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ABSTRACT
A training course grounded in the principles of authentic assess
ment was implemented with 24 academics from two Chilean uni
versities. Through a single-group pre-test/post-test design, the 
change in the evaluated parameters was analysed to determine 
the strengths and weaknesses of the conducted training. By the 
end of the course, the assessments were more contextualised, 
requiring the application of analysis and transfer skills, aligning 
with the competencies outlined in the graduation profile. 
Teachers included more open-ended questions focused on knowl
edge construction and fewer closed-response questions that 
required memorisation. Additionally, they reduced their beliefs 
about teaching as transmitting information, and the idea of provok
ing conceptual change in their students grew. This study shows that 
training in authentic assessment facilitates a change in the teacher’s 
beliefs about teaching and assessment, towards teaching focused 
on conceptual change and assessment for and as learning. It also 
promotes the transformation of assessment instruments to be more 
realistic, challenging, and feedback-oriented.
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Improving the quality of assessment practices among university teachers and influencing 
their pedagogical mindset has emerged as a prevailing trend in academic development 
(Chalmers & Gardiner, 2015; Postareff et al., 2008). Assessment is one of the most 
persistent aspects of university education, and changing it is a formidable challenge 
(Sambell et al., 2020).There is a general weakness regarding alternative student-centred 
assessment methods and instruments (Barton et al., 2020; Pereira et al., 2016; Serrano 
et al., 2018).Unless university teachers effectively enact recommendations from assess
ment research, then poor practices will continue. The effectiveness of training courses 
depends on active learning and collective participation, as well as close alignment to the 
curriculum, existing teaching realities, and sufficient duration and continuance 
(Kaynardağ, 2019; Valiandes & Neophytou, 2018). It also depends on time and 
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opportunity to transfer knowledge into practice, with time for reflection (Hood & 
Houston, 2016; Mak, 2019).

While numerous courses and workshops aim to foster changed assessment practices, 
they are often not well-designed pedagogically and contextually, lacking impact evidence 
(van der Pol et al., 2020).The weakness in assessment is exacerbated because professors 
tend to work alone (Barton et al., 2020; Meijer et al., 2020),and there is a lack of 
systematic evaluation and monitoring (Valiandes & Neophytou, 2018). Indeed, few 
programmes use well-developed instruments to determine impact (Gibbs, 2013; Stes 
et al., 2013).

This article presents a training programme in authentic assessment in higher educa
tion, describing the conceptualisation that underpinned its design, implementation, and 
evaluation, and highlighting the obtained results.

The problem of assessment in higher education

Research in higher education has highlighted the shortcomings of current assess
ment practices and the discontent expressed by students regarding their evaluation 
outcomes (Dunn & Sambell, 2018). Despite efforts made by institutions to insti
gate change, an examination-centric culture is still pervasive, particularly so in the 
ones in which this study was conducted. Conventional written examinations 
continue to dominate in higher education, primarily focusing on remembering 
and understanding, despite the existence of alternative approaches and methods 
(Constantinou, 2020; Davey et al., 2007; MacLellan, 2001; Matos et al., 2009; 
Mawa et al., 2019; Whittle et al., 2018). For example, evidence from 73 pro
grammes in 14 UK universities indicates that two types of assessment predomi
nate: essays and examinations (Jessop & Tomas, 2017). In a sample of 250 courses 
from five academic disciplines, exams were the most heavily weighted assessment 
within the final average, accounting for 78.8% of the grade (Lipnevich et al.,  
2020). In Spain, 1693 syllabi were studied from the first to the fourth year of 
undergraduate studies, revealing that traditional assessment approaches are still 
the most prevalent (Panadero et al., 2019).

The limitations of examinations and the need to address a broader range of 
outcomes have spurred a general shift in assessment to focus on learning effects 
rather than certifying functions (Carless, 2015). Assessment can now encompass 
scenarios that challenge and stimulate the acquisition of complex knowledge (Ibarra- 
Sáiz et al., 2020, 2021) and serve as learning opportunities for students, fostering their 
active and reflective participation in the assessment process (Allen & Parks, 2018; Yan 
& Boud, 2021).

The importance of promoting the transfer of learning from educational institutions to 
work has been emphasised (Jackson et al., 2019). Universities must offer opportunities 
for practice and simulation that consider the intricacies and shifts within the professional 
landscape (Garraway & Christopher, 2020; Garraway et al., 2015; Kulgemeyer & Riese,  
2018). Assessment can align with university course objectives and the demands of the 
workplace, thus, providing context and significance to professional learning (M. 
Campbell et al., 2019).
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Authenticity in assessment

In authentic assessment, students typically engage in assessment tasks that replicate the 
complexities of the professional sphere. Through their performance on such tasks, 
students not only demonstrate the attainment of the intended learning outcomes but 
also showcase their grasp of the subject matter’s knowledge and skills. Authentic assess
ments equip students with a range of competencies that greatly enhance their employ
ability, offering them practical skills to be well-prepared for the workforce, and providing 
opportunities to apply practical and higher-order cognitive skills effectively (Akbari et al.,  
2022).

Authentic assessment can encompass a range of written and performance-based tasks, 
requiring attributes of realism, contextualisation, and problem-solving. These 
approaches share three key characteristics (Villarroel et al., 2017, 2019, 2021):

(1) Realistic Context:Assessments are contextualised closely resembling real-life or 
professional situations requiring students to apply skills and knowledge typically 
utilised in professional workplaces and real-world scenarios.

(2) Cognitive Challenge: Assessments involve tasks that demand the transfer and 
utilisation of higher-order cognitive skills, such as analysis, criticism, evaluation, 
or creation.

(3) Evaluative Judgement and Feedback: Students engage with criteria and standards 
that define high-quality performance and receive ongoing feedback based on the 
established quality standards and how their performance aligns with them.

Nonetheless, numerous higher education institutions have encountered challenges when 
attempting to embrace authentic assessment methodologies, especially given the preva
lent culture of testing that prioritises rote memorisation and recall skills (Endedijk & 
Vermunt, 2013; İlhan-Beyaztaş & Senemoğlu, 2015). Educators often exhibit reluctance 
to overhaul their assessment practices, primarily due to the substantial demands placed 
on their time, energy, and intellectual resources (Brush & Saye, 2008; Deneen & Boud,  
2014; Fletcher et al., 2022). Resistance to change can also be observed among students, 
who may not readily embrace shifts in assessment methods, especially if they have 
experienced success using memorisation-based approaches (Struyven & Devesa, 2016).

Limitations in the use of authentic assessment have been observed. Hobbins et al. 
(2021) found that authentic assessments were more frequently implemented in smaller 
advanced courses, although they were not completely absent from introductory courses 
with larger enrolments. Performance-based tasks and activities were notably more 
authentic than traditional tests, although tests continued to have a prominent place in 
the curriculum. Additionally, teachers often did not naturally or intentionally design 
authentic assessments in the classroom, as it was not a concept at the forefront of their 
thoughts.

To carry out a transition in the assessment system, academics require specific 
levels of expertise and knowledge that are not only related to their disciplinary 
expertise (Brown et al., 2022). The training of students to become professionals 
needs a well-defined, coherent, and integrated curriculum between disciplinary 
and professional knowledge (Karunanayaka & Naidu, 2021). This involves 
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providing and explaining to teachers the graduation profile of the programme 
they teach, the professional field of future graduates, the experiences, and issues 
that students face in their career practice to infuse teaching with realism and 
promote discussions about the necessary changes in assessment (Villarroel et al.,  
2021).

Research hypotheses

Following participation in the authentic assessment training:

(1) Teacher-made assessments would be more realistic, contextualised, and closely 
aligned with the world of work.

(2) Teachers would create more challenging assessments, requiring application and 
transfer of knowledge.

(3) Teacher-made assessments would be less reliant on memorisation.
(4) Teachers would develop a student-centred teaching approach that focuses on 

student learning.
(5) Teachers would incorporate more feedback processes into the assessment.

This article aims to describe the principles, features, and implementation conditions 
of an intervention/training in authentic assessment for university teachers, as well 
as its main outcomes regarding beliefs, teaching approach, and assessment 
instruments.

Method

Design

A one-group pre-test-post-test design was evaluated with inferential statistical data 
analysis. Because all participants were included in the treatment, with no control 
group, this is a pre-experimental design (D. T. Campbell & Stanley, 1963) because despite 
having the logic of an experiment, it lacks randomisation.

Sample

A sample of 24 university teachers, all with master’s degrees,participated (14 females and 
10 males). The average age was 45.6 years and the average length of academic experience 
was 16.7 years (range from 14 to 19 years). The pool of participants included four from 
each of six programmes (i.e. Psychology, Nursing, Business and Administration, Medical 
Technology, Bioengineering, and Speech Therapy). All were responsible for third- or 
fourth-year undergraduate courses, having a minimum of 5 years of teaching experience 
in that course.

Half of the group were affiliated with a medium-sized private university in Chile, while 
the other half were from a large, public, comprehensive Chilean university.

4 V. VILLARROEL ET AL.



Data collection process

Participants were recruited through programme directors of the undergraduate pro
grams.The two inclusion criteria were: having taught in the undergraduate programme 
for 10 years or more and having the availability to participate in a training programme. 
Participants attended 10 weekly three-hour sessionsand dedicated 3 hours of indepen
dent work each week, meaning 60 hours of work over three months. The intervention 
included both group and individual tutoring to ensure that teachers applied the meth
odology and received help and feedback as needed. The pre-test data were collected at the 
start of the first training session and the post-test data at the end of the tenth training 
session. As baseline data, participants were asked to provide eight written tests (including 
both quizzes and exams) and four performance-based tasks (including instructions and 
rubrics) as examples of the assessments they administered to their students over the two 
previous years.

Instruments

For data collection, four instruments were utilised.

Teachers’ Perception of Authenticity in the Assessment System (TPAAS)
The TPAAS inventory was created for this study and measured perceptions of the 
authenticity of an assessment system. A sample of 238 university teachers had previously 
completed the questionnaire, which has 16 questions, with four questions per dimension. 
Five ordinal response options ranged from ‘Never’ to ‘Always’. Principal Component 
Analysis (PCA) suggested there were four dimensions. The factors explained 46% of the 
variance andCronbach’s alpha estimate of reliability averaged 0.76, ranging from 0.70 to 
0.82. The four dimensions were:

(1) Authenticity and Contextualisation of Assessment.Links between learning assess
ment and activities carried out in the world of work. Tasks were framed in 
a context that had value beyond the classroom. For example: ‘Design tests in 
which students have to apply what they have learned to situations that could occur 
in real life’.

(2) Responsibility for Authentic Assessment Feedback. Provides inputs that allow 
students to engage in continuous comparison of their work with others, using 
exemplars, self-assessment, and peer assessment activities as well as allowing 
students to have prior knowledge of the scoring criteria. For example: ‘In the 
assessment planning, I consider activities in which students evaluate each other 
using guidelines that I provide to them’.

(3) Complex Knowledge Construction. Development of cognitively complex assess
ments. These instruments focus on the original application of knowledge and 
skills, rather than the routine use of facts and procedures within the specific 
disciplinary area. These tasks promote the analysis of problems to build knowl
edge and to generate a product that is significant beyond the classroom. This 
construction requires students to use organisation, interpretation, assessment, and 
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synthesis skills. For example: ‘In written assessments, I construct questions in 
which students must analyse and apply knowledge’.

(4) Diversity of Assessment Strategies. Multiple indicators and diverse sources are 
used to assess and judge students’ performance. Students may participate in the 
development of group work focusing not just on individual performance, in 
addition to the development of performance-based tasks, which go beyond tests. 
For example: ‘I assess students’ learning through various strategies, instruments, 
and methodologies, such as tests and performance-based tasks’.

Approaches to Teaching Inventory (ATI)
The ATI (Trigwell & Prosser, 2004) used in this study had two dimensions: (a) 
Teaching aimed at conceptual change (student-focused); and (b) Teaching concerned 
with information transmission (teacher-focused). This scale is widely used in research 
in higher education and has demonstrated adequate psychometric properties (Prosser 
& Trigwell, 2006). In the Chilean validation (Montenegro & González, 2013), the 
conceptual change scale (α = .80) explained 17.74% of the common data variance, 
while the teacher-focused factor (α = .79), usingten items explained 16.55% of the 
common variance. The two factors had a moderate fit to the data (CFI = 0.90; 
RMSEA = 0.068).

Authentic assessment rubric to judge written tests
Based on Villarroel et al. (2017) model of authentic assessment, the authentic assessment 
rubric was used to determine the degree of authenticity in teacher-made written tests 
after the intervention. See Supplementary Material Appendix 1.

Each item was rated for five criteria, using a 3-point scale:

(1) Context presence: degree to which the assessment had a rich context, providing 
information to solve the task, and locating students in a realistic, professional 
problem.

(2) Alignment with specific skills from the graduation profile: degree to which what 
was measured in the test related to the specific skills in the graduate profiles.

(3) Alignment with generic skills of the graduation profile: degree to which the 
assessment reflected the generic skills declared in the graduate profile.

(4) Knowledge construction: level of complexity of the cognitive ability that the item 
required to be solved, built from a range of cognitive taxonomies. The lowest level 
was given for recognition of information/memorisation, the middle level for 
information management/analysis, and the highest level for information trans
fer/decision-making.

(5) Global authenticity: contextualisation, problematisation, and realism present in 
the task to ascertain the degree to which the situation-problem was authentic to 
a real or professional life situation, in which curricular contents had to be applied.

Five expert judges had an inter-judge agreement of 92% indicating good consistency of 
scoring (Stemler, 2004).
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Authentic assessment teachers’ task
To measure whether participants had achieved the skills expected in the training, 
a written performance test was designed. Participants were given a test scenario and 
asked to create a range of authentic tasks, using the variety of task-types taught in the 
course. Expert judgement indicated that the teachers’ tasks could be accurately rated (i.e. 
consensus rate = 87% and internal consistency α = 0.89).

Training program

The training programme design was evaluated, and content validated by 10 recognised 
worldwide specialists. Experts were selected based on their extensive academic and 
research expertise in the field. Seven were from universities in Europe, two from 
universities in North America, and one from Oceania. Among these experts, the authors 
of this article did not participate.

The inter-rater correlation coefficient among judges was r = 0.82. All agreed with the 
content and the authenticity of the activities of the training (100% approval). The judges’ 
comments were considered, and the training programme was adjusted. Adjustments 
were made related to rephrasing the training’s learning outcomes (83.3% approval) and 
the sequence of some sessions (71.43% approval). The evaluation guidelines are included 
in Supplementary Material Appendix 2. The training programme aimed to meet 10 
conditions:

(1) Teacher training in situ. The training was carried out adjusted to the disciplines 
of the participants, considering eachprogramme’s graduate profile, and contex
tualised in local cultures and workplaces (Boud & Brew, 2013).

(2) Theory & evidence-focused training. Based on a systematic review of the authen
tic assessment literature (Villarroel et al., 2019) the course developed the capacity 
to implement a model of authenticity.

(3) Voluntary participation but with clear commitments. From the beginning of the 
training, the time commitment to participate was clearly established, along with 
associated tasks that were to be completed after the training.

(4) Teacher learning community. During the training, there were opportunities for 
group work, peer review, presentations of products and assignments, participa
tion, and dialogue in an atmosphere of respect, acceptance, and learning, which 
facilitated the development of an authentic learning community.

(5) Use of prior diagnostic evidence. Before commencing training, the participating 
teachers’ degree programmes and subject programme outlines were requested, 
along with tests and performance tasks used by the teachers in the last 2 years. 
With these inputs, a diagnosis was made regarding the level of realism, cognitive 
complexity, curricular alignment, and alignment with the graduate profile of the 
tests and tasks submitted. In this way, this diagnostic overview was presented, 
collectively analysing opportunities for improvement following the principles of 
authentic assessment.

(6) Realistic tasks linked with the workplace.Before training, data regarding employ
ers and recent graduates of each programme were requested from the participat
ing teachers’ degree programmes. Interviews were conducted with these 
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individuals to inquire about prototypical challenges faced in the world of work. 
These examples were shared during the training to facilitate the development of 
realistic assessments.

(7) Challenging and transferable tasks. Participants completed tasks involving the 
progressive improvement of their own written test items, performance-based 
tasks, rubrics, and feedback processes.

(8) Development of evaluative judgement. Participants engaged in self-assessment 
and peer assessment activities of their assessment products. The aim was to 
develop the ability to independently judge their assessment designs after the 
training.

(9) Feedback and formative assessment. Throughout the entire training process, 
both descriptive feedback for improvement and dialogical feedback related to 
the products that the teachers were constructing were provided.

(10) Follow up.In the subsequent semester, participants met with members of the 
training team. In these, they showed their assessment instruments, received 
feedback, discussed the problems they had in terms of application, and received 
advice.

In Supplementary Material Appendix 3, more information is provided about the inter
vention with a brief description of each session.

Data analysis

Inferential statistical analyses were performed to address the hypothesis of the study with 
a significance level set at p < .05. The analyses included: (a) Descriptive statistics, (b) 
t-Test to Hypothesis 1, (c) Generalised Hierarchical Linear Model (GHLM) regression 
and Mixed Effects Model tested hypotheses 2 and 3, (d) Wilcoxon test of difference tested 
hypotheses 4 and 5. The data was processed using IBM SPSS V20.0.

Ethical safeguards

An appropriate institutional review board approved this research.

Results

The results of the measurements taken in the intervention group, before and after 
training are presented. It is important to remember that the study lacks a control 
group, which represents a limitation when interpreting the causality of the intervention.

Influence on teachers’ attitudes about assessment and teaching

Because survey response data were not normally distributed, a Wilcoxon Test of differ
ence was used on the change score. Table 1 shows statistically significant changes in 
teachers’ overall orientation towards teaching. An increase in the score of the teaching 
dimension for conceptual change and a decrease in the score in the dimension of 
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teaching as information transmission is observed. This is a change in the level of teachers’ 
perception regarding the approach that underpins their teaching practices.

Regarding the authenticity scale of the assessment system, there was only one statis
tically significant change in the ‘feedback responsibility’ dimension following the train
ing. A comprehensive analysis of Table 1 allows us to interpret that the results support 
Hypothesis 4, as teachers shifted their teaching focus towards students and their learning, 
reducing teacher-centred information transmission. In contrast, Hypothesis 5 regarding 
the change in feedback incorporation was only partially supported because there was 
a change in only one of the four dimensions of the authenticity scale.

Impact on assessment practices

To measure changes in written tests due to the training programme, tests used before and 
after the programme, developed by the same person for the same course, were compared 
using an ordinal regression hierarchical linear model. Table 2 shows the changes in the 
type of items used before and after the intervention, with Cohen’s h effect size for 
independent ratios or probabilities. No statistically significant changes were detected in 
the use of each type of open-ended items individually, but when analysed together, their 
use increased by more than 20%.The use of multiple choice decreased by 10% and in 
total, closed-ended items reduced by more than 20%. Together these shifts indicate the 

Table 1. Change in participants’ Approaches to Teaching Inventory (ATI) and Teachers’ 
Perception of Authenticity in the Assessment System (TPAAS) scores.

Pre to Post 
Score Change

Variables M SD Cohen’sd

ATI
Teaching centred on conceptual change/Student 0.27 0.38 0.51**
Teaching centred on information transmission/Teacher −0.22 0.39 −0.38**
TPAAS
Authentic assessment feedback responsibility 0.40 0.94 0.44*
Authenticity and Contextualisation of Assessment 0.29 0.60 0.43
Diversity of authentic assessment strategies 0.32 0.79 0.43
Complex Knowledge construction 0.09 0.50 0.17

* = p < .05; ** = p < .01; *** = p < .001.

Table 2. Changes in item type used during the assessments, before and 
after the training programme.

Item type % Before % After Cohen’s h

Total open response 59.8 82.4 0.51***
Short written response 25.3 38.0 0.27ns

Case analysis 21.4 30.4 0.21ns

Simple problem solving 3.7 4.1 0.02ns

Long written response 9.4 9.8 0.01ns

Total closed response 39.4 16.8 −0.51***
Fill in the blank 2.0 1.3 −0.06ns

Multiple choice 20.5 10.5 −0.28**
True or false 16.9 5.0 −0.40ns

Items not classified are deleted from table; ns = not significant; * = p < .05, ** = p < .01; 
*** = p < .001.
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training has supported greater use of open-response tasks over closed-response format. 
These results support Hypotheses 2 and 3, in that the programme helped increase the use 
of open-ended response items associated with knowledge construction and decreased the 
use of closed-ended response items associated with memorisation skills.

Table 3 shows changes in the dimensions of Authentic Assessment. All dimensions 
increased by medium to large effect sizes following the programme. Thus, after the 
intervention, participants constructed and used written tests with more contextualised 
items, linked with skills from the graduate profile, which promoted knowledge construction 
in their students.These results support Hypotheses 1 and 2. Consistent with Hypothesis 1, 
after training the teachers seem to construct more realistic, contextualised, and problem- 
oriented assessments. Likewise, for Hypothesis 2, the increase in ‘Knowledge construction’ 
after training indicated that the assessments were more challenging, aiming for application 
and transfer of knowledge.

Performance in authentic assessment design

The exam in Session 10 required participants to create authentic written test items, 
complex tasks, and rubrics. Table 4 shows that the teachers performed well in all assessed 
items, except for those related to problem-based learning, one form of authentic assess
ment. Participants were capable of drafting contexts to place students in real scenarios in 
which they had to solve problems using higher-order thinking skills. Creating authentic 
short written response items and rubrics to mark them was also a strong general ability. 
Constructing a problem-based learning item and a rubric to assess it were the skills least 
acquired.This result appears to be stronger than that seen in Table 2 analysis of participant 
tests. Overall, teachers incorporated the dimensions of authentic assessment (realism, 
cognitive complexity, and feedback) into their written tests and performance-based tasks.

Table 3. Changes in authentic assessment dimensions, before and after the training programme.

Dimension
Before 
M (SD)

After 
M (SD) Cohen’s d

Relationship with specific skills of the graduate profile 1.60 (.54) 1.96 (.44) 0.65***
Relationship with generic skills of the graduate profile 1.23 (.40) 1.49 (.47) 0.64***
Context presence 1.62 (.73) 1.98 (.65) 0.50**
Knowledge construction 1.67 (.58) 1.93 (.43) 0.46***
Global authenticity 1.53 (.49) 1.83 (.42) 0.63***

** = p < .01; *** = p < .001.

Table 4. Degree of authenticity in teachers’ design of written 
tests, performance-based tasks, and feedback after their 
participation in the programme.

Item M SD

I. Context 2.92 0.27
II. Short written response 2.74 0.42
III. Rubric for short written response 2.44 0.78
IV. Case analysis 2.22 0.94
V. Problem based learning (PBL) 2.05 0.90
VI. Rubric for problem-based learning 1.81 1.17
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Compliance with the application of the authentic assessment methodology

As coursework, participants were asked to transform three written tests and two perfor
mance-based tasks from their courses. In addition, they built two analytic rubrics to 
grade tests, and two to review performance-based tasks, along with performing two 
feedback processes, one for each of these types of instruments.

The level of compliance with these requirements was high (Table 5). On average, 
teachers completed 7.9 (SD = 3.15; median = 8) of the 12 planned activities, which gave 
66% compliance. The results showed that the activity with the highest compliance was the 
realisation of a feedback process for a performance-based task, followed by feedback for 
a written test and the execution of two performance-based tasks. The least successful 
activity was the creation of rubrics for written tests with a large difference to the overall 
average (using probit method for proportions Cohen’s d = .98). These results can be 
explained by the complexity of the assigned task and the infrequency with which it was 
carried out in the prior practice of these teachers.

Discussion

This study investigated how pedagogical training and a shift towards authentic assess
ment can influence the assessment practices of university teachers. Results show changes 
related to the design and implementation of authentic assessment training. Two aspects 
changed: the quality of assessment instruments and teachers’ beliefs regarding teaching 
approaches.

The teachers achieved greater contextual authenticity, presenting realistic problem 
situations closer to everyday life and the professional world that students needed to 
address. Additionally, the teachers’ tests required application of higher-order cognitive 
processes, involving analysis, application, using knowledge to solve problems, decision- 
making, designing, diagnosing, intervening, proposing changes, and criticising solutions 
based on the learned curriculum. Participants also created more open-ended questions 
and decreased the use of closed-response questions. These changes are relevant because 
open-ended questions tend to focus on the construction of knowledge and the transfer of 
skills better than closed-response items, which often focus on the recall of memorised 
material. These results may be due to the training’s design, which was based on a clear 
and well-founded model of authentic assessment, allowing a profound exploration of key 
dimensions of authenticity. Instances of practice, collaborative work, self-evaluation, and 
co-evaluation were provided, fostering the development of evaluative judgement and the 
incorporation of quality criteria regarding authentic assessment.

Table 5. Compliance with authentic assessment activities by teachers.
Activity Expected Number M SD Max % Accomplishment

Performance-based Task Feedback 1 0.76 0.44 1 76
Performance-based Tasks 2 1.48 0.75 2 74
Performance-based tasks Rubrics 2 1.43 0.68 2 72
Written Test Feedback 1 0.71 0.46 1 71
Written exams 4 2.67 1.39 4 67
Written Test Rubrics 2 0.86 0.91 2 43
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Teachers expressed a shift from teacher-centric approaches to more student-centric 
approaches. They moved from understanding teaching as oriented towards information 
transmission to teaching focused on provoking conceptual change in students. This 
change is related to the design and implementation of authentic assessment training, 
which began by presenting teachers with a diagnosis of their assessment practices, 
allowing them to identify opportunities for improvement through ongoing reflection 
and timely feedback.

Unfortunately, two elements did not change: teachers’ beliefs about the authenticity of 
their assessments and the implementation of feedback activities with guiding rubrics. In 
this sense, it is important to note that the change in beliefs about teaching was substan
tially greater than the change in the perception of authenticity in assessment. That is, 
teachers increased their perception of their responsibility to provide feedback to their 
students, but they did not progress in their perception of how realistic, diverse, and 
challenging their assessments were after training. Despite significant changes were 
observed in the cognitive complexity and contextualisation of questions when analysing 
the tests, teachers did not perceive significant changes in these areas. These results may be 
due to the need for more time and practice to display self-efficacy in the assessment area 
than what was included in the training. The same happens with rubrics; it requires more 
time and practice to feel skilled in constructing them.

The results suggest that authenticity faces challenges in implementing certain kinds of 
performance-based tasks (i.e. problem-based learning methodology, the use of rubrics, 
and feedback). Therefore, according to the results, teachers are more likely to make 
progress in making more authentic written tests than in other aspects. The transforma
tive effect of the training is likely limited to that practice, at least immediately after 
completing the programme. This may be related to the fact that the training design 
provided a detailed diagnosis of written tests but not of performance-based tasks and 
rubrics, allowing for greater insight into the former.

Practical implications

There are several practical implications of this study. Some are organisational, specific to 
the educational institution, potentially impacting academic work and university teaching. 
Furthermore, it underscores valuable lessons concerning the design and implementation 
of teacher training programmes.

Primarily, it is important to note as a practical implication the benefit of supporting 
teacher training programmes in tangible evidence drawn from the teachers’ own prac
tices. This approach fosters introspection, allowing teachers to see themselves reflected in 
the showcase data, analyse their practices, engage in self-assessment, and acknowledge 
the imperative for change, alongside the associated challenges and impediments. 
Moreover, the information can be escalated to university authorities who can make 
evidence-based decisions to direct the efforts to facilitate the expected change.

In the presented teacher training programme,a previous analysis of the assessment 
instruments employed by teachers over the preceding two years was conducted.In the 
analysis of the tests, before the intervention, a notable prevalence of questions focused on 
the retrieval and recognition of data was found, predominantly observing closed- 
response assessment formats such as multiple-choice, true/false items, completion, and 
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matching terms. It is important to note that the prevalence of objective, closed-response 
tests does not signify a sole emphasis on memorisation skills, since when multiple-choice 
questions are properly formulated, they can allow the measurement of higher-order 
skills.

The weaknesses observed in the diagnostic evaluation could be a product of work 
overload due to the participation of teachers in multiple courses in the same semester, 
needing to grade tests quickly, as well as not having received formal training in 
university teaching or assessment instrument design. Having this pre-intervention 
diagnosis, based on evidence, facilitated understanding among teachers about the 
imperative to transform their assessment practices because, on one hand, they mainly 
measured literal repetition of information, and on the other hand, they were mis
aligned with the competencies delineated in the graduation profiles. Using evidence 
from their own practices is also consistent with the principles of authenticity and 
acknowledges local contextual disparities as proposed by Boud and Brew (2013). This 
diagnosis allowed each participant to analyse the strengths and areas necessitating 
improvement in assessment in relation to an authentic assessment model, providing 
a contextual framework to initiate work and efforts toward a paradigmatic shift in 
assessment practices.

The second relevant practical implication underscores the need for higher education 
institutions to ensure working conditions for teachers, including enough time for the 
design, implementation, and grading of assessments. Constructing instruments under 
the principles of authentic assessment requires time for conceptualisation and the design 
of contexts that resonates with the course content and undergraduate profiles. 
Additionally, it requires time to review and grade student responses. To transition 
away from mechanised assessment, mandates time and opportunities for peer collabora
tion. Investing time in formulating contextualised, realistic, and cognitively challenging 
assessments, in which teachers provide feedback on student performance, contributes to 
deeper student learning, and promotes the retention of acquired knowledge. 
Furthermore, it also develops competencies aligned with graduate profiles, thereby 
enhancing students’ preparedness for the demands of the workplace.

The third important practical implication involves ensuring the internal coherence of 
the implemented teacher training programme. In this study, the training addressed each 
dimension of the theoretical model of authentic assessment that was used. A deliberate 
instructional was employed to target instruction on the areas slated for transformation, 
with products that would be used in the course after the training being constructed 
during the sessions, as well as in the required assignments, providing prompt feedback. 
This reinforces the obvious: to improve assessment practices in higher education, 
adequate training opportunities for academics must be provided.

The fourth implication is related to the authenticity of the training. Teacher training 
poses a challenge as not all teachers exhibit interest in self-improvement, and even when 
they do, they may not always perceive the training as beneficial. However, training 
initiatives can be efficacious if they adhere to the authenticity guidelines outlined earlier. 
It reflects their practices and reality, adjusts to their needs, fosters active participation, 
promotes collaboration among peers, includes evaluative judgement, provides timely 
feedback, includes challenging activities transferable to other teaching contexts, super
vises and follows the process of implementing change, integrates theory and practice in 
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a way that makes sense to the teacher and establishes a connection with the competencies 
that students must demonstrate in the world of work.

The fifth important implication, particularly relevant from the authenticity model 
employed in our study, is the possibility for higher education institutions to manage and 
provide information concerning real-world problems that graduates encounter in the 
workplace. This approach can provide ideas for an instructional design aligned with 
future professional demands. In this context, in the conducted training, participating 
teachers were provided with ‘prototypical problems’ from each discipline, constructed 
from interviews with employers, alumni, and practice supervisors from different profes
sions. These problems served as an inspiration to create new problem scenarios, thereby 
contextualising and enriching knowledge.

Limitations and future directions

The limitations of this study relate to four primary aspects. Firstly, the disadvantages of 
pre-experimental research designs for establishing the impact of the intervention. 
Secondly, the small sample size diminished the generalisability of findings. Thirdly, the 
lack of post-intervention follow-up on teachers regarding their practices and evaluative 
beliefs hinders a comprehensive understanding of sustained effects. Lastly, the study 
lacks measures evaluating the impact of authentic assessment methodology on student 
learning. For future studies, it is necessary to transition towards research designs con
ducive to establishing causality (i.e. experimental random allocation to training condi
tions, including a control group and post-intervention change monitoring).

Creating authenticity in assessment, however, may create problems in terms of the 
effort needed to prepare and grade authentic assessments. Hence, research is needed to 
determine the feasibility of these assessment approaches within contexts of low staff- 
student ratios and strong administrative compliance requirements. In research-intensive 
contexts, the path of least resistance (i.e. reliance on multiple-choice testing) is a strong 
siren call that may act against authenticity in assessment. Further research in such 
contexts may help develop manageable solutions.

While this small-scale intervention study shows positive shifts in approaches to 
assessment, it does not show that students will necessarily exercise deep learning or 
higher-order thinking skills when faced with such assessments. Theoretically, this type of 
assessment ought to prepare students for making decisions and solving problems in real 
professional contexts. However, the current study does not yet demonstrate that this is 
the case.

Conclusion

If teachers are authentically instructed to assess their students’ learning under the 
principles of authentic assessment, they are capable of learning to do so. This article 
illustrates that authenticity can be taught and applied across various disciplines, generat
ing positive outcomes in teachers, at least immediately after completing the training. 
Trained teachers presented a notable shift in their assessment tools, successfully applying 
the principles of authenticity.
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The design and implementation of the authentic assessment training programme 
presented here posed a significant challenge: the need to gather data from various sources, 
including assessment tools, graduate profiles, graduates, and employers. This involved 
a substantial educational management effort at the institutional level. In essence, authen
ticity was emphasised byincorporating realistic inputs. This allowed teachers to analyse 
their practices within their disciplinary context, identifying and addressing existing gaps. 
This approach could be a relevant aspect to consider in facilitating the application and 
transfer of their acquired knowledge to practice, providing elements to foster the develop
ment of high-order cognitive skills aligned with the specific demands of the workplace 
demands, and ensuring the fulfilment of the desired graduate profile.

The primary strength of the research presented in this article lies in the coherence 
between the characteristics of teacher training and the principles of authentic assessment 
that guided its implementation. The training approach was characterised by its realism, 
contextualisation, and adaptability to address the weaknesses identified among partici
pants, considering prior diagnoses and graduate profiles for each respective programme. It 
was challenging, involving numerous performance-based activities, and providing contin
uous feedback to the teachers, including self-assessment and peer assessment activities. 
This intrinsic coherence between the training programme and its epistemological and 
conceptual foundations may seem evident. However, dissatisfaction from educators 
regarding the lack of alignment between the intended content of teacher training pro
grammes and their delivery methods is not uncommon. We highlight this coherence, as it 
likely played a pivotal role in the achievement of the desired outcomes regarding the 
alignment of the new assessment practices with the principles of authenticity, which despite 
being expected based on the intended design of the training, might not have been achieved 
otherwise.
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