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What Do Teacher Candidates Know 
About Large-Scale Assessments? 

What Should They Know? 

As states and provinces develop large-scale assessment programs linked to their curricula, 
teachers are increasingly expected to interpret the assessment results and to explain them to 
parents. The challenge for teachers is especially great in Ontario, which began developing an 
assessment program in 1996 after almost three decades without provincially mandated 
testing. Three hundred and sixty teacher candidates completed a questionnaire on their 
knowledge about, exposure to, and opinions of the assessments. Many teacher candidates held 
strong views, often negative, about the assessments. Even those ivho had little exposure to or 
knoivledge of the assessments held predominantly negative opinions. 

Dans un contexte où les états et les proi'inces développent des programmes d'évaluation à 
grande échelle liés à leurs curriculums, on s'attend à ce que les enseignants interprètent les 
résultats de ces évaluations et qu'ils les expliquent aux parents. Le défi se pose tout particu­
lièrement pour les enseignants en Ontario où l'on a entamé le développement d'un pro­
gramme d'évaluation en 1996 après presque trente ans d'absence d'évaluations imposées par 
la province. Trois cent soixante stagiaires ont complété un questionnaire portant sur leurs 
connaissances et leurs avis des évaluations, ainsi que sur le contact qu'ils avaient eu avec de 
tels examens. Plusieurs d'entre eux ont exprimé des opinionsfermes, et souvent négatives, au 
sujet des évaluations. Même ceux ayant peu de connaissances ou de contacts liés aux 
évaluations ont exprimé des avis surtout négatifs. 

A c r o s s N o r t h A m e r i c a a n d i n d e e d t h r o u g h o u t the w o r l d , the past t w o decades 
h a v e seen i n c r e a s i n g e m p h a s i s o n the assessment a n d e v a l u a t i o n of e lementary 
a n d s e c o n d a r y school s tudents . F o r t y - n i n e of the 50 U n i t e d States a n d f ive of 
the 10 C a n a d i a n p r o v i n c e s n o w h a v e centra l ly m a n d a t e d test ing i n the e l e m e n ­
tary grades ( C h i l d s , Jac iw, & S c h n e i d , 2002); even m o r e require test ing i n the 
s e c o n d a r y grades . In a s u r v e y of 20 countr ies outs ide N o r t h A m e r i c a , P h e l p s 
(2000) f o u n d that 18 ( a m o n g t h e m C h i n a , E n g l a n d , S p a i n , a n d S w e d e n ) h a d 
increased large-scale tes t ing b e t w e e n 1974 a n d 1999; o n l y A u s t r a l i a a n d Greece 
h a d r e d u c e d test ing. 
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Large-Scale Assessments 

Large-sca le assessments t y p i c a l l y y i e l d s tudent scores that are reported to 
parents a n d to schools . Teachers are increas ingly expected to interpret these 
results , reconci le t h e m w i t h their c l a s s r o o m observat ions a n d report card 
m a r k s , a n d e x p l a i n t h e m to parents . 

U n f o r t u n a t e l y , research has d e m o n s t r a t e d repeatedly that teachers' u n d e r ­
s t a n d i n g of issues i n assessment is often l i m i t e d (Black, 1994; G i p p s , B r o w n , 
M c C a l l u m , & M c A l i s t e r , 1995). Teachers n e e d s u p p o r t to u n d e r s t a n d a n d w o r k 
w i t h large-scale assessments. T h e y need suff ic ient t r a i n i n g to be able to assess 
c r i t i c a l l y the weaknesses a n d strengths of the assessments, to a d o p t a p p r o p r i ­
ate strategies to prepare their s tudents for the assessments, a n d to u n d e r s t a n d 
w h a t in terpre ta t ions of the results are a p p r o p r i a t e . F u r t h e r m o r e , they need to 
be able to d i scuss k n o w l e d g e a b l y their interpretat ions a n d dec is ions w i t h the 
parents of their s tudents . 

P r e p a r i n g teachers—and espec ia l ly teacher c a n d i d a t e s — t o cope w i t h n e w 
large-scale assessments is a n i m p o r t a n t chal lenge. In this article w e discuss 
w h a t teacher candidates s h o u l d k n o w a n d w h a t they d o k n o w about O n t a r i o ' s 
assessment p r o g r a m . First , h o w e v e r , w e describe the context of large-scale 
assessment i n O n t a r i o . 

Ontario's Large-Scale Assessment Program 
T h e E d u c a t i o n Q u a l i t y a n d A c c o u n t a b i l i t y Of f i ce ( E Q A O ) w a s establ ished i n 
1996 b y the O n t a r i o g o v e r n m e n t to "assure greater accountabi l i ty a n d contr ib ­
ute to the e n h a n c e m e n t of the q u a l i t y of e d u c a t i o n i n O n t a r i o " ( f rom E Q A O ' s 
m i s s i o n statement) . E Q A O d e v e l o p s a n d adminis te rs p r o v i n c e - w i d e assess­
m e n t s i n selected grades . 

S ince 1996 the O n t a r i o M i n i s t r y of E d u c a t i o n , w h i c h f u n d s E Q A O , has also 
i m p l e m e n t e d a n e w c u r r i c u l u m for e lementary a n d secondary school s tudents 
a n d m a n d a t e d the use of a n e w P r o v i n c i a l R e p o r t C a r d . T h e n e w report card 
requires teachers to repor t separately o n (a) ach ievement of c u r r i c u l u m expec­
tat ions a n d (b) d e v e l o p m e n t of l e a r n i n g s k i l l s ( O n t a r i o M i n i s t r y of E d u c a t i o n 
a n d T r a i n i n g , 1998). T h e i n f o r m a t i o n to be reported is , n a t u r a l l y , based o n the 
results of teachers ' c l a s s r o o m assessments ( ranging f r o m f o r m a l tests to i n f o r ­
m a l observat ions of s tudents) . The E Q A O assessments a n d the report cards 
(ref lect ing teacher assessments) are a l i g n e d to the same r e p o r t i n g categories. 
T h e use of c o m m o n r e p o r t i n g categories be tween the assessments a n d the 
report cards m a k e s it c r i t i ca l ly i m p o r t a n t that teachers i n O n t a r i o u n d e r s t a n d 
the p r o v i n c i a l assessments a n d h o w they are d e s i g n e d to d i f fe r f r o m , but 
in f luence c l a s s r o o m assessment. 

C u r r e n t l y , O n t a r i o has f o u r large-scale assessments: 
• G r a d e 3 A s s e s s m e n t of R e a d i n g , W r i t i n g a n d M a t h e m a t i c s (first a d ­

m i n i s t e r e d i n A p r i l 1997); 
• G r a d e 6 A s s e s s m e n t of R e a d i n g , W r i t i n g a n d M a t h e m a t i c s (first a d ­

m i n i s t e r e d i n M a y 1999); 
• G r a d e 9 A s s e s s m e n t of M a t h e m a t i c s (first a d m i n i s t e r e d i n January 2001); 
• O n t a r i o S e c o n d a r y S c h o o l L i te racy Test (first a d m i n i s t e r e d i n October 

2000). 
A l l s tudents i n the targeted grades are tested each year. 

T h e assessments i n grades 3, 6, a n d 9 p r o v i d e results o n a 1-4 scale, w i t h 4 
i n d i c a t i n g the h ighest l eve l of mastery of the c u r r i c u l u m ; 3 is the " p r o v i n c i a l 
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s t a n d a r d . " T h e l i teracy assessment is a re q ui rement for h i g h s c h o o l g r a d u a t i o n 
b e g i n n i n g w i t h the 2001-2002 grade 10 class. That assessment is scored 
p a s s / f a i l . 

T h e E Q A O assessments i n c l u d e three types of i tems: m u l t i p l e choice , short 
a n s w e r , a n d e x t e n d e d cons t ruc ted response. In a d d i t i o n , some of the assess­
ments h a v e a n inves t iga t ions c o m p o n e n t i n w h i c h s tudents p e r f o r m m o r e 
c o m p l e x act ivi t ies . T h e i tems t h r o u g h o u t the assessments for grades 3 a n d 6 
refer to c o m m o n themat ic mater ia l s that are p r o v i d e d w i t h the test. 

E Q A O p r i n t s a n d d is t r ibutes the assessments, w h i c h are a d m i n i s t e r e d b y 
teachers i n the i r o w n c lassrooms . Teachers are h i r e d to d o the m a r k i n g , w h i c h 
takes place d u r i n g the s u m m e r for m o s t of the assessments. The teachers are 
t r a i n e d i n the m a r k i n g p r o c e d u r e s a n d then m a r k the assessments i n t w o - or 
three-week shif ts . 

A f t e r the m a r k i n g is c o m p l e t e d , E Q A O collects a l l the i n f o r m a t i o n a n d 
creates repor ts for i n d i v i d u a l s tudents , schools , boards , a n d for the p r o v i n c e as 
a w h o l e . B a s e d o n h i s or her w o r k o n an E Q A O assessment, a s tudent is j u d g e d 
to be p e r f o r m i n g i n one of f o u r p e r f o r m a n c e levels (except for the l i teracy test, 
w h i c h is m a r k e d pass/fa i l ) . 

A l t h o u g h there are s i m i l a r i t i e s b e t w e e n the current p r o v i n c i a l assessment 
a n d the p e r f o r m a n c e - b a s e d , c u r r i c u l u m - l i n k e d assessments u s e d i n m a n y 
other j u r i s d i c t i o n s , the h i s t o r y of tes t ing i n O n t a r i o is di f ferent f r o m that i n the 
U S a n d other countr ies : w h e r e a s m o s t jur i sd ic t ions h a v e h a d large-scale test ing 
c o n t i n u a l l y for decades , O n t a r i o has o n l y recently created a n e w test ing p r o ­
g r a m after n e a r l y 30 years w i t h o u t one. T h i s test ing h i s t o r y has h a d a n enor­
m o u s effect o n h o w the p u b l i c a n d teachers h a v e rece ived, u n d e r s t o o d , a n d 
v i e w e d the n e w assessments. 

T h e n e w tes t ing p r o g r a m is not O n t a r i o ' s f irst . O n t a r i o ' s u n i v e r s a l , free a n d 
c o m p u l s o r y e d u c a t i o n s y s t e m w a s establ ished i n 1871 u n d e r the Free Schools 
A c t . T h e f irst p r o v i n c i a l l y m a n d a t e d s t a n d a r d i z e d assessment, a cer t i f i ca t ion 
test for teachers, a lso a p p e a r e d that year . In 1873, a n Entrance E x a m i n a t i o n for 
h i g h s c h o o l w a s m a n d a t e d . T h a t e x a m c o n t i n u e d u n t i l 1949, a l t h o u g h s tar t ing 
i n 1923 s tudents c o u l d enter h i g h s c h o o l o n a p r i n c i p a l ' s r e c o m m e n d a t i o n 
ins tead of t a k i n g the e x a m . 

In 1891 the U n i v e r s i t y M a t r i c u l a t i o n exams (later c a l l e d Depar tmenta l s ) 
w e r e a d d e d . These exams c o n t i n u e d as a r e q u i r e m e n t for u n i v e r s i t y entrance 
u n t i l 1967, w h e n they w e r e f i n a l l y a b a n d o n e d because " the r i s i n g n u m b e r of 
candidates h a d m a d e i t a l m o s t i m p o s s i b l e to comple te m a r k i n g i n t i m e for the 
u n i v e r s i t i e s to assess a d m i s s i o n a p p l i c a t i o n s a d e q u a t e l y " ( G i d n e y , 1999, p . 68). 
S ince 1967 u n i v e r s i t y entrance has been based o n teachers' m a r k s . 

F r o m 1967 u n t i l 1997, except for the P r o v i n c i a l R e v i e w s a n d other oc­
cas iona l assessments i n t e n d e d to assess c u r r i c u l u m coverage a n d a d m i n i s t e r e d 
to a s a m p l e of s tudents , l i t t le large-scale assessment w e n t o n i n O n t a r i o . T h e 
E Q A O assessments, therefore, are the first p r o v i n c i a l assessments i n 30 years 
w i t h rea l i m p l i c a t i o n s for i n d i v i d u a l s tudents , teachers, schools , a n d boards . 

T h e recent changes i n tes t ing present chal lenges for a l l O n t a r i o teachers, b u t 
p a r t i c u l a r l y for n e w teachers. M o s t teacher candidates are too y o u n g to h a v e 
a n y m e m o r y of large-scale assessment i n O n t a r i o . In a d d i t i o n , most are enter­
i n g the p r o g r a m d i r e c t l y f r o m u n d e r g r a d u a t e s tudies . T h i s means that m a n y of 
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the s tudents i n the teacher e d u c a t i o n class of 2001 g r a d u a t e d f r o m h i g h s c h o o l 
i n 1996. S ince 1996 O n t a r i o has i n t r o d u c e d a n e w c u r r i c u l u m , a n e w p r o v i n c i a l 
repor t c a r d , a n d the n e w p r o v i n c i a l assessments. 1 F o r most prospec t ive teach­
ers the e d u c a t i o n a l s y s t e m they are e n t e r i n g as a teacher is di f ferent f r o m w h a t 
they e x p e r i e n c e d as a s tudent . 

What Should They Know? 
A s the e m p h a s i s o n large-scale assessment has increased, it has become clear 
that teachers m u s t u n d e r s t a n d s u c h assessments a n d h o w best to e x p l a i n a n d 
use the results . T h i s need is reflected i n recent r e c o m m e n d a t i o n s . F o r e x a m p l e , 
The Standards for Teacher Competence in Educational Assessment of Students 
( A m e r i c a n F e d e r a t i o n of Teachers , N a t i o n a l C o u n c i l o n M e a s u r e m e n t i n E d u ­
ca t ion , a n d N a t i o n a l E d u c a t i o n A s s o c i a t i o n , 1990), i n response to " teachers ' 
g r o w i n g roles i n e d u c a t i o n a n d p o l i c y dec is ions b e y o n d the c l a s s r o o m , " lists 
essent ia l s k i l l s c l a s s r o o m teachers s h o u l d have . F o u r of the seven s tandards are 
re levant for large-scale assessments: 

3. The teacher should be skilled in administering, scoring and interpreting the 
results of both externally produced and teacher-produced assessment meth­
ods. 

4. Teachers should be skilled in using assessment results when making 
decisions about individual students, planning teaching, developing cur­
r iculum, and school improvement. 

6. Teachers should be skilled in communicating assessment results to students, 
parents, other lay audiences, and other educators. 

7. Teachers should be skilled in recognizing unethical, illegal, and otherwise 
inappropriate assessment methods and uses of assessment information, (pp. 
3-5) 

P l a k e , I m p a r a , a n d Fager (1993) a d m i n i s t e r e d a n assessment of k n o w l e d g e 
of these areas to a s a m p l e of teachers a n d adminis t ra tors across the U S . Teach­
ers a n s w e r e d correc t ly a n average of a lmost 4 out of 5 i tems about a d m i n i s t e r ­
i n g tests (S tandard 3), b u t o n l y 2.7 out of 5 i tems about c o m m u n i c a t i n g results 
( S t a n d a r d 6). O n l y 5 3 % of teachers felt at least m o d e r a t e l y comfor tab le inter­
p r e t i n g i n f o r m a t i o n f r o m large-scale assessments. 

F o r teacher e d u c a t i o n p r o g r a m s , Schafer (1991) r e c o m m e n d s the teaching of 
e ight content areas re lated to s tudent assessment. S ix of the eight i n c l u d e 
aspects re lated to large-scale assessment: 

1. Basic concepts and terminology of assessment; 
2. Uses of assessment; 
4. Interpretation of assessments; 
6. Evaluation ... of assessments; 
7. Feedback. . . ; 
8. Ethics of assessment, (pp. 3-6) 

Schafer 's r e c o m m e n d a t i o n s cover m a n y of the areas i n the Standards for Teacher 
Competence, b u t a d d that teacher candidates m u s t l earn to evaluate assess­
ments : that is , to " e x p l a i n a n d a p p l y m e t h o d o l o g y for assessing the q u a l i t y of 
m e a s u r e m e n t s " (p. 5). 

M o r e recent ly B r o o k h a r t (1999) e m p h a s i z e s the i m p o r t a n c e of teaching 
teacher candidates h o w to c o m m u n i c a t e about large-scale assessment results , a 

357 



R.A. ChiUI< and A. Lawson 

competence a lso i d e n t i f i e d i n the Standards for Teacher Competence a n d i n 
Schafer 's (1991) w o r k . B r o o k h a r t p o i n t s out that competence i n c o m m u n i c a t i o n 
is p a r t i c u l a r l y i m p o r t a n t because " the c lassroom teacher is l i k e l y to be the first 
one c a l l e d if parents h a v e a q u e s t i o n " (p. 12) a n d because some of the i n f o r m a ­
t i o n m a y be u s e f u l for c l a s s r o o m dec is ions . H o w e v e r , the content of s u c h 
t r a i n i n g w i l l d e p e n d o n the type of large-scale assessment: for e x a m p l e , i n ­
s t r u c t i o n o n h o w to interpret percent i le scores is re levant o n l y for norm-re fer ­
enced tests, a n d s tandards -based tests present dif ferent in terpre ta t ion 
chal lenges . B r o o k h a r t (2000) also r e c o m m e n d s that test d e v e l o p e r s f i n d out 
w h a t teachers need to k n o w about s tudent l e a r n i n g a n d then create reports that 
fit those needs. T h i s r e c o m m e n d a t i o n has i m p l i c a t i o n s for teacher e d u c a t i o n as 
w e l l : W h a t i n f o r m a t i o n w i l l n e w teachers need to glean f r o m large-scale assess­
m e n t results a n d , fur ther , w h a t m u s t they k n o w i n o r d e r to u n d e r s t a n d this 
i n f o r m a t i o n ? 

M a g u i r e (1992) w o r r i e s that 

there is a widespread feeling of powerlessness among teachers when it comes to 
dealing wi th measurement issues in general or with externally imposed assess­
ments in particular ... we need to do something to empower teachers beginning 
within our teacher education programs, (pp. 86-87) 

F u r t h e r , he argues that t each ing the technology of educat iona l m e a s u r e m e n t is 
not e n o u g h : B e g i n n i n g teachers need opera t iona l p h i l o s o p h i e s of e d u c a t i o n o n 
w h i c h to base their assessment act ivit ies , w h e t h e r d e v e l o p i n g c l a s s r o o m as­
sessments or r e s p o n d i n g to external test ing results. 

A l t h o u g h m u c h of the l i terature is not d i rec t ly concerned w i t h the e d u c a ­
t i o n of teacher candidates about large-scale assessment, it is poss ible to extract 
severa l themes that are re levant i n this context. 
1. Teacher candidates need to u n d e r s t a n d the p u r p o s e or purposes of the tests 

a n d the tests' r e l a t i o n s h i p to other in i t ia t ives in the e d u c a t i o n sys tem. T h i s 
m a y a lso i n v o l v e e x p l o r i n g w h e t h e r they agree w i t h the v a r i o u s purposes . 

2. Teacher candidates need to u n d e r s t a n d the content and format of large-
scale assessments so that they can a p p r o p r i a t e l y prepare their s tudents to 
take the tests. 

3. Teacher candidates need to u n d e r s t a n d assessment t e r m i n o l o g y a n d basic 
p r i n c i p l e s s u c h as the reasons that tests m a y be m o r e or less rel iable or v a l i d 
(i.e., h o w to evaluate a test) a n d w h y certain uses of some tests m a y be 
i n a p p r o p r i a t e or u n e t h i c a l . 

4. Teacher candidates need to u n d e r s t a n d h o w to use the results of large-scale 
assessments a n d h o w to c o m m u n i c a t e about them w i t h students a n d 
parents . 

These f o u r themes can be s u m m a r i z e d as s i m p l y : Why? What?/How? How well? 
a n d What can we say? 

What Do They Knozv? 
In a d d i t i o n to the research b y P l a k e et a l . (1993) descr ibed above , other s tudies 
of w h a t teachers k n o w about large-scale assessment have been c o n d u c t e d . F o r 
e x a m p l e , W i s e , L u k i n , a n d R o o s (1991), i n a s u r v e y of teachers i n N e b r a s k a , 
f o u n d that 8 5 % rated their abi l i t ies to a d m i n i s t e r s t a n d a r d i z e d tests to s tudents 
as g o o d or v e r y g o o d ; the percentages w h o rated their abi l i t ies to interpret 
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scores f r o m s u c h tests a n d to e x p l a i n scores to others as g o o d or v e r y g o o d 
w e r e 77% a n d 82% respect ive ly . In E n g l a n d a n d W a l e s , C o o p e r a n d D a v i e s 
(1993) f o u n d that teachers i m p l e m e n t i n g a n e w test ing p r o g r a m i n i t i a l l y felt 
c o n f i d e n t of their a b i l i t y to " speak w i t h a u t h o r i t y " about the consequences of 
the assessments based o n their p r e v i o u s experience w i t h a di f ferent test ing 
p r o g r a m . Because of that p r e v i o u s experience, they also h a d a large ly negat ive 
v i e w of the n e w tests; e v e n t u a l l y they refused to a d m i n i s t e r the tests. C o o p e r 
a n d D a v i e s suggest that, h a d teachers h a d m o r e t ime to learn about a n d 
p r e p a r e for the n e w tests, some of t h e m w o u l d h a v e been able a n d w i l l i n g to 
par t i c ipate . I n A l b e r t a a recent s u r v e y of teachers a n d school a d m i n i s t r a t o r s 
s h o w e d that m o s t par t i c ipants w e r e conf ident that they h a d the assessment 
expert ise to interpret results f r o m A l b e r t a ' s d i p l o m a e x a m i n a t i o n s ; h o w e v e r , 
s o m e w e r e qui te u n i n f o r m e d about the test ing p r o g r a m a l t h o u g h it h a d been i n 
p lace s ince 1984 ( M c D o n a l d , 2002). 

S t u d i e s s u c h as these i l lustrate the range of att i tudes a n d k n o w l e d g e a m o n g 
teachers. T o f u r t h e r c o m p l i c a t e th ings , as large-scale assessment approaches 
e v o l v e — f o r e x a m p l e , f r o m norm-re ferenced tests to s tandards-based assess­
m e n t s — t h e speci f ic k n o w l e d g e r e q u i r e d changes. A d d i t i o n a l chal lenges exist 
i n j u r i s d i c t i o n s s u c h as O n t a r i o that d o not h a v e a recent h is tory of test ing. W e 
be l ieve there is a w i d e d i s c r e p a n c y b e t w e e n the k n o w l e d g e of m a n y teachers— 
i n p a r t i c u l a r n e w teachers—and the requirements of w o r k i n g ef fect ively w i t h 
large-scale assessments. In order to better u n d e r s t a n d the g a p between w h a t 
teacher c a n d i d a t e s k n o w about assessment a n d w h a t they need to k n o w , w e 
s u r v e y e d teacher candidates about their exposure to i n f o r m a t i o n about the 
p r o v i n c i a l assessment p r o g r a m a n d their k n o w l e d g e a n d att i tudes about it. 

Method 
Instrument 
W e d e v e l o p e d a ques t ionnai re w i t h three sec t ions—The Sources (exposure) , 
T h e Facts ( k n o w l e d g e ) , a n d W h a t ' s Y o u r O p i n i o n ? (att i tudes)—based o n the 
l i terature o n w h a t teachers need to k n o w a n d on a content analys is of teacher 
c a n d i d a t e s ' e - m a i l messages i n a n o n - l i n e d i s c u s s i o n about the p r o v i n c i a l 
assessments. T h e ques t ionna i re took f ive to 10 m i n u t e s to comple te . 

Sample 
A p p r o x i m a t e l y 1,200 teacher candidates at tended the U n i v e r s i t y of T o r o n t o ' s 
one-year pos tbache lor In i t ia l Teacher E d u c a t i o n P r o g r a m in 2000-2001. D u r i n g 
the s e v e n t h a n d e i g h t h m o n t h s of the p r o g r a m one of the authors presented 
w o r k s h o p s o n large-scale assessment to classes of teacher candidates . The 
w o r k s h o p s w e r e presented at the i n v i t a t i o n of the class instructors ; instructors 
for a p p r o x i m a t e l y 450 of the teacher candidates requested the w o r k s h o p . Three 
h u n d r e d a n d s ix ty of these teacher candidates (215 e lementary a n d 145 secon­
d a r y ; about 80% response) r e s p o n d e d to the quest ionnaire that w a s a d ­
m i n i s t e r e d at the b e g i n n i n g of the w o r k s h o p s . Response w a s v o l u n t a r y . 

Results 
Exposure 
W h e n the ques t ionna i re w a s a d m i n i s t e r e d to the teacher candidates , they h a d 
c o m p l e t e d at least 16 w e e k s of c o u r s e w o r k o n c a m p u s a n d e ight w e e k s of 
i n - s c h o o l p r a c t i c u m s . A b o u t four w e e k s of c o u r s e w o r k a n d a f ive -week i n t e r n -
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s h i p r e m a i n e d before the c o m p l e t i o n of the p r o g r a m . O u r expectat ion w a s that 
the teacher candidates w o u l d b y this p o i n t h a v e some f a m i l i a r i t y w i t h 
O n t a r i o ' s large-scale assessments. In fact the tests h a d featured p r o m i n e n t l y i n 
the n e w s d u r i n g the p r e c e d i n g t w o m o n t h s , m a k i n g n o exposure e v e n less 
l i k e l y . 

A s T a b l e 1 s h o w s , about three quarters of teacher candidates repor ted 
h a v i n g r e a d or h e a r d n e w s reports about the p r o v i n c i a l assessments. The 
percentages w e r e s i m i l a r for e lementary a n d secondary candidates (76.3% a n d 
72.4%), a l t h o u g h m o s t of the n e w s coverage h a d concerned the l i teracy test. 

A l m o s t 6 0 % (59.5%) of e lementary , b u t less t h a n a quarter (24.8%) of secon­
d a r y teacher c a n d i d a t e s repor ted h a v i n g seen s a m p l e i tems f r o m the tests; this 
is not s u r p r i s i n g as i tems for the grade 9 a n d l i teracy tests w e r e just b e c o m i n g 
a v a i l a b l e . M a n y m o r e e lementary candidates (73.5%) than secondary c a n ­
didates (44.8%) h a d t a l k e d about the p r o v i n c i a l assessments w i t h their as­
sociate teacher d u r i n g one of their t w o p r a c t i c u m s . S i m i l a r l y , 67.9% of 
e l e m e n t a r y a n d 37.2% of s e c o n d a r y teacher candidates h a d ta lked about it i n 
the teacher e d u c a t i o n p r o g r a m . 

O v e r a l l , 96.7% of e lementary candidates a n d 82.8% of secondary candidates 
r e p o r t e d s o m e e x p o s u r e to i n f o r m a t i o n about the p r o v i n c i a l assessments. 
H o w e v e r , o n l y 65.6% of e lementary a n d 33.1% of secondary candidates 
r e p o r t e d h a v i n g seen a n y mater ia l s (pr inted mater ia ls , s a m p l e i tems, s tudent 
reports , o r W e b pages) p r o d u c e d b y the p r o v i n c i a l test ing agency E Q A O . The 
r e m a i n d e r of those w i t h s o m e e x p o s u r e h a d engaged i n d iscuss ions about the 
assessments, b u t h a d n o t seen a n y o f f i c i a l mater ia ls . A t b o t h levels of e x p o s u r e 
the p r o p o r t i o n of e l e m e n t a r y candidates is s i g n i f i c a n t l y larger t h a n the p r o p o r ­
t i o n of s e c o n d a r y candidates , % 2(1, N=360)=20.91, p<.001 a n d % 2(1, 
N=360)=36.63, p<.001 respect ive ly . 

Tab le 1 
T e a c h e r C a n d i d a t e s ' E x p o s u r e to the Prov inc ia l A s s e s s m e n t s 

Elementary Secondary 
Source of Exposure (n=215) (n=145) 

Read, heard, or saw news accounts about the EQAO tests 76.3% 72.4% 
Read any of EQAO's printed materials for teachers or parents 40.0% 16.6% 
Visited EQAO's Web site 14.0% 6.9% 
Saw sample test items 59.5% 24.8% 
Saw an EQAO report for an individual student 23.7% 6.9% 
Saw a school or board report that includes EQAO results 49.8% 23.4% 
Was in a classroom when a teacher was talking to students 

about the tests 51.6% 24.1% 
Talked about the EQAO tests with associate teacher(s) 73.5% 44.8% 
Attended a workshop or discussion about EQAO 21.4% 6.2% 
Discussed EQAO in any of your teacher education courses 67.9% 37.2% 
Worked for EQAO as a marker or developer 0.9% 0.7% 

Any of the above sources 96.7% 82.8% 
EQAO sources (Web site, printed materials, or sample items) 65.6% 33.1% 
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Knowledge 
A s s u m m a r i z e d i n Tab le 2, w h e n asked w h i c h t w o e lementary s c h o o l grades 
p a r t i c i p a t e d i n a p r o v i n c i a l assessment i n r e a d i n g , w r i t i n g , a n d mathemat ics , 
97.2% a n d 97.7% of e lementary teacher candidates correct ly i d e n t i f i e d grades 3 
a n d 6 respec t ive ly . O n l y 65.5% of the secondary teacher candidates correct ly 
i d e n t i f i e d g r a d e 3, a n d 52.4% correct ly i d e n t i f i e d grade 6. 

W h e n a s k e d w h i c h se condary grade h a d a mathemat ics assessment, 42.3% 
of e l e m e n t a r y candidates a n d 43.4% of secondary candidates correct ly i d e n ­
t i f i e d g r a d e 9. S i m i l a r percentages of e lementary candidates (74.9%) a n d secon­
d a r y c a n d i d a t e s (80.0%) correct ly i d e n t i f i e d the grade i n w h i c h the l i teracy test 
is f irst a d m i n i s t e r e d as grade 10. 

Attitudes 
Items i n the last sect ion of the ques t ionnaire p r o b e d teacher candidates ' at­
t i tudes t o w a r d the tests. Tab le 3 s u m m a r i z e s the responses related to the Why? 
What?'/How? How well? a n d What can we say? of the tests. A t t i t u d e s about the 
effects of the assessment p r o g r a m o n the c l a s s r o o m , school , a n d b r o a d e r e d u c a ­
t i o n a l s y s t e m w e r e also inves t iga ted . Table 4 s u m m a r i z e s the responses r e g a r d ­
i n g effects. I n each table the percentages agree ing a n d d isagree ing are 
p r e s e n t e d for the e lementary a n d se condary panels separately. W h e r e the 
percentage agree ing a n d the percentage d i s a g r e e i n g d o not a d d to 100%, the 
r e m a i n i n g teacher candidates either selected the Don't Know o p t i o n or left the 
i t e m b l a n k . Rates for se lect ing Don't Know or p r o v i d i n g n o response d i d not 
f o l l o w a c lear p a t t e r n w i t h i t e m p o s i t i o n . F o r e x a m p l e , the s ix th i t e m , " T h e 
E Q A O tests are m e a s u r i n g w h a t they are i n t e n d e d to m e a s u r e , " e l ic i ted a 
response of agree or disagree f r o m o n l y 50.8% of the teacher candidates overa l l ; 
n o other i t e m e l i c i ted agree or disagree responses f r o m so few candidates . In 
contrast , the 2 2 n d i t e m , "Schools w h o s e students d o not p e r f o r m w e l l o n the 
E Q A O tests s h o u l d lose f u n d i n g , " e l i c i ted agree or disagree responses f r o m 
82.8% of the candidates . 

Why? M o r e t h a n t w o t h i r d s (67.9%) of e lementary teacher candidates a n d 
47.6% of s e c o n d a r y teacher candidates b e l i e v e d they u n d e r s t o o d the reasons 
for the assessments; h o w e v e r , o n l y 37.2% of e lementary a n d 40.0% of secon­
d a r y c a n d i d a t e s b e l i e v e d the reasons w e r e i m p o r t a n t . 

What?/How? O n l y about a quarter (23.7%) of e lementary candidates 
b e l i e v e d that the content of the tests w a s i m p o r t a n t a n d a s i m i l a r percentage 

Tab le 2 
T e a c h e r C a n d i d a t e s ' Know ledge About the Prov inc ia l A s s e s s m e n t s 

Fact 
Elementary 

(n=215) 
Secondary 

(n=145) 

EQAO currently administers an assessment in reading, writing, 
and mathematics in grade 3. 97.2% 65.5% 

EQAO currently administers an assessment in reading, writing, 
and mathematics in grade 6. 97.7% 52.4% 

EQAO administers a mathematics assessment in grade 9. 42.3% 43.4% 
EQAO administers a literacy assessment in grade 10. 74.9% 80.0% 
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Tab le 3 
T e a c h e r C a n d i d a t e s ' At t i tudes Toward the Prov inc ia l A s s e s s m e n t s by P a n e l : 

Why? What?/How? How Well? and What Can We Say? 

Elementary Secondary 
(0=215) (n=145) 

Opinion Agree Disagree Agree Disagree 

Why? 

I think I understand the reason(s) the EQAO 
tests are administered. 67.9% 20.9% 47.6% 23.4% 

The reason(s) the EQAO tests are administered 
are important. 37.2% 40.9% 40.0% 30.3% 

What?/How? 
The content of the tests is appropriate. 23.7% 38.6% 11.7% 29.7% 
The types of items on the test are appropriate. 26.0% 36.7% 11.1% 26.9% 

How well? 

The items on the EQAO tests are good 
examples for teachers to use as models for 
their classroom assessments. 28.4% 35.8% 11.0% 35.2% 

The EQAO tests are measuring what they are 
intended to measure. 8.4% 49.3% 11.0% 29.7% 

The EQAO test items are fair to students from all 
cultural groups. 4.7% 68.8% 4.1% 48.3% 

The EQAO tests provide accurate results for 
individual students. 8.4% 55.3% 5.5% 42.1% 

The EQAO tests provide accurate results for 
schools and boards. 7.4% 58.1% 8.3% 42.8% 

What can we say? 

The EQAO results provide different information 
than do teachers' grades. 55.8% 9.8% 44.8% 5.5% 

The EQAO results provide better information 
than do teachers' grades. 3.3% 66.5% 4.8% 52.4% 

If a student fails an EQAO test, the student 
should be held back. 3.3% 80.0% 6.9% 58.6% 

(26.0%) b e l i e v e d that the types of i tems w e r e a p p r o p r i a t e . F e w e r second ary 
candidates e n d o r s e d these i tems. 

How well? O n l y 28.4% of e lementary candidates a n d 11.0% of secondary 
candidates b e l i e v e d that the E Q A O test i tems s h o u l d be u s e d as m o d e l s b y 
c l a s s r o o m teachers (the tests h a v e been d e v e l o p e d b y the E Q A O w i t h that use 
as a goal ) . O n l y 8.4% of e l e m e n t a r y a n d 11.0% of secondary candidates t h o u g h t 
that the tests "are m e a s u r i n g w h a t they are i n t e n d e d to m e a s u r e " (i.e., that the 
tests are v a l i d ) . E v e n f e w e r (4.7% a n d 4 . 1 % of e lementary a n d secondary 
candidates respect ive ly) b e l i e v e d that the test i tems "are fair to s tudents f r o m 
a l l c u l t u r a l g r o u p s " (i.e., that the tests are not c u l t u r a l l y biased) . S i m i l a r l y , 
f e w e r t h a n 10% of teacher candidates b e l i e v e d that the tests p r o v i d e d accurate 
results for i n d i v i d u a l s tudents , schools , or boards (an aspect of re l iab i l i ty ) . 

What can we say? A l t h o u g h 55.8% of e lementary a n d 44.8% of second ary 
teacher c a n d i d a t e s b e l i e v e d that the E Q A O tests p r o v i d e di f ferent i n f o r m a t i o n 

362 



Large-Scale Assessments 

Tab le 4 
T e a c h e r C a n d i d a t e s ' Att i tudes Toward the Prov inc ia l A s s e s s m e n t s by P a n e l : 

Impacts 

Elementary Secondary 
(n=215) (n=14S) 

Opinion Agree Disagree Agree Disagree 

Effects on Classrooms 
Having to take an EQAO test makes some 

students very anxious. 82.8% 2.8% 70.3% 2.8% 
Having his or her class take an EQAO test 

makes some teachers very anxious. 85.6% 1.9% 62.8% 0.7% 
Teachers should prepare students by practicing 

test taking skills. 72.0% 10.3% 53.8% 21.4% 
Teachers should put items similar in format to 

the EQAO items on classroom tests. 65.1% 14.0% 50.3% 22.1% 
The EQAO tests encourage competition among 

students. 34.0% 29.3% 33.8% 24.1% 
The EQAO tests encourage teachers to teach 

the curriculum. 25.1% 44.7% 20.0% 37.9% 
A teacher who is teaching the curriculum doesn't 

need to worry about the EQAO tests. 10.7% 64.7% 10.3% 49.7% 
Effects on Schools 
Parents should consider moving their children to 

schools with good EQAO results. 5.1% 71.6% 6.9% 65.5% 
Schools whose students do not perform well on 

the EQAO tests should lose funding. 2.8% 84.2% 1.4% 75.2% 

Effects on the Broader Educational System 
The Ministry is putting too much emphasis on 

the EQAO tests. * 77.7% 5.1% 55.9% 8.3% 
Some boards are putting too much emphasis on 

the EQAO tests. 70.2% 4.2% 43.4% 7.6% 
The media is putting too much emphasis on the 

EQAO tests. 72.6% 7.0% 58.6% 9.7% 
The EQAO should develop tests in all subject 

areas. 19.1% 49.3% 18.6% 49.0% 
The EQAO should develop tests at all grade 

levels. 11.2% 61.9% 16.6% 49.0% 
Even if the EQAO tests aren't perfect, it's good 

for Ontario to have a testing program. 37.7% 27.9% 29.0% 33.8% 

t h a n d o teachers ' grades , f e w e r t h a n 5 % b e l i e v e d that they p r o v i d e better 
i n f o r m a t i o n . O n l y 3 .3% of e lementary a n d 6.9% of secondary teacher can­
d idates b e l i e v e d that a s tudent f a i l i n g the E Q A O tests s h o u l d not be p r o m o t e d 
to the next grade (this is not c u r r e n t l y a consequence of the E Q A O tests). 

Effect on classrooms. A ma jor i ty of the teacher candidates (82.8% of e lemen­
tary a n d 70.3% of secondary) b e l i e v e d that t a k i n g a n E Q A O test m a d e some 
s tudents v e r y a n x i o u s . S i m i l a r l y , 85.6% of e lementary a n d 62.8% of secondary 
c a n d i d a t e s b e l i e v e d that h a v i n g his or her class take a n E Q A O test m a d e some 
teachers v e r y a n x i o u s . S e v e n t y - t w o percent of e lementary a n d 53.8% of secon-
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d a r y c a n d i d a t e s b e l i e v e d that teachers s h o u l d prepare students b y p r a c t i c i n g 
tes t - taking s k i l l s . A l t h o u g h less than a quarter of teacher candidates t h o u g h t 
the E Q A O i tems w e r e g o o d e x a m p l e s for teachers, 65 .1% of e lementary a n d 
50.3% of s e c o n d a r y candidates b e l i e v e d that teachers s h o u l d p u t i tems s i m i l a r 
i n f o r m a t to the E Q A O i tems o n c l a s s r o o m tests. 

A b o u t a t h i r d (34.0% of e lementary a n d 33.8% of secondary candidates) 
b e l i e v e d that the E Q A O tests e n c o u r a g e d c o m p e t i t i o n a m o n g s tudents . O n l y 
25 .1% of e l e m e n t a r y a n d 20.0% of secondary students b e l i e v e d that the tests 
" e n c o u r a g e teachers to teach the c u r r i c u l u m . " E v e n fewer (10.7% of e lementary 
a n d 10.3% of s e c o n d a r y candidates) agreed that " A teacher w h o is t eaching the 
c u r r i c u l u m doesn ' t n e e d to w o r r y about the E Q A O tests." 

Effect on schools. F e w teacher candidates be l i eved that parents s h o u l d c o n ­
s ider m o v i n g their c h i l d r e n to schools w i t h g o o d test results (5.1% a n d 6.9% of 
e lementary a n d s e c o n d a r y candidates respect ively) . Just 2.8% of e lementary 
a n d 1.4% of s e c o n d a r y agreed that schools w i t h p o o r results s h o u l d lose f u n d ­
i n g . 

Effect on the broader educational system. O v e r a l l , about t w o th i rds (77.7% of 
e lementary a n d 55.9% of se condary candidates) thought that the M i n i s t r y of 
E d u c a t i o n p u t too m u c h e m p h a s i s on the test results. S i m i l a r percentages 
b e l i e v e d that s o m e s c h o o l b o a r d s a n d the m e d i a were p u t t i n g too m u c h e m ­
phas is o n the results . A l m o s t 2 0 % (19.1% of e lementary a n d 18.6% of secondary 
candidates) t h o u g h t that tests s h o u l d be d e v e l o p e d i n a l l subject areas; 11.2% 
a n d 16.6% t h o u g h t tests s h o u l d be d e v e l o p e d for a l l grade levels. A b o u t a t h i r d 
(37.7% a n d 29.0% of e lementary a n d secondary candidates respect ively) 
b e l i e v e d it w a s g o o d for O n t a r i o to h a v e a test ing p r o g r a m ; a lmost as m a n y 
(27.9% a n d 33.8%) b e l i e v e d it w a s b a d . 

Exposure and Attitudes 
W e r e at t i tudes about the p r o v i n c i a l test ing p r o g r a m related to exposure to the 
p r o g r a m ? E n d o r s e m e n t rates d i f f e red s ign i f i cant ly across exposure levels for 
m a n y of the i tems. H o w e v e r , o n fur ther e x a m i n a t i o n it became clear that the 
real di f ferences w e r e not i n e n d o r s e m e n t rate, but i n rate of r e s p o n d i n g w i t h a 
c lear o p i n i o n . T h e teacher candidates w i t h the least exposure to the test ing 
p r o g r a m w e r e m o s t l i k e l y to p r o v i d e n o response or select Don't Know. Those 
w i t h e x p o s u r e to mater ia l s p r o d u c e d b y E Q A O were most l i k e l y to express a n 
o p i n i o n (i.e., w e r e m o s t l i k e l y to agree or disagree) . Those w i t h some exposure 
to the test ing p r o g r a m , b u t n o e x p o s u r e to E Q A O - p r o d u c e d materials , w e r e 
s o m e w h e r e i n b e t w e e n . 

Tab le 5 s u m m a r i z e s the responses to the quest ions about Why? What?'/How? 
How well? a n d What can we say? b y exposure l eve l , instead of e lementary or 
s e c o n d a r y p a n e l . T h e f irst i t e m , "I t h i n k I u n d e r s t a n d the reason(s) the E Q A O 
tests are a d m i n i s t e r e d , " w a s e n d o r s e d b y 21.9% of candidates w h o repor ted n o 
e x p o s u r e to the test ing p r o g r a m ; b y 55.4% of those w i t h some exposure , b u t not 
to E Q A O mater ia l s ; a n d b y 69.3% of those w i t h exposure , i n c l u d i n g to E Q A O 
mater ia l s . T h i s p a t t e r n is not s u r p r i s i n g : W e w o u l d expect those w i t h the m o s t 
e x p o s u r e to be m o s t c o n f i d e n t that they u n d e r s t a n d the tests' p u r p o s e s . Resul ts 
for other i tems are a lso r e a s s u r i n g : F o r e x a m p l e , of those w h o expressed a n 
o p i n i o n a b o u t w h e t h e r the test i tems w e r e g o o d m o d e l s for teachers to use, 

364 



Large-Scale Assessments 

Tab le 5 
T e a c h e r C a n d i d a t e s ' Att i tudes Toward the Prov inc ia l A s s e s s m e n t s by 

E x p o s u r e : Why? What?/How? How Well? and What Can We Say? 

Opinion 

No Exposure 
(n=32) 

Agree Disagree 

Exposure, 
NoEQAO 
Materials 
(0=139) 

Agree Disagree 

Exposure, 
Including EQAO 

Materials 
(n=189) 

Agree Disagree 

Why? 

I think I understand the 
reason(s) the EQAO tests are 
administered. 

The reason(s) the EQAO tests 
are administered are 

important. 

What?/How? 

The content of the tests is 
appropriate. 

The types of items on the test 
are appropriate. 

How well? 

The items on the EQAO tests 
are good examples for 
teachers to use as models for 
their classroom assessments. 

The EQAO tests are measuring 
what they are intended to 
measure. 

The EQAO test items are fair to 
students from all cultural 
groups. 

What can we say? 

The EQAO tests provide 
accurate results for individual 
students. 

The EQAO tests provide 
accurate results for schools 
and boards. 

The EQAO results provide 
different information than do 
teachers' grades. 

The EQAO results provide 
better information than do 
teachers' grades. 

If a student fails an EQAO test, 
the student should be held 
back. 

21.9% 21.9% 55.4% 23.7% 69.3% 20.6% 

18.8% 28.1% 33.8% 36.0% 45.0% 38.6% 

12.5% 15.6% 13.7% 25.2% 23.8% 45.4% 

12.5% 21.9% 11.5% 20.1% 27.5% 43.9% 

0.0% 25.0% 11.5% 30.2% 32.3% 41.3% 

0.0% 25.0% 10.1% 30.2% 10.6% 52.4% 

0.0% 40.6% 3.6% 46.8% 5.8% 74.1% 

0.0% 37.5% 5.8% 40.3% 9.5% 59.3% 

3.1% 37.5% 6.5% 43.2% 9.5% 60.8% 

31.3% 3.1% 40.3% 7.9% 63.0% 9.0% 

0.0% 43.8% 5.0% 47.5% 3.7% 73.5% 

6.3% 53.1% 4.3% 61.2% 4.8% 82.0% 

those w i t h m o r e e x p o s u r e w e r e s i g n i f i c a n t l y m o r e l i k e l y to agree that the i tems 

w e r e g o o d m o d e l s , %2(2, N=205)=9.64, p<.01. 
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T h e n u m b e r of teacher candidates w h o repor ted n o exposure a n d yet 
r e p o r t e d s t r o n g bel iefs about the test is s u r p r i s i n g . F o r e x a m p l e , 40.6% of those 
w i t h n o e x p o s u r e d i s a g r e e d that the test is fair to s tudents f r o m a l l c u l t u r a l 
g r o u p s . A l t h o u g h n o n e of the s tudents i n the no exposure g r o u p repor ted 
h a v i n g r e a d or h e a r d a n y m e d i a reports about the tests, 43.8% agreed that the 
m e d i a is p u t t i n g too m u c h e m p h a s i s o n the tests. A l t h o u g h one poss ib le 
e x p l a n a t i o n c o u l d be that these candidates d i d not r e s p o n d to the q u e s t i o n 
a s k i n g a b o u t that source of e x p o s u r e , i n fact a l l 32 of the candidates i n the no 
exposure g r o u p c i r c l e d No i n response to " R e a d , h e a r d , o r s a w n e w s accounts 
about the E Q A O tests." It m a y be that the att i tudes expressed b y those c a n ­
d idates w h o s a i d they h a d n o i n f o r m a t i o n about the tests are based o n e x p e r i ­
ences or i n f o r m a t i o n about other tests that m a y h a v e n o re la t ion to the current 
p r o v i n c i a l tes t ing p r o g r a m . 

Discussion and Conclusions 
Limitations 
T h i s s t u d y has l i m i t a t i o n s . T h e teacher candidates w h o c o m p l e t e d the ques­
t ionna i re w e r e n o t a r a n d o m s a m p l e of the a p p r o x i m a t e l y 1,200 teacher can­
d idates s t u d y i n g at O I S E / U T d u r i n g the 2000-2001 academic year . It m a y be 
that their ins t ruc tors m a y h a v e t a l k e d less about the p r o v i n c i a l assessments 
because the w o r k s h o p w a s u p c o m i n g . A l t e r n a t i v e l y , it m a y be that the classes 
i n the s a m p l e h a d ins t ructors w h o w e r e m o r e interested i n the assessments a n d 
so t a l k e d a b o u t t h e m m o r e . I n a d d i t i o n , the teacher candidates at O I S E / U T are 
not necessar i ly c o m p a r a b l e to those i n other teacher e d u c a t i o n p r o g r a m s across 
O n t a r i o . 

Implications 
These q u e s t i o n n a i r e results suggested that b o t h those teacher candidates w i t h 
a n d those w i t h o u t i n f o r m a t i o n about the p r o v i n c i a l assessment p r o g r a m 
g e n e r a l l y h e l d s t r o n g v i e w s , m a n y of t h e m negat ive , about the p u r p o s e a n d 
w o r t h of the assessments. If O n t a r i o cont inues to require teachers to i m p l e m e n t 
a n d in terpre t the large-scale assessments, then teachers m u s t h a v e pract ica l 
i n s t r u c t i o n a b o u t the assessments. A s teachers are n o w expected to a d m i n i s t e r 
the tests, m o d i f y their p r o g r a m s i n response to the results, a n d somet imes 
in terpre t the results for parents , i n s t r u c t i o n i n large-scale assessment s h o u l d 
o c c u r b o t h before entry in to the p r o f e s s i o n a n d as c o n t i n u i n g p r o f e s s i o n a l 
d e v e l o p m e n t . P r o s p e c t i v e a n d p r a c t i c i n g teachers need to h a v e access to the 
theory , research, a n d v o c a b u l a r y of m e a s u r e m e n t i n order to assess c r i t i ca l ly 
the assessments a n d assessment results , rather than, as M a g u i r e (1992) fears, 
s u c c u m b i n g to power lessness . 

These f i n d i n g s a lso h a v e i m p l i c a t i o n s for test ing p r o g r a m s b e y o n d O n t a r i o . 
G i v e n the w i d e s p r e a d use of large-scale assessments a n d the rel iance of test ing 
p r o g r a m s o n teachers to p r e p a r e s tudents for , a d m i n i s t e r , a n d interpret the 
results of tests, the n e e d to prepare teachers a n d to engage t h e m i n the test ing 
process c a n n o t be i g n o r e d . I n a d d i t i o n , h o w to s u p p o r t teacher candidates a n d 
teachers as tes t ing p r o g r a m s are i n t r o d u c e d or change is a r e c u r r i n g concern 
for j u r i s d i c t i o n s . 
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Note 
1. In addition, grade 13, which for a century was a bridge to university (those students not 

university-bound usually graduated after grade 12), has been phased out. The university 
preparation courses have been compressed from five years into four. 
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