagare uttrycker en längtan efter att kunna verka mer inom den 

andra positionen (som kännetecknas av en pedagogisk ansats till bedömning 

och låg följsamhet gentemot systemet). Detta innebär att de ser denna position 

som ett utrymme där de är fria att följa sina föreställningar om framgångsrik 

engelskundervisning där bedömning används för rent pedagogiska syften. I 

många fall påverkar deras elevers ambitioner och känslor novisernas val av 

bedömningsmetoder i klassrummet. Att odla ett stödjande arbetsklimat kom-

mer i förgrunden, samtidigt som effekterna av alla typer av bedömningar tonas 

ner. Exempelvis erkänner två deltagare att de har utelämnat informationen till 

sina elever om att det nationella provet enligt regelverket är viktigare än andra 

prov, medan andra har system där inlämningsuppgifter kan kompletteras ända 

tills de bedöms nå godkänd nivå. Detta gäller inte minst i de fall där lärare inte 

ser poängen med betyg, eftersom de menar att det i regel vare sig finns ett 

urval till årskurs 7 eller någon garanti för extra stöd till eleven (se kommenta-

rerna från Blå α och Blå γ i avsnitt 6.1.1). 

Mot denna bakgrund blir den andra positionen önskvärd då den tycks sym-

bolisera en hög grad av kompetens för deltagarna. I de flesta fall problemati-

serar de inte jämlikhetsaspekten i bedömningar kopplade till denna kategori, 

vilket kan ses som negativt. Istället uttrycker noviser inom denna kategori en 

önskan om att lyckas med dokumentationen av elevers prestationer som ett 

sätt att minnas, dela med sig av och att diskutera positiva lärandemoment från 

sina klassrum. Som exempel nämner de videoinspelningar av dialog- och 

dramaaktiviteter. Dessa skapades unikt inför utvecklingssamtalen och delta-

garna uttrycker önskemål om att de ska används oftare som underlag för be-

dömning. 
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De återstående positionerna med högst följsamhet gentemot systemet (1 

och 4), avslöjar också fallgropar när det gäller bedömningskvalitet. I linje med 

Skolverkets varning för en omfattande användning av matriser riskerar novi-

ser i position fyra att inte se skogen för alla träd. Att bryta ner kunskapskraven 

i användarvänliga checklistor innebär att fokusera på delarna mer än på hel-

heten. Detta innebär att trots att målen om upplevd tydlighet och effektivitet 

uppfylls, är framtagandet av ett omfattande bedömningsunderlag i form av 

matriser i själva verket inte i linje med intentionerna. Samtidigt som de erkän-

ner känslor av otrygghet, har noviser i denna position svårt att se hur de skulle 

kunna sluta skapa vad de själva ofta uppfattar som en falsk trygghet, eftersom 

det också är kopplat till idén om hur en professionell lärare skapar underlag 

för kvalitativa bedömningar. Resultat från den här studien återspeglar således 

resultat från tidigare studier (Cataldo, 2019; Mickwitz, 2015). Att samla in 

skriftligt stöd som den mest tillförlitliga källan för bedömning och betygssätt-

ning blir ett sätt att kompensera för den uppenbara bristen på erfarenhet. I detta 

avseende kan position fyra erbjuda en chans för lärare att stärka sin bedöm-

ningsidentitet och övergripande läraridentitet i självförverkligandet som kom-

petenta lärare. 

När det gäller noviser som ger röst åt den första positionen kommer det 

största hotet mot rättvis och jämlik bedömning från den nära anknytningen de 

har till enskilda elever. De flesta lärare som arbetar med yngre elever är ly-

hörda för det stora ansvar de har anförtrotts när de arbetar med att forma olika 

individer till grupper av elever som strävar mot samma mål. Lärare som tillhör 

denna kategori känner sig tyngda av sitt mål att hålla alla elever borta från 

misslyckanden, oavsett deras individuella utgångspunkter. Utan en portfölj av 

olika material från ett antal undervisningsår blir denna position snart extremt 

ansträngd. Som deltagarna erkänner är det en riktig nybörjarposition, där å ena 

sidan nationella bedömningsmål om jämlikhet kan läggas åt sidan för att få 

vissa elever att lyckas, och å andra sidan arbetar man enligt den första delen 

av läroplanen där skolans värdegrund och uppdrag anges. Som resultaten visar 

hittar deltagare i denna position, med hjälp av undervisningserfarenhet, sätt 

att klara av arbetsbördan med att anpassa sig till elevers olika behov, samtidigt 

som de tar till sig idéerna bakom likvärdig bedömning. 

Som synes fångar LAIP-modellen komplexiteten kring rättvisa och ansva-

righet vid bedömning där positioneringsprocessen är, om inte alltid medveten, 

så dock rationell. Även om identitetsutveckling är en högst personlig process 

finns det mönster som är värda att diskutera och problematisera. Det är viktigt 

att intressenter såsom forskare inom lärarutbildningsämnet fullt ut erkänner 

den nära kopplingen mellan bedömning och identitet och hur denna koppling 

kan vara problematisk på många sätt, inte minst för nationell jämlikhet. LAIP-

modellen som utvecklats i den aktuella avhandlingen försöker greppa och sys-

tematisera en komplex bedömningsverklighet mot bakgrund av målet för lik-

värdig bedömning nationellt. Resultaten från denna studie överensstämmer 

med tidigare forskning och självkontrollsrapporter från systemet självt, vilket 
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gör det tydligt att det inte finns några inbyggda garantier för likvärdig bedöm-

ning nationellt (Klapp, 2011; Lundahl et al., 2015; Skolinspektionen, 2020, 

2021; Vlachos, 2013b). Eftersom lärares bedömningsidentiteter varierar med 

faktorer som undervisningserfarenhet, bedömningskultur, föreställningar om 

bedömning och olika ramfaktorer, såsom antal elever, läsår och undervis-

ningsämne, blir det viktigt att lyfta fram den personliga sidan av bedömning. 

Att problematisera olika bedömningsidentitetspositioner och hur de förhål-

ler sig till syftena med likvärdig och kvalitativ bedömning skulle bland mycket 

annat innebära en acceptans av olika positioner som legitima uttryck för olika 

ideal och sammanhang vilket kunde stärka nyutexaminerade lärare. Lärarut-

bildningen behöver ta itu med den komplexa frågan om bedömningsidentitets-

utveckling om blivande lärare ska kunna rustas för det kommande arbetet 

(Alsup, 2019; Izadinia, 2013). Som Y. Xu och Brown (2016) påpekar är lärare 

som har insikter om sin egen bedömningsidentitet genom självreflektion mer 

öppna och mer beredda att integrera olika perspektiv i sitt eget värdesystem, 

vilket åter resulterar i förbättrad bedömningskompetens. 

Studiens resultat avslöjar också de överlevnadsstrategier som noviser an-

vänder i alla de fall där de inte kunde identifiera någon specifik bedömnings-

kultur. Avsaknaden av organiserade stödinsatser, som mentorskap under en 

introduktionsperiod, är intressant. Trots att en sådan föreskrift finns på plats 

sedan 2011 (Skolverket, 2019g) och syftar till att stärka nyutexaminerade lä-

rare och att minska läraromsättningen, blir det inga konsekvenser för skolle-

dare i de fall stödet inte implementeras (Lärarförbundet, 2021). Att bli lämnad 

ensam med undervisning och bedömning kanske passar en del noviser men 

oftast skapar det onödig stress och känslor av otrygghet och bristande kompe-

tens. Som påpekats av Sandlund och Sundqvist (2021) behöver lärare, inte 

bara nybörjare, ett socialt klimat där de känner sig trygga för att kunna vinna 

på sam- och medbedömningstillfällen. Detta innebär att bedömningskulturer 

och övergripande idéer om vad det innebär att vara en professionell lärare på-

verkar viljan att avslöja underliggande bedömningsidentiteter eller bedömar-

profiler. Att ha problematiserat olika bedömningsidentiteter som en del av lä-

randeprocessen i hur man blir lärare kan däremot motverka känslor av stress 

och otillräcklighet. Det skulle också hjälpa nybörjare att koppla det man lär 

sig under utbildningen till det man möter i arbetet. Att kunna abstrahera sin 

vardagspraktik och kunna dela en vokabulär gällande bedömning som ofta 

handlar om känslor och värderingar, samt att kunna se hur dessa har sin in-

ramning i den lokala bedömningskulturen och skolsystemet som helhet, kan 

stärka blivande och varande lärare i deras bedömningsarbete. 

Att utveckla bedömningsidentitet tar tid. De aktuella resultaten antyder att 

studenter och nyutexaminerade mellanstadielärare skulle kunna öka sin läran-

depotential genom att öka riskerna de tar i sina bedömningspraktiker, exem-

pelvis vad gäller flerspråkighet (avseende den efterlängtade andra positionen). 

Denna utveckling hämmas givetvis av systemets ansvarskrav, som när den 

nyutexaminerade läraren lät eleverna fritt välja språk för översättningsläxan 
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men samtidigt medgav att resultatet av läxan inte kunde bedömas (utdrag 77). 

Nyutexaminerade lärare i Sverige förväntas ta fullt undervisnings- och be-

dömningsansvar redan från första dagen på jobbet. Som Izadinias (2013) me-

tastudie om lärarstudenters professionella identitet visar, är blivande lärare 

inte betjänta av att de komplexiteter som är involverade i den professionell 

identitetsutvecklingen utelämnas under utbildningen. Med befintliga empi-

riska bevis på hur svårt det är för nyutexaminerade lärare att se samband mel-

lan det som lärs ut under utbildningen och det som upplevs i arbetet (Alsup, 

2006; Kalaja et al., 2015) och den befintliga bristen på kvalificerade lärare, 

har lärarutbildningen en viktig roll att spela för att behålla lärare i yrket. 

Sett ur ett professionsutvecklingsperspektiv skulle lärarstudenter behöva 

forum längs karriärvägen för att på allvar ta itu med de mer dolda aspekterna 

av bedömning, det vill säga deras värderingar och attityder som återspeglas i 

etiska och rättvisa bedömningsmetoder. Som studier av bedömarträning visar 

är det möjligt att förbättra tillförlitligheten mellan bedömare genom specifika 

sätt för moderering (Skar & Jølle, 2017; Sundqvist et al., 2020; Tengberg et 

al., 2017), men med en mer holistisk syn på alla olika bedömningsmetoder 

som pågår i klassrum, måste även andra metoder användas. Ett sätt skulle vara 

att föra fram frågor av relevans för utvecklingen av bedömningsidentitet inom 

lärarutbildningen, som till exempel personlig skolhistoria, kontext, förvänt-

ningar och bättre jag. På så sätt skulle det finnas en chans att förbättra anpass-

ningen mellan bedömning som den används av lärare och vad bedömning sägs 

representera. Dessutom, om man tar det som ett faktum att bedömningslitte-

racitet är ämnesspecifik, behöver lärarutbildningen understryka de ämnesspe-

cifika egenskaper som finns, särskilt vad gäller bedömningskompetens, och 

införa tydligt uttalade mål avseende språkbedömningslitteracitet (LAL, 3.2) 

inom examensmålen för lärarprogram. Detta är för övrigt en slutsats som delas 

med Sundqvist et al. (2020). 

Som denna studie visar finns det många variabler vid sidan av läroplanen 

som lärare ska ta hänsyn till när de bedömer och betygsätter sina egna elevers 

prestationer, inte minst när det gäller de etiska aspekterna av effekterna och 

användningen av sina bedömningar. Det oundvikliga subjektiva manöverut-

rymmet inom bedömning som praktiserande lärare åtnjuter har sin historiska 

bakgrund i systemets tillit till lärarnas professionalism, men med växande krav 

på ansvarsskyldighet har grunden för detta förtroende ändrats. Lärare strävar 

efter att göra rättvisa och likvärdiga bedömningar av alla elevers prestationer, 

trots att de arbetar under press från ett bedömningsklimat där grunden för an-

svarsskyldighet ständigt förändras och omformuleras på policynivå. De in-

samlade uppgifterna i detta projekt pekar i en problematisk riktning där lärare 

upplever att systemet lever sitt eget liv vilket gör att de ger upp försöken att 

förstå och tolka policydokumenten. Det är ett faktum att noviser befinner sig 

i ett säreget arbetssammanhang där myndigheten som själv formulerar kraven 

för bedömning öppet deklarerar att lika bedömning är ett omöjligt uppdrag: 
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”Det är en övermäktig uppgift för lärarna att åstadkomma en gemensam tolk-

ning som leder till en nationellt likvärdig betygssättning av eleverna. De 

grundläggande problemen är inbyggda i betygssystemet och kan inte tillskri-

vas lärarkollektivet” (Skolverket, 2019a, s. 6). Sett som en mer eller mindre 

öppen eller dold bedömningskontext lämnar detta uttalande en hel del övrigt 

att önska, förutom det faktum att eleverna sägs vara föremål för betygssättning 

och inte deras kunskaper. Frågan som aktualiseras är hur likvärdig bedömning 

är tänkt att komma till stånd om lärare känner sig frikopplade från en gemen-

sam förståelse för målen för densamma. 

Inom det ständigt föränderliga bedömningslandskapet har lärarutbild-

ningen en avgörande roll i att vägleda studenter mot en holistisk syn på både 

sitt framtida arbete och sig själva som praktiserande av detta arbete. De slut-

satser som kan dras från detta forskningsprojekt indikerar behovet av att dis-

kutera olika bedömningsidentitetspositioner, hur de kommer till och hur de 

påverkar bedömningsbeslut, som en del av lärarutbildningen. Att ha verktygen 

för att verbalisera komplexiteten i bedömningsbeslut kommer oundvikligen 

att göra lärare mer medvetna om och öppna för olika tolkningar av sina be-

dömningar, vilket i sin tur skulle förbättra jämlikheten i bedömningar och 

samtidigt öka arbetstillfredsställelsen. 

9.6 Begränsningar och bidrag 

En studies generaliserbarhet har bland annat med olika val och begränsningar 

att göra. Valet av datainsamlingsmetoder ger upphov till frågor i efterhand. 

Även om fokusgruppsformatet valdes med syftet att öka mångfalden av stånd-

punkter när det gäller den komplexa frågan om bedömning, kan det faktiska 

minifokusgruppsformatet med delad gemenskap över längre tid ha resulterat i 

mindre variation än om individuella intervjuer använts. Antalet djupintervjuer 

vid tillfällen då deltagare varit frånvarande från den schemalagda gruppdis-

kussionen kan dock i något avseende utjämna den förmodade obalansen vad 

gäller konsensustendenser. Det måste samtidigt sägas att en avsevärd fördel 

med minifokusgrupperna var att de uppskattades av deltagarna vilket stärker 

resultaten. Det finns också en etisk poäng som Guba och Lincoln (1985) har 

kallat bildningsautenticitet (educative authenticity), när deltagarna får nya in-

sikter om sig själva och andra genom deltagande i forskning. 

Man kan också fråga sig om inte intervjuer med studenter skulle ha gene-

rerat bättre datakvalitet än de enkäter som användes. Frustrationen från både 

lärarstudenter och forskaren angående den plågsamt uppenbara bristen på till-

räckliga kunskaper och erfarenheter av bedömning i engelskämnet var besvä-

rande. Å ena sidan kunde denna frustration ha undvikits med ett intervjufor-

mat som tillåter direkta uppmaningar eller följdfrågor, vilket potentiellt skulle 

ha gett kvalitativt bättre svar. Å andra sidan var det svårt nog att begära 15–

30 minuters uppmärksamhet för introduktion och genomförande av enkäten. 
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Att be om en timme för intervjuer skulle oundvikligen ha resulterat i att ett 

hundratal röster tappats. Variationen inom urvalet av studenter skulle förmod-

ligen också ha varit mer icke-representativt eftersom de halvvilliga skulle ha 

valt bort intervjudeltagandet och således bara ha lämnat de verkligt entusias-

tiska kvar i underlaget. 

I detta forskningsprojekt fanns det tre huvudsakliga metodologiska be-

gränsningar som direkt påverkar möjligheten att besvara forskningsfrågorna. 

Den första begränsningen härrör från det faktum att få lärarstudenter anmälde 

sig frivilligt genom enkäten, och att ännu färre kunde uppfylla de tre kraven 

för deltagande: att vara examinerad mellanstadielärare, att undervisa i eng-

elska och att inte ha arbetat som lärare längre än tre år efter examen vid starten 

av forskningsprojektet. Faktum är att denna begränsning innebar att studien 

inte blev lika longitudinell som planerat när urvalet av frivilliga lärarstudenter 

inte var tillräckligt för att skapa fokusgrupper. En andra begränsning blev pan-

demin som gjorde det omöjligt att besöka universitet. Även om utformningen 

av en online-enkät gjorde det möjligt att samla in data, blev den saknade per-

sonliga kopplingen i praktiken en barriär. En tredje begränsning kommer från 

den faktiska gruppen av noviser. Som rapporterats hade hälften av dem bytt 

karriär, vilket innebär att de är speciella som grupp genom att de delar erfa-

renheter från många olika arbetsmiljöer. En grupp med noviser inom både ar-

betsliv och läraryrke hade gett andra resultat. 

En sista punkt som är värd att överväga etiskt är att en majoritet av fokus-

gruppsdeltagarna har varit forskarens studenter. Den utgångspunkten tillsam-

mans med två års datainsamlingen innebar att forskaren ständigt balanserade 

sin roll som forskare/moderator med den som anförtrodd införstådd. Trots 

möjliga nackdelar när det gäller gruppsykologi bidrog förmodligen det per-

sonliga, mindre formatet positivt till genomförandet av studien. 

Vad gäller studiens bidrag innebär valt fokus på lärarperspektivet sett från 

mellanstadiets horisont att ge röst åt en kategori sakkunniga som annars ofta 

är exkluderade både från bedömningsfrågor på policynivå och inom forskning. 

Det empiriska bidraget gäller också det holistiska förhållningssättet som stu-

dien har till alla de olika typer av bedömningar som lärare använder dagligen. 

Eftersom noviser ännu inte stabiliserat sina praktiker genom erfarenhet är det 

holistiska eller varierande sättet att hantera bedömning särskilt fördelaktigt när 

det gäller intresset för bedömningsidentitetsutveckling. Studien har också ett 

empiriskt värde genom de insamlade föreställningarna och antagandena om 

bedömning inom en flerspråkig miljö. 

När det gäller det teoretiska bidraget är andvändningen av DST från den 

psykologiska domänen hittills sällsynt, om än inte unik, inom områdena be-

dömning och språkundervisning. I formen av en övervägande kvalitativ studie 

har syftet att titta på bedömningsidentitetsutveckling utifrån ett socialt och in-

teraktionellt konstruerat och förhandlat fenomen varit fördelaktigt. Som 

mängder av tidigare forskningsstudier har visat, följer lärares bedömningsbe-

slut rationella och ändamålsenliga idéer. DST hjälper till att klargöra logiken 
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och syftet med lärares beslut, samtidigt som orsaker till kris och förändring 

uppenbaras. DST belyser också vikten av kontext, såsom det specifika ämnet 

eller bedömningskulturen. 

Forskningsstudiens viktigaste bidrag är LAIP-modellen med dess mångfa-

setterade användbarhet och den potential den har för lärares undervisnings- 

och bedömningspraktiker. Om man accepterar LAIP-modellens till synes 

enkla karaktär kan modellen fungera som en gemensam utgångspunkt när man 

diskuterar möjliga jag-positioner och bedömningsidentiteter. Det är just mo-

dellens enkelhet gör den användbar som underlag för diskussion då lärare och 

andra intresserade kan ta till sig den utan några djupare teoretiska kunskaper 

om till exempel DST. Detta är i sig ett bidrag; på två sätt, både för att den 

erbjuder relevant vokabulär för komplexa verkligheter som ofta är mer eller 

mindre tyst kunskap, och för att den pekar på potentiella val som kan göras. 

Att kunna diskutera bedömningsidentitet på en mer abstrakt nivå ger således 

lärarna bemyndigande, oavsett var de befinner sig på sin yrkesbana, som stu-

denter, noviser eller erfarna lärare. Att få en överblick över möjliga positioner 

kan också erbjuda en plattform där lärare kan undkomma stigmatisering kopp-

lat till den egna praktiken. Eftersom lärares arbetsvillkor samtidigt är gemen-

sam och ensam, är bedömning en aspekt av arbetet där lärare jämför sin under-

visning med andra, speciellt när sambedömning förordas centralt. Denna typ 

av jämförelse, eller utvärdering, av kollegor och deras arbete kan vara en källa 

till olika känslor och identitetspositioner i sig. Att se bedömningsidentitet som 

ett flexibelt fenomen där varje position har sina fördelar och nackdelar, skulle 

kunna stärka lärare i deras bedömningsidentiteter genom antydan att föränd-

ring inte bara är möjlig, utan det normala. På så sätt kan en mer generell mo-

dell av bedömningsidentitetspositioner oberoende skolämne (AIP) vara till 

hjälp för alla typer av lärare, både i utbildning och i fortbildning. 

9.7 Framtida forskning  

Resultaten av denna studie bekräftar idén om de första åren i läraryrket som 

turbulenta då inre föreställningar och antaganden om bedömning ska imple-

menteras i ett delvis nytt sammanhang. Det vore av intresse att kunna följa 

händelseförloppet längre fram i tiden, särskilt som identitetsutveckling inte 

kan sägas regleras av fastställda, identifierade stadier. Som den enhälliga öns-

kan om fler diskussionsmöten efter avslutad datainsamling visar, är tid att 

dela, jämföra, ifrågasätta och reflektera tillsammans med andra i samma situ-

ation en önskvärd nödvändighet som är svår att implementera i lärares yrkes-

vardag. 

LAIP-modellen skulle också behöva användas med andra noviser för att 

kunna bekräftas innan man breddar undersökningsområdet till lärare som ar-

betar med andra åldersgrupper, andra ämnen och i andra sammanhang utanför 
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den obligatoriska grundskolan. Eftersom det kan antas att modellen har gene-

rell tillämpbarhet, åtminstone nationellt, vore det ett självklart ämne för fram-

tida forskning att validera modellen med nya urval av lärare och i samman-

hang där systemet fungerar annorlunda, samt att kunna samla in mer kunskap 

om detta. Akademiskt intresse behövs också för att följa de förändringar som 

pågår gällande digitala nationella prov och central rättning som kommer infö-

ras nationellt (Regeringskansliet, 2019, 2021a, 2021b; Skolverket, 2022a), 

särskilt med LAIP-modellen i åtanke. Mest intressant vore att utforska hur lä-

rare kommer att förhålla sig till den externa bedömaren och hur detta förhål-

lande kommer att påverka deras bedömningsidentiteter. De kommande för-

ändringarna kommer sannolikt att ge upphov till förändrade föreställningar 

och antaganden om bedömning bland lärare och kommer att behöva undersö-

kas med systematik och vetenskaplighet. 

Det skulle också vara intressant att analysera insamlade data från en annan 

vinkel där kopplingar skulle kunna göras mellan sociala, historiska och kom-

munikativa sammanhang, som till exempel genom diskursanalys. Hela kate-

gorin Systemet, med koderna Att vara ansvarig, Bedömning som motsägelse-

full, Lokal styrning och High-stakes testning ligger vidöppen för framtida aka-

demiskt utforskande i detta avseende. Att veta mer om möjliga diskursiva av-

tryck inom bedömningsidentitetsutveckling skulle berika områdena för tilläm-

pad pedagogisk bedömning och språkundervisning. 
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11 Appendices 

11.1 Survey: English (translation) and Swedish (original)

 
 

Welcome to contribute to research about assessment in the subject of English in 

middle school! 

 

This survey aims at contributing to increased understanding about assumptions and be-

liefs that student teachers have about assessment in the the subject of English in middle 

school, and how these may change over time. Assessment is here meant as all learning 

activities which make learning visible in qualitatively different levels through sum-

mative, formative, peer or self-assessment. As can be seen, assessment is much more 

than grading. It is a complex phenomenon with different aims and purposes integrated in 

all parts of teaching practices. 

 

This survey is administered to you after your last practicum period during your teacher 

education. Remember that you have unique experiences to share! 

 

As we know that teaching is influenced by teacher beliefs, it also becomes important to 

get to know more about assumptions and beliefs that student teachers bring into the pro-

fession. In this way the present study can increase the knowledge about the complex pro-

cess behind student teachers’ identity formation regarding their assessor roles as language 

teachers. The results can also become an important contribution to the debate on validity 

and reliability of teachers’ assessment of languages, as well as an important source to 

future development of teacher education programmes. 

 

You participate voluntarily and can opt-out any time. The material will only be used 

for research and teaching purposes and will be published in a thesis. Your consent will 

be asked for in the first survey question. 

 

Best regards 

Anna-Marie 

anna-marie.csoregh@isd.su.se 

mailto:anna-marie.csoregh@isd.su.se
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Q1. Informed consent 

I have received information about the aim and method of the project. I know how my 

answers may be used and that I can interrupt my participation anytime. I want to partici-

pate in this study by answering this survey. Yes/No  

(Only a Yes will open up the rest of the questions as showed above). 

 

Background questions about your teaching experience and language repertoire. 

Q2. Which year are you born? 

Q3. What languages do you think that you know; a little or well? 

Q4. What first language(s) do you have? 

Q5. Do you have any experience of schooling abroad (preschool-secondary school)? 

Where? Yes/No 

 

Comments 

 

 

 

 

 

Q6. What teaching experience do you have, before or during your teacher education, 

practicum periods not included? More than one choice is possible! 

Preschool 

Primary school preschool class included 

Middle school 

Junior high school 

Secondary school 

SFI [Swedish for immigrants] 

None 

 

Comments 

 
 

Q7. How much teaching experience do you have, measured in time besides your 

practicum periods during your teacher education? 

None 

Less than a year 

Approximately 1 year 

Approximately 2 years 

Approximately 3 years 

Approximately 4 years 
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Approximately 5 years or more 

 

Q8. Please tell me why you want to become a middle school teacher. 

(Novices: Has your view of why you chose to become a middle school teacher changed 

with your working experience? Tell me!) 

 

 
 

Questions about your beliefs about assessment in the subject of English 

 

Q9. What factors have had the most impact on your beliefs about assessment in the 

subject of English?  

Subject knowledge within language teaching and learning 

Experience from classroom work during practicum 

Experience from mentors during practicum 

Experience from work as supplement teacher 

Experience from being a pupil70 or student 

Theoretical knowledge about assessment 

Working as a teacher after graduation (novices) 

 

Comments  

 

Q10. How often do you use the following resources for assessment in the subject of 

English? 

Assessment support from the NAE 

The syllabus and knowledge requirements 

Commentaries published by the NAE 

More experienced colleagues 

Information about the national test from the NAE 

                                                      
70 Distinction in age is kept here which means that pupil relates to compulsory school, while student 

relates to upper secondary school and older. 
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Other novice teachers in the same situation (novices) 

Co-assessment with colleagues 

Mapping materials for newly immigrated students from the NAE 

Assessment materials in course books 

 

Comments  

 

Q11. Please mark to what extent you agree in the following statements about assess-

ment in the subject of English 

I can argue for my assessment if needed 

Sometimes I change my assessment after rethinking it and before giving response 

Assessment is something I rather be without 

Fair assessment is different for different students 

Demands on documenting my assessments make me stressed 

 

Comments 

 
 

Q12. Please mark to what extent you agree in the following statements about assess-

ment in the subject of English. 

I feel secure in situations when I share my assessment with students 

I feel insecure in situations when I share my assessment with my colleagues 

My students find it hard when their work is being assessed 

My students understand my feedback with my assessment 

My colleagues always understand and share my assessment 

 

Comments 
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Q13. Please mark to what extent you agree in the following statements about assess-

ment in the subject of English. 

I usually use assessment practices I know from my own schooling 

I mostly use assessment activities where the students themselves can assess and monitor 

their learning  

I know that the way I talk about assessment has great influence on the students and their 

learning situation 

In my work with assessment I aim at making differences in student achievement invisible 

Students with other languages at home complicate my assessment work 

 

Comments 

 
 

Q14. Please mark to what extent you agree in the following statements about assess-

ment in the subject of English. 

I can influence my students’ experience of stress concerning assessment 

I never feel quite satisfied with my assessment of students’ performance 

I avoid talking about grades when I speak about assessment 

I try not to focus my teaching so much on assessment as on subject content and classroom 

climate 

Students with English as their first language complicate my assessment work 

 

Comments 
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Q15. Please mark to what extent you agree in the following statements about assess-

ment in the subject of English. 

In my work with assessment I aim at making differences in student achievement visible 

Students with other languages at home add something in the context of assessment  

My assessment work influences my relationship to the individual student 

In my assessment work I am able to demonstrate the student's developmental potential 

without undermining self-confidence 

I mostly use assessment activities where students can demonstrate what they know indi-

vidually with paper and pencil 

 

Comments 

 
 

Q16. Please describe a situation when you had to rethink your assessment an extra 

time. 

 

Q17. Please describe what you have learnt about yourself as an assessor when you 

have compared your assessment with others in a co-assessment situation. 

 

Q18. Please describe your assessment work in the subject of English compared to 

another subject. 

 

Q19. What do you find most difficult with assessment in the subject of English? 

 

Q20. What do you find most rewarding with assessment in the subject of English? 

 

Q21. Would you like to participate in focus-group interviews about assessment in 

the subject of English when you have started working as a teacher? 

 

Q22. If YES, please give your contact details such as full name, email address and 

phone number. 

 

Q23. What do you think of this survey? Is there anything I have forgotten to ask 

about? 
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Välkommen att bidra till forskning om bedömning i engelska på mellanstadiet! 

 

Den här enkäten vill bidra till en ökad förståelse för vilka uppfattningar om bedömning 

som lärarstudenter har i engelskämnet på mellanstadiet, och hur dessa kan ändras över 

tid. Med bedömning menas här alla lärandeaktiviteter som synliggör lärandet på kvalita-

tivt skilda nivåer genom summativ, formativ, kamrat- eller självbedömning. Som synes 

är bedömning väldigt mycket mer än bara betygssättning. Det är ett komplext fenomen 

med olika mål och syften som är införlivade i undervisningspraktikens alla delar. 

 

Den här enkäten delas ut efter din sista praktikperiod under utbildningen. Tänk på att du 

har unik information att ge! 

 

Då vi vet att undervisningen påverkas av de uppfattningar lärare har, blir det också viktigt 

att veta mer om de uppfattningar lärarstudenter tar med sig in i yrket. På så vis kan denna 

studie ge ökade kunskaper om den komplexa process som ligger bakom lärarstudenters 

identitetsutveckling av bedömarrollen i språk och samtidigt bli ett viktigt inlägg i debatten 

om validitet och reliabilitet av lärares bedömningar i språk. Dessa resultat skulle också 

kunna ge ett viktigt bidrag till framtida utvecklingsarbete inom lärarutbildningen. 

 

Du deltar frivilligt och kan avbryta ditt deltagande när som helst. Materialet kommer end-

ast att användas i forsknings- eller undervisningssyfte och blir publicerat i en kommande 

avhandling. Du kommer att bli tillfrågad om ditt samtycke i enkätens första fråga. 

 

Bästa hälsningar 

Anna-Marie 

anna-marie.csoregh@isd.su.se 

 

 

 

 

 
 

Bakgrundsfrågor om undervisningserfarenhet och flerspråkighet 

mailto:anna-marie.csoregh@isd.su.se
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Frågor om din uppfattning om bedömning i engelska på mellanstadiet 
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11.2 Exemplified code book 

Code 

(n=24) 

Category 

(n=6) 

Definition in the thesis and example 

Being  

accountable 

The  

system 

Teachers have to defend their choices and their assessments to 

students, caregivers, the principal, and the NAE.  

Example: Well I try to be fair, to compare with, maybe national 

tests or compare with someone who has assessed before. 

Contradictions When the beliefs about assessment come on collision course 

with the demands from the system.  

Example: We have a class conference soon and then you have 

to fill in a document with red, yellow or green. And green is 

then ONLY E. Nothing else. But it’ll be so strange, because it’ll 

be some kind of factory producing students with passing 

grades, and everything else is irrelevant.  

Local  

governance 

Thinking hierarchically; which means that directions given by 

the NAE regarding assessment, policies on municipal level or 

directions from the principal, i.e. anything above the teacher is 

included in this category. 

Example: The directive in the municipality is that graded as-

sessments must be made in all year groups in middle school. 

High-stakes  

testing 

The procedure of the national test with its subtests performed 

during two terms where teachers are the assessors. 

Example: I’ve a VERY hard time being categorical, which is a 

little easier when you’ve a national test. You have the set as-

sessment support and assessment criteria, then it is MUCH 

easier to just be bang, bang, bang. 

Being novice Novice-

hood 

Being a novice teacher means being in a hybrid position be-

tween student and experienced. 

Example: It’s a lot, you NEED some type of yardstick and this 

yardstick is (.) DIFFICULT to find. 

Being  

pragmatic 

One side of being a novice is to be pragmatic in order to sur-

vive the reality shock. 

Example: Right now, I think I made it pretty easy for myself. 

I’ve focused on a little off and on level. Either you do the task 

or you don’t. 

Being stressed 

by time 

Time-related stress is expressed when novices feel a lack of 

routine and collected materials. 

Example: I’ve changed a lot about how I think about assess-

ment. Last year I took Year 6s and in a year’s time in three 

subjects I’d to get to KNOW them and see what they CAN do 

and assigne a grade. It was an incredible pressure. 

Belief about  

assessment 

Beliefs Conceptions about what assessment is or should be. 

Example: I try to be GENERAL not poking at details. 

Belief about 

learning  

languages 

Ideas about how children learn languages. 

Example: YOU CHOOSE not to learn. 
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Code 

(n=24) 

Category 

(n=6) 

Definition in the thesis and example 

Belief about  

teaching 

Beliefs Ideas about how to teach languages in order to maximise learn-

ing. Example: Most important is to give students motivation to 

WANT to learn and to USE their knowledge outside of school. 

Changing  

practices 

Develop-

ment 

Expressions about changing assessment practices. 

Example: I’m more adaptive now than I was a year ago. I’ve 

found out that they aren’t that old so I base my assessment on 

an adequate age group and what each student CAN do in an 

EASIER way than before. 

Changing  

self-confidence 

Expressions about change in self-confidence. 

Example: … because you now (.) develop in some way and it 

feels a little safer for each week that passes. 

Gaining  

insights  

 

Expressions about lessons learned during the time teaching af-

ter graduation [1-3 years in this project]. 

Example: I TRY to have systems for things, but it’s not always 

possible. 

Teaching  

English 

Context Specific characteristics of the subject of English compared to 

the rest of the curriculum. 

Example: So, when I look through the knowledge requirements 

in English, I see that there is a big difference when I compare 

with, for example, the requirements for NO. It’s quite simple in 

English.  

Having agency  Agency in this context equals the free space where teachers can 

plan, conduct and assess their classroom practices within or 

outside the system, as they see fit. 

Example: Year 6s from another school received information 

[…] but our management didn’t say anything AT ALL. Then I 

turn my deaf ear until someone comes to MY school and says 

‘this is what you have to do’. 

Being with  

colleagues 

Talk about colleagues in a wide sense, i.e., including, for exam-

ple, emotions attached to the utterances. 

Example: I notice how lonely I’ve really been. I’ve an older 

colleague who’s not very old, but it’s noticeable that she’s a lit-

tle older than me and works in a completely different way. 

Being with  

students 

Issues involving students, such as descriptions of students, 

composition of classes, and relationships (caregivers included). 

Example: I’ve a chance to get to KNOW my students very well 

because I only have 38 students in English. 

Co-assessing Expressions about various ways and constellations of doing co-

assessment. 

Example: I experienced that in 95 per cent of all cases, […] we 

agreed. What struck me was what strength it is to sit TWO. 

Multi- 

lingualism 

All the languages and issues related to language diversity pre-

sent in classrooms; students’ and teachers’ alike. 

Example: In one of my classes I’ve many who speak better 

English than Swedish. 

Being fair Emotions Every teacher wants to be fair but that means different things 

for different teachers. 

Example: You can FEEL, you interpret some intentions and 

you know perhaps the conditions in some cases for what a stu-

dent manages to achieve and you can't really LET IT GO. 
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Code 

(n=24) 

Category 

(n=6) 

Definition in the thesis and example 

Being lenient Emotions Expressions about thoughts behind self-identification as a leni-

ent assessor. 

Example: If I’ve to choose between two grades, I go up, gener-

ally. 

Being severe  Expressions about thoughts behind self-identification as a severe 

assessor. 

Example: So that’s probably what I did from the beginning, that 

when I was grading, I set the bar too high. 

Feeling  

negative 

 Negative aspects of assessment, for example feelings attached to 

consequences of assessment, high- and low stakes alike. 

Example: For some, I feel like THE JOY DIES as soon as you 

say: ‘Now we’ll do this assessment task’. Many feel stressed 

about it. 

Feeling  

positive 

Positive aspects of assessment, for example feelings especially 

attached to the subject of English. 

Example: I think the national test is GREAT because it speeds 

students up. I really have to say that. […] Many sharpen up. 
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11.3 List of excerpts in English (translation) and Swedish 

(original) 

 

Excerpt, RQ1 

 

Blue γ: Emotionally, I’d like to say that it’s about SEEING a student who has 

STRUGGLED. Then it’s heart-breaking not to give them the assess-

ment they deserve in the STRUGGLE. I UNDERSTAND that an F is 

an F. But it might ruin a student, and THEN I feel that I’d rather give 

this student a pass than give them an F when I KNOW that it’s a bit 

like ignoring their efforts. 

Blue α:  That’s exactly what I mean too because I’m kind there. I DON’T have 

the heart to give them an F knowing that it’ll devastate them and their 

future learning. They are only in middle school. They still have time. 

Blue γ:  It IS fair. It IS fair because you have a student who has done 

EVERYTHING within his or her power, and then you become the 

biggest supporter and you CANNOT with a clear conscience give 

someone a fail. 

Blue α:  IF YOU’VE GOT dyslexia and extra everything, how? (shaking her 

head) If you struggle and struggle. They’ll never get the spelling right 

in English and it doesn’t have to be perfect in middle school EITHER. 

Blue γ:  Sometimes if all the evidence points very strongly towards F, it can 

still be weighted up to an E taking into account good things created 

on other occasions. 

Blue δ:  I don’t really agree with this kindness assessment. I’ve never awarded 

grades like that. I’ve failed students even though they’ve struggled a 

lot. I don’t think it’s fair to the children. That you give them a pass, 

and then they come to Year 7, and there they hear “How did YOU get 

a pass grade?” And the level is even higher. Then it was a disservice 

to the student giving a little HOPE which will still be RUINED in 

Year 7. 

Blue γ: I don’t actually mean that I give them a grade and then let them go, 

obviously you say something like ‘You have really made an effort. 

But the step will still be big so you have to CONTINUE struggling’. 

Blue δ: Yes, but I wonder why give that grade in the first place?  

Blue γ:  What good does it do getting an F in Year 6? And what’s the conse-

quence? It’s not the case that if I give them an F, they will stay in 

Year 6.  

Blue α: Or that they will get help in Year 7. They don’t get that. 
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Blue γ:  A fail just says: ‘Okay you failed, keep failing in Year 7’. That’s how 

I feel. 

Blue α:  Aa, me too. But you still send some documentation as well. It says 

how the student has struggled which goals and what the student hasn’t 

attained in certain situations. 

Blue γ:  No, I don’t feel it’s wrong to actually give them an E. If they’re right 

on the border / 

Blue δ:  (With her hand on her heart) If you were to fill in a goal fulfilment at 

the end of Year 6 for the subject of English, and then you check what 

requirements they ACTUALLY meet, and then you HAVE require-

ments that they haven’t attained and it says that the child CANNOT 

RECEIVE the grade E unless the requirements are met. How can I 

then put an E if the student hasn’t met the GOALS? 

Blue α:  Well, they might get extra opportunities to do things. They might do 

it again or supplement certain things if I feel that they’ve struggled / 

it may be fulfilled with my help. 

Blue δ:  I assess what is to be assessed and nothing else. Not IF the student 

HAS struggled, I give a different assessment for that, but as for the 

grade, I’m picky about what it is I’m supposed to look at. (Blue α 

nods in agreement). That’s what I SHOULD assess, that’s my TASK. 

And I don’t look at anything else. In Year 6, it’s even more fussy. I’m 

VERY STRICT now in Year 4 and 5 because I want them to under-

stand that EVERY little detail counts. It’ll only get worse and worse 

later and I feel my job IS to prepare them for this. And that’s why I’m 

so picky and as I’ve said before I also have VERY high expectations 

so the national tests are usually much easier than what I expect from 

them. 

Blue α:  Exactly. THAT’s WHY I can be more lenient because I also usually 

have higher expectations than the national tests. And then I can feel 

that when students don’t reach my expectations, then my expectations 

aren’t correct. I put them with the special education teacher so that 

they can rewrite or complement. That’s what I DO. For them to suc-

ceed. (Blue δ nods) 

_____________________________________________________________ 

 

Blå γ:  Känslomässig skulle jag vilja säga att det handlar om att SE en elev 

som har KÄMPAT. Man har SETT hur de SLITER, då är det hjärt-

KROSSANDE att inte ge dem ett betyg som de förtjänar i KAMPEN. 

Jag FÖRSTÅR att ett F är ett F. Men det kanske krossar en elev, och 

DÅ känner jag att jag HELLRE ger den här eleven ett starkare betyg, 

alltså ett godkänt i alla fall, än att ge dem ett F när jag VET att det är 

lite som att SKITA i deras kamp. 

Blå α:  Exakt det menar jag också för där är jag snäll, alltså jag HAR inte 

hjärta att ge dem ett F och veta att jag kanske krossar dem och deras 
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framtida lärande. De går bara på mellanstadiet. De har fortfarande tid 

på sig. 

Blå γ:  Det ÄR rättvist. Det ÄR rättvist för du har en elev som har gjort 

ALLT inom sin makt, amen då blir man den största supportern och 

då KAN man inte med gott samvete ge någon ett underkänt.  

Blå α:  HAR man dyslexi och extra allt, hur ska man (ruskar på huvudet)? 

Alltså om man kämpar och kämpar. De kommer aldrig få till stav-

ningen på engelska och den behöver ju inte vara perfekt för oss på 

mellanstadiet HELLER. 

Blå γ:  Ibland om alla bevis pekar väldigt hårt mot F så kan det ju fortfarande 

väga upp ett E med att de har skapat bra saker på andra tillfällen.  

Blå δ:  Jag, jag håller inte riktigt med om det här snällbetyget. Jag har aldrig 

satt en sådan. Jag har F-at elever trots att de har kämpat väldigt 

mycket. Det är inte rättvist mot barnen tycker jag. Att man ger dem 

ett godkänt, och så kommer de till sjuan, och så får de höra "Men hur 

har DU klarat dig? Hur har DU fått ett betyg?". Och nivån är ännu 

högre. Då har jag gjort eleven en björntjänst och gett den lite HOPP 

som ändå kommer bli KROSSAT i sjuan.  

Blå γ:  Alltså jag menar inte att jag ger dem ett betyg och så släpper jag dem, 

utan det är klart att man säger såhär ”Du har kämpat på jättemycket. 

Steget kommer fortfarande att vara stort så du måste FORTSÄTTA 

att kämpa på”. 

Blå δ:  Jo, men varför ger man betyget undrar jag då? 

Blå γ:  Vad hjälper det att de får ett F i sexan? Och vad är konsekvensen? 

Det är inte så att om jag ger dem ett F så kommer de stanna i sexan. 

Blå α:  Eller att de får extra hjälp i sjuan. Det får de inte. 

Blå γ:  Det kommer bara säga: okej du misslyckades, fortsätt att misslyckas 

i sjuan. Det är så jag känner.  

Blå α:  Aa, jag med. Men man skickar ju ändå med dokumentation också. 

Där står det ju hur eleven har kämpat, vilka mål eller vad de inte har 

uppnått i vissa lägen.  

Blå γ:  Näe jag känner inte att det är fel faktiskt att ge dem ett E. Om man 

ligger precis på gränsen/ 

Blå δ:  (Med handen på hjärtat) Om man skulle skriva ut en måluppfyllelse i 

slutet av åk 6 för ämnet engelska, och så ska man sitta och bocka av 

vad de FAKTISKT uppfyller för krav, och så HAR man krav som de 

inte har uppfyllt och så står det att barnet inte KAN FÅ betyget E om 

inte kraven är uppfyllda. Hur ska jag då kunna sätta ett E om eleven 

inte har uppfyllt MÅLEN?  

Blå α:  Nämen de kanske får extra chanser att göra saker. Göra om, komplet-

tera. För mig får de komplettera vissa saker om jag känner att de har 

kämpat/ det kanske är uppfyllt med min hjälp. 

Blå δ:  Jag bedömer det som ska bedömas och inget annat. Inte OM eleven 

HAR kämpat, det ger jag en annan bedömning för, men vad gäller 
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betyget så är jag petig med vad är det jag liksom SKA titta på. (E 

nickar instämmande). Det är det jag SKA bedöma, det är min upp-

GIFT. Och jag tittar inte på annat. I sexan är det ju ännu mer petigt. 

Men jag är JÄTTTEHÅRD nu i fyran, femman för att de ska förstå 

att VARENDA liten detalj räknas. Det blir bara värre och värre och 

jag känner att min uppgift ÄR att förbereda dem, inför det här. Och 

därför är jag så petig och som jag har sagt förut också jag har JÄT-

TEhöga förväntningar och nationella provet brukar oftast vara väldigt 

mycket enklare än vad JAG förväntar mig av dem. 

Blå α:  Men just DÄRFÖR kan jag vara snällare för jag brukar också ha högre 

förväntningar än nationella proven. Och då kan jag känna att, nämen 

om JAG har högre förVÄNTNINGAR än nationella PROVEN, och 

eleverna inte når upp till mina förväntningar, då är inte mina förvänt-

ningar korrekta. För att mina är för HÖGA oftast. Jag sätter dem hos 

specialläraren så att de får skriva om eller skriva igen, liksom samma 

sak och sådant. Det GÖR jag. För att de ska lyckas. (A nickar med)  

___________________________________________________________ 

 

1. You MUST get English in more places because it IS first of all short 

lessons. I have only a few hours, not even three hours a week. M2B 

a. Man MÅSTE få in engelska på fler ställen för att det ÄR för 

det första korta lektioner. JAG har få timmar, och inte ens tre 

timmar i veckan. M2B 

2. THAT, is the boring part which is why I haven’t used a textbook be-

fore. Everything is planned in chapters and connected. If you look at 

the test, they MUST have worked with ALL the chapters. It’s boring, 

unfortunately. M2B 

a. […] DET, det är den tråkiga biten och därför har jag inte an-

vänt mig av textbook förut, att man har planerat kapitelvis för 

att allt ska hänga ihop […]. Tittar man på testet så MÅSTE 

de ha arbetat med ALLA kapitel. Det är trist, tyvärr. M2B 

3. Although you can skip chapters. Some things I don’t think are so su-

per necessary, so then I remove them from the test as well. M2B 

a. Fast man kan ju hoppa över kapitel. Vissa grejer tycker inte 

jag är så supernödvändigt, så då tar jag bort dem från testet 

också. M2B 

4. We were alone, but two of us listened later. Some were spot on, but 

we chose a few that we listened to together. And it was useful too. 

M7G 

a. Vi var själv, men vi lyssnade två sen. Vissa var klockrena, 

men vi valde ut ett par stycken som vi lyssnade tillsammans 

på. Och det var värdefullt också. M7G 

5. [About assessing their own students on the national test] Oh, I can be 

pretty detached when I have to. It’s a bit like eating animals that you 
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raise yourself. It’s not that much fun at the time but it’s tolerable. I 

have chosen to do it anyway. M7R 

a. [Ang. att bedöma sina egna elever på NP] Ah, näe jag är 

ganska kall när det måste. Det är lite som att äta djur som man 

föder upp själv. Jag menar det är inte så himla kul i stunden 

men det går an. Jag har ändå valt att göra det. M7R 

6. I don’t check spelling. Not because I’m a very kind person, but I look 

at it like this: If you’re going to fail students in Year 4, they won’t be 

able to learn. They have to LIKE this. It may be misspelled, it may be 

totally crazy, as long as they have the potential to continue to want to 

learn. So, this is my defence anyway. M8Y 

a. Jag kollar inte stavning. Inte för att jag är en jättesnäll person, 

men jag tänker såhär: om man ska såga upp eleverna i årskurs 

fyra, kommer de inte kunna lära sig. De måste GILLA det här. 

Det får bli felstavat, det får bli jättetokigt, bara de har pot-

ential att fortsätta, vilja. Så det här är mitt försvar i alla fall. 

M8Y 

7. I also saw on one of all the Facebook groups that someone posted a 

complete old national test. I thought that in the worst case I can take 

THAT, the parts I need to test. I’ve got a pretty good track of things. 

Otherwise, it simply has to be that way. I’m thinking of the first year 

as a teacher and you have to give grades, and then Corona and no 

national tests, so what can you do? You have to do your best. M4R 

a. Jag såg även på någon av alla Facebookgrupper att någon lade 

upp ett komplett gammalt nationellt prov som man kunde ta 

också. Jag tänkte att ÄR det i värsta fall så att det är svårt på 

någon så kan jag ta DET, de delar jag behöver testa. Jag har 

ganska bra koll. Annars får det helt enkelt vara så. Jag tänker 

första året som lärare och man ska sätta betyg, och så Corona 

och inget nationellt prov, vad ska man göra? Man får göra sitt 

bästa. M4R 

8. There are many old teachers who do as they please and are tired of 

things being done all the time. In any case, I think that many people 

do their own thing and people don’t have a clue. I think it’s very frus-

trating, but I’m only going to work here for another three weeks so I 

don’t care so much right now. I KNOW that a few years ago they 

started with some kind of templates for what the lesson plans should 

look like. And that included assessment, but it’s been lost somehow 

and nobody showed or told me anything when I started working. M6R 

a. Det är många gamla rävar som gör lite som de vill, och är 

trötta på att det ska göras saker hela tiden. Jag upplever i alla 

fall att många kör sin egna grej och folk har inge koll. Jag 

tycker det är jättefrustrerande, men jag ska bara jobba här tre 

veckor till så att jag bryr mig inte så mycket just nu. Jag VET 
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att de för några år sedan började med någon typ av mallar för 

hur lektionsplaneringarna skulle se ut. Och där skulle bedöm-

ning vara med, men det har de tappat nu på vägen och det var 

ingen som visade och berättade något för mig, när jag började 

jobba. M6R 

9. And you know the parents are like this “We help at home”. But you 

can’t do it all at home, it’s at school we should do things. Otherwise 

some will do the things at home. And what do I have to assess then? 

M2G 

a. Och så vet man att föräldrarna är såhära ”Vi hjälper till 

hemma”. Man kan ju inte göra hur mycket saker som helst 

hemma, utan det är på skolan vi ska göra sakerna. Annars är 

det ju de som gör sakerna hemma. Och vad ska jag bedöma 

på då? M2G 

10. The assessment culture at my school is that everyone does their own 

thing. I find it frustrating when everyone does it differently. I think it 

becomes unclear to the students as well. M6R 

a. Bedömningskulturen på min skola är att alla kör sitt eget race. 

JAG tycker att det är frustrerande när alla gör olika. Det 

tycker jag blir otydligt för eleverna också. M6R 

11. It’s a bit MESSY. There’s no one with ‘a steady hand on the tiller’. In 

a way, I think it’s GOOD that I can do what I want. Actually, but I 

think I could have developed more if I’d had more discussions with 

colleagues. M6R 

a. Det är lite RÖRIGT. Det är ingen som styr med hela handen. 

På ett sätt tycker jag att det är SKÖNT att jag får göra som 

jag vill. Faktiskt, men jag tror att jag hade kunnat utvecklas 

mer om jag hade fått diskutera mer tillsammans med kollegor. 

[…] M6R 

12. It feels nice and safe that we ALL do the same thing, or to some extent 

anyway. And that we talk a lot in the team about how we should 

THINK about assessment and so on. I think that’s good. M6R 

a. Det känns skönt och tryggt att vi ALLA gör på samma sätt, 

eller ja någorlunda. Och att vi pratar mycket i arbetslaget hur 

vi ska TÄNKA kring bedömning och så. Det tycker jag är bra. 

M6R 

13. The school is fairly NEW, it has been rebuilt and has a completely 

new management. There is not much of the old culture as the staff is 

new too. So that makes it a very nice culture, precisely in terms of 

assessment and with a student perspective as well. There’s a lot of 

formative assessment based on how the students should be able to de-

velop. There are very similar perspectives throughout. And that’s 

nice. Because the students probably notice that too, I think. When they 

advance through the school years. M6G 
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a. Skolan är ganska NY, den har byggts om och har en helt ny 

ledning. Det finns inte mycket som sitter i väggarna för det är 

helt ny personal. Så det gör att det är väldigt fin kultur, just 

bedömningsmässigt och med elevperspektiv också. Det är 

mycket formativ bedömning utifrån vad eleverna ska kunna 

utvecklas till, liksom. Det är väldigt lika perspektiv över hela. 

Och det är skönt. För eleverna märker nog det också tror jag. 

När de går mellan årskurserna. M6G 

14. It is difficult. If I’m going to make an assessment, I want it to be 

PROPERLY done, that I make sure that I’ve GIVEN them everything 

they need for the assessment. If they are going to write a text, they 

should have good enough vocabulary and the basic grammar so that 

they don’t feel bad. But I think it takes such a long time to GIVE them 

all this. M1R 

a. Det är svårt. Om jag ska göra bedömning så vill jag ju att det 

ska vara ORDENTLIGT gjort, att jag ser till att jag har GETT 

dem allting de behöver till bedömningen. Ska de skriva en 

text så ska de ju ha tillräckligt bra ordförråd och den grund-

läggande grammatiken så att de inte känner sig dåliga Men 

det TAR så himla lång tid tycker jag att GE dem allt det här. 

M1R 

15. No, but it’s not FAIR putting novices on groups like that [many with 

special needs]. Because we have so much else to THINK about. We 

are not entirely sure what the knowledge requirements are. We don’t 

have a supply of fun stuff, or emergency stuff to throw out. We have 

to LOOK for every single thing. I spent nights looking for things. I 

was so TIRED, I’d barely slept at all. I was completely worn out be-

cause I really wanted to do the best for them […]. M5B 

a. Nä, men det är inte RÄTTVIST och sätta nyexade på det 

HELLER, för vi har så mycket annat att TÄNKA på. Och är 

inte helt säkra på vad kunskapskraven är. Alltså HAR inget 

batteri av roliga saker, och slänga fram eller nödlösningsgre-

jer. Vi måste ju LETA efter varenda grej. Jag satt nätterna 

igenom och letade efter saker. Jag var så TRÖTT, jag hade ju 

knappt sovit någonting. Jag var helt färdig för jag ville verk-

ligen göra det bästa för dem. M5B 

16. [What have you learned about yourself as an assessor when you have 

compared your assessment with others?] That I take a more holistic 

perspective and think of the students’ best interests. I don’t take the 

grades in Year 6 very seriously. NS1 

a. Att jag intar ett större helhetsperspektiv och tänker på elevens 

bästa. Betygen i sexan tar jag inte på så stort allvar. 
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17. I’m not a slave of the system. I like to think of myself as intuitive, 

creative, and my assessment leans more towards what the students 

need to actually succeed as well as possible. M8Y 

a. Jag är ju ingen systemkramare. Intuitiv, kreativ vill jag gärna 

se mig själv som, och min bedömning lutar mer till vad ele-

verna behöver för att faktiskt lyckas så bra som möjligt. M8Y 

18. I have my own goal fulfillment. And I strive to achieve that. I’ve not 

fought for so long, so I’m not as tired as so many others. M8Y 

a. Jag har min egen måluppfyllelse. Och jag strävar efter att nå 

det. Jag har inte krigat så länge, så jag är inte så trött som så 

många andra. M8Y 

19. I think I’m somewhere in-between three and four. I think assessment 

is difficult and boring. It’s the elephant in the room. It feels like it’s 

something you’ve got to do and I know the students get so nervous 

when you pick up a pen and start writing or when you write something 

on the computer. I think it’s more fun to talk to them and just go with 

the flow. I try. I need to relate more, if you can use the word positively 

towards assessment, that it shouldn’t be a necessary evil. I really don’t 

want to BE there […]. M8G 

a. Ja, jag är någonstans mellan trean och fyran tror jag. Jag 

tycker bedömning är jobbigt och tråkigt, alltså. Det är elefan-

ten i rummet. Det känns som det är någonting man måste göra 

och jag vet att eleverna blir så nervösa när man tar upp en 

penna och börjar skriva eller när man skriver någonting på 

datorn. Jag tycker det är roligare att prata med dem och lik-

som bara go with the flow. Jag försöker, jag behöver förhålla 

mig mer om man får använda ordet positiv till bedömning att 

det inte ska vara något nödvändigt ont. Jag vill väldigt gärna 

inte VARA där, men jag känner att det är en elefant för mig. 

Absolut. M8G 

20. God I’m NOT a lover of documentation [underlagsmänniska]. I try 

and want to, but I don’t have the energy. It’ll be OK! A bit like that. 

A gut feeling. I rely a lot on it, somehow. And then I try to write more 

when we have the performance reviews or on such occasions. M8B 

a. Gud jag är INTE en underlagsmänniska. Jag försöker och vill, 

men jag orkar inte. Jag är nog tvåan då. Det blir bra! Lite så.  

Magkänslan. Jag går mycket på den, på något sätt. Och sen 

försöker skriva mer mot omdömena eller vid såna till-

fällen.M8R 

21. Because now I’ve saved everything we’ve done so that I know what 

we’ve done if anyone comes and asks. You never know. M2B 

a. [Nästa termin har vi en PÄRM och sätter in dem, så att vi vet 

vad vi har gjort.] För nu har jag sparat allting som vi har gjort 
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så att JAG vet vad vi har gjort om det är någon som kommer 

och frågar. Man vet aldrig. M2B 

22. It feels hard that you are so ABSURDLY insecure that you have to 

double-check and triple-check everything and look at matrices and 

look at previous assignments, look at national tests or something like 

that. And then you have FANTASTICALLY good gut feeling. You 

KEEP pretty good TRACK of things. But I don’t dare trust it. I always 

want evidence for everything. M8B 

a. Det känns jobbigt att man är så SJUKT osäker att man måste 

dubbelkolla och trippelkolla allting och titta mot matriser och 

titta på tidigare arbeten, titta på nationella eller sådär. Och så 

har man en SJUKT bra magkänsla. Man HAR ganska bra 

KOLL. Men jag vågar inte lita på det. Jag vill hela tiden ha 

belägg för allting.M8B 

23. I feel like a four. Or that was where it felt most familiar anyway. Even 

if you have a bit of everything. M8B  

a. Jag känner mig som en fyra. Eller det var där jag hade mest 

igenkänning i alla fall. Även om man har lite på varje. M8B 

24. I think I’ve been through it. I started at four, but realised how hard it 

was and then it was three and then I came to number two where I am 

quite happy. I think. M8R 

a. Jag tror jag har vandrat igenom den. Jag började på fyran, 

men insåg hur jobbigt det var och då blev det trean och sen 

har jag kommit till tvåan där jag är rätt nöjd. Tror jag. M8R 

25. I feel like I’m a little video game thing flying around, backwards and 

forwards. I feel that I can be in ALL boxes depending a bit on the 

situation. How it works in class, what you struggle with, how groups 

change, how much I can manage in terms of energy, for example. Or 

if it’s the beginning or end of a school year. But I mostly feel that I’m 

active and not static in the model. M8G 

a. Jag känner att jag är en liten såhära TV-spelsgrej som flyter 

runt lite fram och tillbaka. Jag känner att jag kan finnas i 

ALLA rutor lite beroende på läget, hur det fungerar i klassen, 

vad man brottas med, hur grupper förändras, vad jag själv 

mäktar med energimässigt till exempel, eller om det är i bör-

jan eller i slutet av ett läsår. Men jag känner nog att jag rör 

och inte är statisk i det. M8G 

26. But you become a little like number four when you’ve got all these 

digital platforms where they have chopped up the knowledge require-

ments and such. Then you BECOME a bit in that direction. At some 

point you still have to fill in those matrices and then you’ll want to 

HAVE proof of everything. So you are FORCED a bit that way, I feel. 

M8B 
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a. Men man blir lite som nummer fyra när man har alla de här 

digitala, alltså att man ska fylla i Unikum och där de har 

hackat upp kunskapskraven och sådär. Då BLIR man ju lite, 

alltså åt det hållet. För nånstans ska man ändå fylla i de där 

matriserna och då blir det att man vill HA belägg för allting. 

Så man TVINGAS lite ditåt känner jag. M8B 

27. I think that number one is the one that you’re supposed to be a little 

close to, what an employer wants and so, while the one I know would 

have been the best for the students is rather maybe number two. Get-

ting rid of the red tape and going by a gut feeling for students and 

what you know works and what you need to learn. M8G 

a. Jag tycker att man kan ploppa in sig själv här, men kanske 

inte alltid på SAMMA. Jag tänker att nummer ett, är den som 

man är tänkt att vara lite grann, vad som önskas från en ar-

betsgivare och så, medans den som ja kanske känner hade va-

rit bäst för eleverna är snarare kanske nummer två. Slippa by-

råkratin och gå på känsla för elever och vad man vet funkar 

och vad man behöver lära sig. Men jag tycker modellen fun-

kar i alla fall.M8G 

28. I think you might want to be in a certain way. You don’t really WANT 

to be in [position 3]. At the same time, it’s understandable that it CAN 

be like that, that’s not usually the goal. But you do want to be one of 

the others. M8R 

a. Jag tänker att man kanske gärna VILL vara på ett sätt. Man 

VILL ju inte riktigt vara elefanten i rummet. Även om det är 

förståeligt att det kan BLI så, så är det inte det som är målet 

för det mesta. Utan man vill ju vara någon av de andra. M8R 

29. I know, I want to be number one. Without a doubt. But when you 

talked about how competent [duktig] a number one was, I felt gosh, 

I’m not that competent. My immediate thought was that you [α], are 

clearly a one in this group. M8R 

a. Alltså jag vet ju, jag vill ju vara ettan. Utan tvekan. Men när 

du pratade om hur duktig en etta var så kände jag att nämen 

så duktig är inte jag. Min tanke var direkt att du [A] solklart 

är ettan i den här gruppen. M8R 

30. I think my colleague was very sensible, [when she said] it should be 

EASY to get a pass. It shouldn’t be a problem to pass when you go to 

middle school, in all subjects. I thought it was so nice to hear, that you 

shouldn’t FAIL them too quickly. M4B 

a. Min kollega tyckte jag var väldigt vettig, det ska vara LÄTT 

och få godkänt. Alltså det ska inte vara ett problem att få god-

känt när man går i mellanstadiet, i alla ämnen. Det tyckte jag 

var så skönt att höra, man ska inte FÄLLA dem för snabbt. 

M4B 
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31. We have a parallel class where the class teacher partly has a different 

philosophy than I have. It’s a bit old school with test questions. A lot 

of one-word answers, a short phrase or a sentence in order to get a 

pass on the question. Which I’m allergic to. I WANT constructive 

answers to all the questions I ask. M6Y 

a. Vi har ju en parallellklass där den klassläraren delvis har en 

annan filosofi än jag. Det är lite old school med provfrågor. 

Väldigt mycket svar med ett ord, en kort fras eller en mening 

för att du ska få godkänt svar på frågan. Vilket jag är allergisk 

mot. Jag VILL ha utvecklade svar på alla frågor som jag stäl-

ler. M6Y 

32. I’d say that the assessment process is the same as, for example, Swe-

dish. It’s about creating many opportunities for the student to show 

their knowledge and to be able to document this knowledge as a 

teacher so that he or she ultimately has a comprehensive assessment 

material. StS 

a. Jag skulle säga att bedömningsprocessen är lika som exem-

pelvis svenska. Det handlar om att skapa många möjligheter 

för eleven att visa sina kunskaper och att som lärare kunna 

dokumentera dessa kunskaper så att hen i slutändan sitter med 

ett allsidigt bedömningsmaterial. StS 

33. I think I’m a little tougher in Swedish in my assessment. M6G 

a. Jag tror att jag är lite tuffare i svenskan i min bedömning. 

M6G 

34. It’s easier, somehow. A language gets richer and better the older the 

student gets. A subject like history is more static and not as easy to 

assess because you have it so little in relation to the time in middle 

school and to English, which they have every week for six terms. 

Much more material to assess and that makes it easier to give fair 

grades/assessments. NS2 

a. Det är enklare, på nåt vis. Ett språk blir ju rikare och bättre ju 

äldre eleven blir. Ett ämne som historia är mer statiskt och 

inte lika lätt att bedöma eftersom man har det så pass lite i 

relation till tiden i mellanstadiet och till engelskan, som de 

har varje vecka i sex terminer. Mycket mer underlag att be-

döma och det gör det enklare att ge rättvisa betyg/bedöm-

ningar. NS2 

35. I think I’ve seen two kinds of teachers mainly. On the one hand, 

younger teachers who tie themselves in knots to follow the policy doc-

uments and who assess what SHOULD be assessed with validity, and 

then older teachers who have a system for how they assess, which is 

very systematic and which works, so they’re very reliable, but they 

don’t actually assess what it SAYS that we SHOULD assess. M3R 
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a. Jag tycker att jag har sett två sorters lärare främst. Dels yngre 

lärare som knyter knut på sig själva för att följa styrdokumen-

ten och bedöma det som SKA bedömas med validitet, och sen 

äldre lärare som har ett system för hur de bedömer, som är 

väldigt systematiskt och som fungerar, så de är väldigt reli-

abla, men de bedömer ju inte det som faktiskt egentligen 

STÅR att vi SKA bedöma. M3R 

36. I’ve been wondering if the curriculum is up to date with students’ lan-

guage development in English. It’s just a thought I have. English is 

growing in use. There are chat forums, bloggers and gamers. They’re 

exposed to English on so many fronts NOW, and I think a LOT has 

happened since 2011. LOTS. I make this claim and then anyone who 

wants can challenge me. M5Y 

a. Läroplaner och bedömning, jag funderar på om läroplanen är 

up to date med elevers språkutveckling i engelska? Det är 

bara en tanke som jag haft. Engelskan växer i användning. 

Det är chattforum, bloggare och gamers. Dom exponeras för 

engelskan på så många fronter NU, och jag tror att det har 

hänt VÄLDIGT mycket sen 2011. MASSOR. Jag påstår det 

så får den som vill säga emot. M5Y 

37. The requirements ARE terribly LOW, but I haven’t lowered my 

STANDARDS despite that, because I SEE a different overall picture. 

It’s not ENOUGH with what NAE demands, in today’s society. What 

are we supposed to DO? Well, to bring them up in OUR society, and 

it’s not really a foreign language. It IS a second language TO us, that 

we call FOREIGN. That’s why I don’t keep it so low, for the sake of 

the children, quite simply. M5B 

a. Kraven ÄR hemskt LÅGA, men jag har inte sänkt mina 

KRAV trots det utan jag SER en annan helhetsbild. Det 

RÄCKER inte med det här som Skolverket kräver, i dagens 

samhälle. Vad är det vi ska GÖRA? Jo, fostra dem in i VÅRT 

samhälle, och det är ju inte ett främmande språk egentligen. 

Det ÄR ett andraspråk FÖR oss, som vi kallar 

FRÄMMANDE. Därför lägger jag mig inte så lågt, för bar-

nens skull, helt enkelt. M5B 

38. I have more experience with assessment in other subjects and none in 

English and can therefore not comment on this. StS 

a. Har mer erfarenhet med bedömning i andra ämnen och ingen 

i engelska och kan därför inte uttrycka mig om detta. StS 

39. It’s a bit interesting because I feel that I have a lot of benefit from 

being a recently GRADUATED teacher, because it’s quite fresh in 

my memory. I see it in my older colleague who’s not as FAST. I think 

it’s easy to forget a lot of what to THINK about when you have a 

class. Because the day is what it is and it’s easy to teach in the same 
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way year in and year out. That you forget to take certain aspects into 

consideration. I’m not saying that you’re better as a novice, but you’re 

a bit controlled by the teaching from the university that this is what 

you should look at. M8G 

a. Det är lite intressant för jag känner att jag har väldig nytta av 

att vara nyEXAD i undervisningen, för jag har det rätt så 

färskt i minnet. Jag märker det på min äldre kollega som inte 

var lika SNABB. Jag tror att det är lätt att glÖMMA väldigt 

mycket av vad man ska TÄNKA på när man har en klass. För 

dagen ser ut som den gör och det är lätt att man undervisar på 

samma sätt från år till år. Att man glömmer att ta vissa 

aspekter i beaktande. Jag säger inte att man är bättre som ny-

exad, men man är lite styrd av undervisningen från universi-

tetet att det här ska ni titta på. M8G 

40. The written part of the national test requires very LITTLE for a pass. 

It made me insecure in my assessment and gave me perplexing 

[omtumlande] thoughts on the subject [English]. M1B 

a. Skriftliga delen av NP kräver väldigt LITE för godkänt. Det 

gjorde mig osäker i min bedömning och gav mig omtumlande 

tankar om ämnet. M1B 

41. But I felt that it was nice to have that [replacement test] as a basis. 

This is my first batch so it is somehow proof of how I have been teach-

ing. So I’ve been really nervous about how it will go. And so I cor-

rected the first part and felt like this; Hmm, maybe I’m not that stupid? 

It felt good. M7B 

a. Men JAG kände att det är skönt att få det [ersättningsprovet] 

som grund. Det här är min första kull så det är på nåt sätt bevis 

hur jag har undervisat. Alltså jag har på riktigt varit jättener-

vös för hur det ska gå. Och så rättade jag första delen och så 

kände jag såhär; Hmm, jag kanske inte är så dum? Det kändes 

skönt. M7B 

42. I recognise it very much. I also went from being confident, self-con-

fident in that the students have fun, they learn and I see that they learn. 

But now suddenly after assessing national tests, I became 

COMPLETELY unsure because I had too high REQUIREMENTS 

and set too LOW GRADES until I found my confidence again. M8B 

a. Jag känner igen mig jättemycket. Jag gick också från att vara 

säker, självsäker liksom på att eleverna har kul, de lär sig och 

jag ser att de lär sig. Men nu plötsligt efter rättning av nation-

ella prov blev jag HELT osäker för jag hade för höga KRAV 

och satte för LÅGA BETYG tills jag hittade min säkerhet 

igen. M8B 

43. After only working for a year, I’ve got a completely different attitude. 

You’re not at all as NEW anymore. I have actually started 
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REMINDING people: “You KNOW that I have only worked for six 

months?” Because when they say “You need to give this student this 

kind of extra material”, aa, of course I’d like to do that but I DON’T 

HAVE extra material like that. I haven’t WORKED long enough to 

collect it. It shows that they think I know more than I sometimes do. 

M6R 

a. Bara man har jobbat ett år så är det en helt annan attityd. Man 

är inte alls lika NY längre. Jag har faktiskt börjat PÅMINNA 

folk: ”Du VET att jag bara har jobbat i ett halvår?” För när de 

säger att ”Du behöver ge den här eleven ett sånt här extra-

material”, aa, jovisst det vill jag gärna göra men jag HAR 

inget sådant extra material. Jag har inte JOBBAT tillräckligt 

länge för att samla på mig det. Det MÄRKS, att de tror att jag 

kan mer än vad jag gör ibland. M6R 

44. It feels like there are demands from ALL sides. School management, 

parents, from everywhere. I have Year 4s, 5s and 6s and I’m worried 

about EVERYONE. Yes. It just feels TOO much [SVINtungt]. One, I 

want to change schools. Two, I don’t know if it’s the right profession 

[for me], so I don’t know if I should keep- [on]. M3B 

a. Det känns som att det är krav från ALLA håll. Skolledning, 

föräldrar, alla håll. Jag har fyror, femmor och sexor och jag 

är orolig för ALLA. Jo. Det känns SVINtungt bara. Jag vill 

typ, ett, jag vill byta skola, två, jag vill baa, alltså jag vet inte 

om det är rätt yrke, alltså jag vet inte om jag ska hålla- M3B 

45. I’m newly graduated, and I TEST a lot of stuff and the students know 

that. But sometimes it feels like the parents don’t understand that 

sometimes it can go wrong. I have received SO MUCH SHIT for the 

spelling mistakes that have occurred. They send such nasty emails like 

“What kind of teacher are you who misspells?” When you write so 

INFINITELY many documents, and it gets wrong sometimes. Are 

you completely nuts? I’ve got SO much shit so I have to say that I 

have lost a lot of my enthusiasm and willingness to do something. To 

do something FUN. Do parents never make mistakes in their work? 

M3B 

a. Jag är ju nyexad, och jag TESTAR en massa grejer och det 

vet ju eleverna. Men ibland känns det som att föräldrarna inte 

fattar att det ibland kan bli fel. Jag har fått SÅÅ MYCKET 

SKIT för de här stavfelen som har blivit. Men då skickar de 

sådana elaka mejl typ “Vad är du för någon lärare som stavar 

fel?” Alltså när man skriver så OÄNDLIGT många doku-

ment, och det blir fel ibland. Är ni helt kloka? Alltså jag har 

fått SÅ mycket skit så jag måste säga att jag har tappat väldigt 
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mycket av min glöd och vilja att göra någonting. Att göra nå-

got KUL. Gör föräldrarna aldrig några misstag i sitt jobb? 

M3B 

46. [About assessment by colouring in the digital platform] Not everyone 

is happy with that. But it’s there on behalf of the municipality or the 

organiser [huvudmannen], and you do the same in the whole munici-

pality. The problem with that, we think, is that you are judged and 

graded from and early, early age in a way. Getting green and red is 

the same as an A and an F. It’s exactly the same thing. And we try not 

to chase those markings [---]. But there ARE also all the knowledge 

requirements that you can tick off one by one if you want to, but no 

one does it until Year 6. You could say, we have a silent protest. M6G 

a. [Ang. färgsättning i Systemet] Det finns ju. Alla är inte så 

nöjda med det. Utan det finns ju där från kommunens, huvud-

mannens sida, och man gör likadant i hela kommunen. Det 

som är problemet med det tycker vi väl är att du blir bedömd 

och betygssatt redan från tidig, tidig ålder på ett sätt. Och få 

grönt och rött är ju samma som ett A och ett F liksom. Det är 

helt samma grej. Och vi försöker att inte jaga de markering-

arna mer än-, där går man lite mer på känsla till en början 

liksom. För, hur har du det just nu? Hur skulle du kunna klara 

dig sen? Men där fiNNS ju också alla kunskapskrav som man 

kan bocka av en och en om man vill, men det är ingen som 

gör det förrän i sexan. Vi motarbetar det i det tysta. Kan man 

väl säga. M6G 

47. We colleagues in middle school agreed that we don’t put anything 

over acceptable even though the system [the matrix in the digital plat-

form] has MORE than acceptable. M1B 

a. Vi kollegor i mellanstadiet kom överens om att vi sätter 

ingenting över godkänt trots att systemet har MER än godtag-

bara. M1B 

48. My colleague who has worked for quite some time is MUCH more 

black and white in the assessment. I think I’ve taken it to heart a bit 

because it mightn’t be such a good thing to be generous. M4Y 

a. Min kollega som har jobbat rätt länge är MYCKET mer svart 

och vit i bedömningen. Jag tror jag har tagit till mig det lite 

för det kanske inte är så bra att vara generös. M4Y 

49. I think I have become a LITTLE squarer [as an assessor] than I was 

before. I was VERY flexible and wanted EVERYONE to succeed and 

came up with stuff so that EVERYONE could show a good enough 

quality so that no one would get an F, but IT takes too much time and 

energy. […] Now I start from the knowledge requirements and design 

tasks to be assessed based on that MUCH, MUCH MORE and then I 

have matrices. And I’m a bit more rigid. It makes my life easier! M5B 
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a. Jag tycker att jag har blivit LITE fyrkantigare [som bedö-

mare], än vad jag var innan. Jag var VÄLDIGT flexibel och 

ville att ALLA skulle lyckas och hittade på grejer så att 

ALLA skulle kunna visa en tillräckligt bra kvalitet så att inte 

någon får F, men DET kostar alldeles för mycket. […] Nu 

utgår jag VÄLDIGT mycket från kunskapskraven och desig-

nar uppgifter som ska bedömas utifrån det MYCKET, mycket 

MER och så har jag matriser. Och så är jag lite fyrkantigare. 

Det underlättar mitt liv! M5B 

50. It is not MY task but the students MUST want something themselves, 

so I have transferred the RESPONSIBILITY and foster them so that 

THEY must WANT something. Then I give them the TOOLS so that 

they know clearly, that this is what I’ll look for, and this is what we’ve 

PRACTICED. So that I’m much CLEARER that it is THEIR respon-

sibility. And I wasn’t always before, because I thought the responsi-

bility was more MINE. M5B 

a. Det är inte MIN uppgift utan eleverna måste SJÄLVA vilja 

någonting, så jag har lagt över ANSVARET och fostrar dem 

så att DE måste VILJA någonting. Sen ger jag dem 

VERKTYGEN så att de vet tydligt, att det HÄR kommer jag 

titta efter, och det här har vi TRÄNAT på. Så att jag är mycket 

TYDLIGARE på att det är DERAS ansvar. Och det var jag 

inte alltid innan, för jag tyckte att ansvaret var mer MITT. 

M5B 

51. I feel like I’ve become a little MORE ANXIOUS in some way. That 

I’m not as sure that what I do, what I think and see is RIGHT. I 

thought things were so CRYSTAL CLEAR when I was newly gradu-

ated, I just went straight ahead. Then I felt that I was MORE stru-, 

lately it feels rather unstructured.M8G 

a. Jag känner att jag har blivit lite ÄNGSLIGARE på nåt vis. 

Att jag inte är lika säker på att det jag gör, att det jag tänker 

och ser är RÄTT. Jag tyckte det var så SOLKLART saker och 

ting när man som nyexad kom ut och körde. Då kände jag att 

jag var MER stru-, just nu den sista tiden känns det ostruktu-

rerat nämligen. M8G 

52. I think that if you’re very confident from the beginning, you’ll prob-

ably become a little less confident when you learn more and realise 

what gaps you have. M8R 

a. Jag tänker att om man är väldigt säker från början så blir man 

väl säkert lite mindre säker när man lär sig mer och inser vad 

man har för luckor. M8R 

53. I think it’s easier to assess than three years ago, for example. This 

class that I let go of this spring, it was a bit like now I’ve done a three-
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year round and now it’s time for the next three-year period. [This pe-

riod] has provided so much stability. M8G 

a. Jag tycker det är lättare att bedöma än för tre år sen exempel-

vis. Den här klassen som man släppte i våras, det var lite som 

att nu har jag gjort en treårig runda och nu är det dags för 

nästa treårsperiod. Att den har gett så väldigt mycket av en 

säkerhet. M8G 

54. [To] create teaching that results in new knowledge and is assessable 

at the same time. StS 

a. [Att] skapa undervisning som ger ny kunskap och samtidigt 

är bedömningsbart. StS 

55. When they split us [the faculty of teachers] up and we are going to 

have subject meetings, it is always MA/NO ONE, and so SW/SO, and 

then they add language a bit on the side. Which means that English is 

NEVER discussed. It is very much forgotten. M6R 

a. När de delar upp och vi ska ha ämneslagsträffar så är det alltid 

ma/no ETT, och så sv/so, och så lägger de till lite fint såhär, 

språk på sidan. Vilket gör att engelska diskuteras ALDRIG. 

Det är väldigt bortglömt. M6R 

56. I think lower requirements are positive from a teaching perspective 

where you get the opportunity to go the whole hog and try different 

things. You get so many attempts. It is much easier in a way to find 

SUCCESS. Mathematics, for example, is VERY categorical. You 

have five abilities that you must test and you have a number of 

knowledge requirements that are more or less carved in stone. You 

can’t avoid it. It’s not possible. It’s a little awkward that way. And 

NO [natural sciences] is again based more on a little, you have the 

OPPORTUNITY to be creative, or you can choose to be a little rigid. 

And in Swedish, the requirements are tougher. They are. To reach 

goal fulfilment. M6Y 

a. Lättare krav tycker jag är positivt ur undervisningsperspektiv 

där du har möjlighet att ta ut svängarna och prova lite olika. 

Du får så många försök. Det är mycket enklare på sätt och vis 

att hitta FRAMGÅNG. Matematik till exempel är ju JÄTTE-

kategorisk. Du har fem förmågor som du ska pröva och du 

har ett antal kunskapskrav som är mer eller mindre ristade i 

sten. Du kryper inte ur det. Det går inte. Det är lite oskönt på 

det sättet. Och NO bygger igen mer på lite-, du har 

MÖJLIGHET att vara kreativ, eller du kan välja att vara lite 

stelbent. Och i svenskan där är kraven tuffare. Det är de. Att 

nå just måluppfyllelsen. M6Y 

57. I think it’s all about the requirements. Since it’s not a first language, 

you have lower REQUIREMENTS and you will be happy with what 

you [see them] succeed with. While in Swedish there you are expected 
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to know, because you live in Sweden and then you have much higher 

requirements: “Oh, why didn’t you know this? You should be able to 

do that”. M6R 

a. Jag tänker kan det ha och göra med kraven. Eftersom det inte 

är ett förstahandsspråk har man lägre KRAV och blir man 

glad för det som man lyckas med. Medan i svenska där för-

väntas man kunna för att man bor i Sverige och då har man 

mycket högre krav: ”Oj, varför kunde du inte det här? Det 

borde du kunna”. Nämen jag vet inte. M6R 

58. That there is such a big difference in students’ knowledge depending 

on what language acquisition they have outside school hours. Some 

students start from scratch when they start studying English, others 

experience English-language elements of music, film, TV and games 

in their free time. The differences in levels can be very big. NS1 

a. Att det är så stor skillnad på elevers kunskaper beroende på 

vilken inhämtning av språket de har utanför skoltid Vissa ele-

ver startar från noll när de börjar studera engelska, andra kon-

sumerar engelskspråkiga inslag av musik, film, TV och spel 

jämt på fritiden. Nivåskillnaderna kan bli väldigt stora. 

59. Students often think it is a fun subject, you can do fun tasks with them, 

which means that the assessment can be fun. StS 

a. Eleverna tycker ofta det är ett roligt ämne, man kan göra ro-

liga uppgifter med dem, vilket innebär att bedömningen kan 

bli rolig. 

60. It’s noticeable, I think, these students who think that school is 

DIFFICULT. They brighten UP in English. They do something good 

or get a good result back on the vocabulary [test] or do a listening 

exercise and understand it very quickly or that they raise their 

HANDS very, very often and WANT to talk. It turns out when I talk 

to my colleagues that they don’t do that at all in other subjects. They 

have difficulties in some other subjects. So it’s interesting, I think. 

M1R 

a. Det märks, de här eleverna tycker jag som tycker att skolan 

är SVÅR. De lyser UPP på engelskan. De gör någonting bra, 

eller får ett bra resultat tillbaka på glosorna eller gör en höröv-

ning och uppfattar den väldigt snabbt eller att de räcker upp 

HANDEN väldigt väldigt mycket och VILL prata. Det visar 

sig när jag pratar med mina kollegor att de gör inte ALLS så 

i andra ämnen. De har svårt i vissa andra ämnen. Så det är 

intressant, tycker jag. M1R 

61. Maths feels like black or white, but there are other abilities and so on. 

It feels very precise and you test them quite often. Then I also think 

that English is easier to assess than Swedish. Well, the requirements 

are a little lower, I don’t know, but Swedish felt like a LOT to assess. 
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Lots of details made it feel difficult. Then I probably agree with this 

about SO [social study subjects], which is even more fuzzy. What to 

assess and HOW, it’s difficult. M6G 

a. Matten känns liksom svart eller vitt, men det är andra för-

mågor och sådär också. Den känns väldigt tydlig och man tes-

tar ju ganska ofta. Sen tyckte jag också att engelskan var lät-

tare och bedöma än svenskan. Jamen att det var lite lägre 

krav, jag vet inte, men svenskan kändes som väldigt 

MYCKET man ska bedöma. Mycket detaljer så att det kändes 

svårt. Sen håller jag nog med det här med SOn som är ännu 

luddigare vad man ska bedöma och HUR, nej det är svårt. 

M6G 

62. I’ve assessed so little in English that I have a hard time comparing, 

but I think I like to give joy assessments in English to encourage the 

joy of language. I probably wouldn’t do it in the same way in Swedish 

and SO. StS 

a. Har bedömt såpass lite i engelska att jag har svårt att jämföra, 

men jag tror att jag gärna ger glädjebedömningar i engelska 

för att uppmuntra språkglädjen. Det skulle jag nog inte göra 

på samma sätt i svenska och SO. StS 

63. It’s very difficult to measure someone’s ambition, but you can feel it 

in your heart when you look at those who are so sad and all you want 

is just to push the grade up a bit. I don’t know, I’m thinking of coun-

tries that assess with behaviour as a basis. You would like to be able 

to include this in some way sometimes. M3R 

a. Det är jättesvårt att mäta någons ambition, men det känns så 

i hjärtat när man ser på de här hur de sitter och är så ledsna 

och allt man vill är bara att putta upp betyget lite. Jag vet inte, 

jag tänker på länder som betygssätter med uppförande som 

grund. Man skulle vilja kunna räkna in det här också på något 

sätt ibland. M3R 

64. In English, I think it’s important to let students show their knowledge 

in several different ways. I think that English makes it possible more 

than many other subjects, for example regarding aesthetic learning 

processes. StS  

a. I engelska tycker jag att det är viktigt att låta elever visa sina 

kunskaper på flera olika sätt. Jag tycker att engelskan möjlig-

gör det mer än många andra ämnen, exempelvis gällande este-

tiska lärprocesser.  

65. The good thing about English is that even though you have very little 

teaching time, you can do many different exercises that promote self-

confidence and motivation. This leads, [in my experience] in turn to 

the fact that you can see that the students spend a lot of time absorbing 

knowledge even outside school lessons. NS2 
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a. Det tacksamma med engelska är att man trots att man har 

mycket minde undervisningstid kan många olika övningar 

som främjar självförtroende och motivation. Detta leder (upp-

lever jag) i sin tur att man kan se att eleverna lägger ner 

mycket tid på att ta till sig kunskaper även utanför skolans 

lektioner. NS2 

66. This [uncertainty] is really, really only in English because I’m a 

COMPLETELY different assessor in English than in the other sub-

jects [SW and SO]. I find it very difficult to know if it’s a fair assess-

ment, but it may also be because I don’t have the SUPPORT I want. I 

really am all by MYSELF. M4R 

a. […] Det här är verkligen egentligen bara engelska för jag är 

en HELT annan bedömare i engelska än i de andra ämnena 

[SV och SO]. Jag har jättesvårt att veta om det är en rättvis 

bedömning, men det kan ju också vara för att jag inte har den 

STÖTTNINGEN som jag önskar. Jag sitter ju verkligen 

SJÄLV. M4R 

67. But English, it doesn’t feel as harsh. You should, of course, look for 

what the students KNOW, not what they don’t know. I do this more 

in English than in Swedish, for example. M6R 

a. Men engelskan, det känns inte lika hårt. Man ska ju priMÄRT 

leta efter det eleverna KAN, inte det de inte kan. Det gör jag 

mer i engelskan än i till exempel svenskan. M6R 

68. It’s rather fun with languages. You can hear how Spanish, French, the 

TONE is. How it sounds. We go around here and fool our students, 

me and another [teacher]. You can sound very proficient [even though 

it is gibberish]. It might at least result in letting go of this feeling of 

being proper when speaking a language. That you get to joke about it 

a little. M4G 

a. Det är ganska kul med språk. Man hör ju hur spanska, franska 

alltså TONEN. Hur det låter. Vi går runt här och lurar våra 

elever, jag och en annan. Man kan ju låta väldigt duktig, men 

det kanske släpper i alla fall lite på det här med att inte vara 

så präktigt att tala språk, att man får skoja lite. M4G 

69. I also take up loanwords, mostly French loanwords, as I KNOW a 

little French. Sometimes I use some Danish, but I don’t know if I do 

it specifically in English. The students themselves sometimes tell me 

what things are called in Albanian or Greek. They’re not ashamed of 

their languages. In any case, I’ve managed to build that atmosphere, 

to see multilingualism as a strength. I’m quite proud that I’ve suc-

ceeded with that anyway. M4Y 

a. Jag tar också upp låneord, mest franska låneord, då jag KAN 

lite franska. Ibland kör jag in lite danska, men jag vet inte om 

jag gör det specifikt på engelskan. Eleverna själva brukar 
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ibland berätta amen det HÄR heter det på albanska eller gre-

kiska. De SKÄMS inte över sina språk. DEN stämningen har 

jag i alla fall lyckats bygga upp, att de ser flerspråkighet som 

en styrka. Det är jag ganska stolt över att jag har lyckats med 

i alla fall. M4Y 

70. Most [of the students who speak better English than Swedish] have 

another mother tongue, but there are exceptions. Someone who plays 

a lot of games, for example, and speaks a lot of English at home just 

because it’s fun. But otherwise, many have another mother tongue, 

not English, but that is the stronger language. M1G 

a. De flesta [av eleverna som pratar bättre engelska än svenska] 

har ett annat modersmål, men det finns undantag. Någon som 

spelar mycket spel tex, och pratar väldigt mycket engelska 

hemma bara för att det är kul. Men annars är det många som 

har ett annat modersmål, dock inte engelska, men det är det 

som är det starkare språket. M1G 

71. I also noticed it when we changed teaching materials and the instruc-

tions were in English all of a sudden. Many of my students thought it 

was a real pain in the ass, but I have noticed that it evens out the con-

ditions in some way. Almost half of my class doesn’t have Swedish 

as their first language and I think they’ve benefited from it. M4R 

a. Jag märkte det också när vi bytte läromedel när instruktion-

erna var på engelska helt plötsligt. Det tyckte jättemånga av 

mina elever var skitjobbigt, men jag har märkt att det jämnar 

ut villkoren på något sätt. Nästan halva min klass har inte 

svenska som första språk och jag tycker de har lyft med det. 

M4R 

72. I have a lot of multilinguals, but I haven’t really used it in English 

because they are so good at English at the same time. I have many 

Persians who are very good at English. Some Somalis who seem to 

be BETTER in English than Swedish for some unknown reason. But 

it’s not the case that multilingualism has generated more resources, 

really. It’s rather English that has become the resource in more sub-

jects. And if you group them together, they speak English during other 

subjects as well. That’s all right. But English is also my language re-

ally because I’ve learnt English all my life. But it is also the ONLY 

one. So I don’t much understand other languages and haven’t made 

use of it. M4G 

a. Jag har väldigt många flerspråkiga, men jag har inte riktigt 

använt det på engelskan för de är så himla bra på engelska 

samtidigt. Jag har många persiska som är jättebra på engelska. 

En del somaliska som liksom är BÄTTRE på engelska än 

svenska av outgrundliga anledningar. Men det är inte så att 

det har blivit mer resurs, den flerspråkigheten riktigt. Det är 
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snarare engelskan som har blivit resursen i fler ämnen. Och 

gruppar man ihop dem pratar de engelska på andra ämnen 

också. Det är helt okej så. Men engelskan är också mitt språk 

egentligen för jag har läst engelska hela livet. Men det är 

också det ENDA. Så jag fattar ju inte så mycket annat språk 

och har inte använt mig av det heller riktigt. M4G 

73. I don’t work very consciously with EMPHASISING multilingualism. 

But it has come up as SMALL words as you try to find connections 

between different languages. It comes quite naturally, well how do 

you say it in other languages? Is it similar? It probably comes MOST 

from the children, and that’s wonderful. Then they want me to say 

words in MY home language or other languages that I have learned. 

They think it’s GREAT fun. You almost have to STOP them a bit 

because it becomes a bit of a game. M4B 

a. Jag jobbar inte särskilt medvetet med just att LYFTA fler-

språkighet. Men det har ju kommit upp som SMÅord som 

man försöker hitta samband mellan olika språk. Det kommer 

ganska naturligt, jamen hur säger man på andra språk? Är det 

ganska likt? Det kommer nog MEST från barnen, och det är 

ju en härlighet i så fall. Sen vill de gärna att jag ska säga ord 

på MITT hemspråk eller andra språk som jag har lärt mig. Det 

tycker de är JÄTTEkul. Men man får nästan stOPPA dem lite 

grann för det blir lite av en lek. M4B 

74. I’ve got multilingual students who I thought would do well in English, 

but it turned out that they really only had everyday English they use 

with their friends and family. They didn’t have any school English 

and their spelling was POOR. So the expectations I had were com-

pletely wrong. Whereas I have someone else who is multilingual who 

is SUPER proficient. Someone who isn’t multilingual who is VERY 

proficient. Someone who doesn’t know English at all who is not mul-

tilingual. I haven’t noticed a huge difference in them what it’s like 

being multilingual and learning English. M4B 

a. Jag har flerspråkiga elever som jag trodde skulle lyckas bra 

med engelska, men det visade sig att de egentligen bara hade 

vardags-engelskan som de har med sina vänner och familj. De 

hade inte skolengelskan och deras stavning var ju KASS. Så 

de förväntningar jag hade var ju helt fel. Medan jag har någon 

annan som är flerspråkig som är SUPERduktig. Någon som 

inte är flerspråkig som är JÄTTEduktig. Någon som inte 

ALLS kan engelska som inte är flerspråkig. Jag har inte 

MÄRKT en jätteskillnad på dem hur det är att vara flersprå-

kig och hur man lär sig engelska med det då. M4B 

75. I’ve two students who speak English [native speakers] in my class, 

and one doesn’t know English grammar in the same way as the other. 
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I have never experienced this before that it’s just like with Swedish 

students who have difficulty with grammar. I have always thought 

that those who speak English know, like EVERYTHING, but they 

DON’T. It was a eureka moment. M6G 

a. Jag har två elever som är engelsktalande i min klass, och den 

ena kan inte engelsk grammatik på samma sätt som den andra. 

Det har jag aldrig upplevt tidigare, att just det, det är precis 

som med svenska elever som har svårt med grammatik. JAG 

har alltid tänkt att de som är engelsktalande kan liksom 

ALLT, men det KAN de ju inte. Det var en ahaupplevelse. 

M6G 

76. It is more difficult to assess in a language that is not even your mother 

tongue. Both for the student and for me. How to give feedback so that 

the student understands? All other subjects are assessed in Swedish. 

StS 

a. Det är svårare att bedöma i ett språk som inte är ens moders-

mål. Både för eleven och för mig. Hur ska man ge feedback 

så att eleven förstår? Alla andra ämnen bedöms på svenska. 

77. One thing that I thought of in the current [discussion on] multilingual-

ism, is that I’ve had translation of a text as homework. [In the instruc-

tion] I’d written “translate into Swedish or another language”, because 

I don’t think it matters so much which language it is translated INTO. 

But then they have translated orally, for an adult, so I haven’t been 

able to check afterwards… M4R 

a. En grej som jag kom och tänka på nu gällande flerspråkighet 

är att jag har haft som läxa att man ska översätta en text. Då 

har jag skrivit översätt till svenska eller ett annat språk, för 

jag tänker, att det spelar inte så stor roll vilket språk det över-

sätts TILL. Men då har de översatt muntligt, för en vuxen, då 

har jag inte kunnat kolla upp i efterhand … M4R 

78. I had ONE student in Year 5 that I was absolutely sure spoke English 

at home. Then we had performance reviews and it turned out that the 

father couldn’t even speak English. This guy speaks BEAUTIFUL 

English which means he has learned it only through his internet pres-

ence. So we had to change the teaching of Swedish for him so that he 

uses the same resources when he learns Swedish now. Because 

THERE he’ll fall behind otherwise. So he learns via films and games 

in Swedish instead. It works better. So it’s exciting how they pick up 

things. M4G 

a. Jag hade EN elev i femman som jag var helt säker på pratade 

engelska hemma. Sen hade vi utvecklingssamtal och då vi-

sade det sig att pappan inte kunde engelska ens. Den här killen 

pratar SUPERFIN engelska vilket innebär att han har lärt sig 

det bara genom sin internetnärvaro. Så vi fick lägga om 
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svenskunder-visningen till honom så att han använder sig av 

samma medel när han lär sig svenska nu. För DÄR halkar han 

efter annars. Så han läser via film och spel på svenska istället. 

Det funkar bättre. Så det är spännande hur de snappar åt sig. 

M4G 

79. I think in retrospect that you can still feel a bit proud that you survived 

your first year at all, with all your sanity intact. M5B 

a. Jag tror såhär i efterhand att man kan känna sig lite stolt ändå 

att man överlevde sitt första år över huvud taget, med hela sitt 

förstånd i behåll. M5B 
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11.4 Glossary  

Accountability: in regards of assessment in this text, refers to teachers’ need 

to be able to justify, clarify and substantiate their assessments to stakeholders 

such as students, caregivers, principals, the NAE and the Inspectorate. 

 

Assessment: in this thesis means the wide range of methods for evaluating 

student performance and competence, including formative, summative, peer 

and self-assessment. 

 

Assessment identity: used rather than assessor identity as the connotations to 

the latter go to the field of quantitative rater evaluations, while the first point 

towards a more holistic view of all the assessment practices that teachers are 

engaged in daily. 

 

Caregiver: used instead of parent in order to avoid connotations to a set fam-

ily structure, although when participants have used the term parent it has been 

kept in excerpts.  

 

Competence: used in this thesis when denoting a wider understanding of 

knowledge as knowledge of something. 

 

English as a foreign language, EFL: learning English in a non-English-

speaking country. 

 

Equality: is treating everyone the same. Equality aims at promoting fairness, 

but it can only work if everyone starts from the same place and needs the same 

help. Equality is used by the NAE, although nowadays the word equity is used 

for denoting fairness by compensating for original inequality. 

 

Feedback or feedforward: involves providing information and understand-

ing about the tasks that make a difference in light of what the student already 

understands, misunderstands and constructs. 

 

Foreign language: a language learnt in a context where that language does 

not occur naturally. See EFL= English as a foreign language, the teaching of 

English in a non-English-speaking region. 

 

Formative assessment: also called assessment for learning is a combination 

of formal and informal assessment practices that are used by the teacher during 

the process of learning in order to shape and improve student attainment. 

 

Grade and mark: are used interchangeably in the English-speaking world, 

although a history can be traced of “grade” being more common in American 
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English and “mark” more common in British English. For the purpose of this 

project mark is meant to be a level of achievement against specified criteria 

for an individual assessment item, while grade is understood as an overall 

level of achievement for a course of study, usually determined by combining 

the marks of the individual assessment items which make up the course. In 

this text grading is most commonly used, which means the work teachers do 

at the end of each term when weighing together all the examples and observa-

tions of students’ achievement, matching that information with the levels in 

the curriculum, and publish that summative information as a grade. 

 

Home language: the language, or variety of a language, that is most com-

monly spoken by the members of a family for everyday interactions at home. 

It can also be called family language or the language of the home. 

 

Knowledge: used in this thesis mostly in the context of the knowledge re-

quirements of the syllabus, i.e., for specific knowledge of something. 

 

L1, first language: stands, in this thesis, for mother tongue, native language, 

and/or heritage language. 

 

L2, second language: any language learned after the first. 

 

Language transfer: also known as L1 interference, linguistic interference, 

and crosslinguistic influence, is the application of linguistic features from one 

language to another by a bilingual or multilingual speaker. 

 

Language repertoire: means a group of language varieties, registers, dialects, 

styles, accents, etc, that are used in the speaking and writing practices by an 

individual or community. 

 

Mother tongue: generally, refers to a person’s first language, i.e., a language 

learned from birth. The label is challenged because it gives outdated priority 

to one gender and parent, and because speakers may, have more than one lan-

guage from start. Nevertheless, Mother Tongue Tuition is the name of the 

school subject in the curriculum. The participants also use mother tongue 

when referring to their students’ first languages. 

 

Multilingual: mainly used in policy documents and entails linguistic diversity 

on a society level as well as it means multiple languages. 

 

Multilingualism: the ability of an individual speaker or a community of 

speakers to communicate effectively in three or more languages. 
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Native speaker: in language studies is a term used for a person who speaks 

or writes using his or her native language, or mother tongue, although contro-

versial. From a traditional point of view the language of a native speaker is 

determined by birthplace in contrast to a non-native speaker. Linguist Braj 

Kachru identifies native speakers of English as those who have grown up in 

the “Inner Circle” of countries—Britain, America, Canada, Australia, and 

New Zealand. 

 

Novice teacher: in this text is a teacher with no more than three years of 

teaching experience after graduation. 

 

Peer-assessment: a collaborative learning technique where students evaluate 

their peers’ work and have their work evaluated by peers. As a learning tool it 

has the potential to generate new ideas and strategies for improvement.  

 

Performance review: or parent-teacher conference is a meeting where the 

development of the student’s knowledge and skills are discussed between the 

teacher, caregiver and student, once a term. 

 

Plurilingual: sometimes used when referring to a person’s use of multiple 

languages in everyday life. 

 

Scaffolding: occurs when teachers provide successive levels of temporary 

support that help students reach higher levels of comprehension and skill ac-

quisition that they would not be able to achieve without assistance. In second 

language acquisition, the support may come from a more competent conver-

sation partner in the form of expansions, interpretations and reformulations. 

 

Self-assessment: when students describe and value the qualities of their own 

learning processes and results. 

 

Student teacher: used for teachers before graduation. In this text the synonym 

pre-service teacher is only used together and in contrast with in-service 

teacher. 

 

Summative assessment: also called assessment of learning as it is used at a 

particular point of time to summarise the students’ development. 

 

Target language: the language that is being learned. 
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