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Evidence suggests that instructional quality and student achievement depend on different 
types of teacher resources, in particular on their knowledge, skills, beliefs, values, motivation and 
metacognition (Baumert et al., 2010; Schoenfeld, 2010; Staub & Stern, 2002). Developing an 
assessment framework for a teacher study means therefore to model professional competence as a 
complex multi-dimensional construct that includes the cognitive, meta-cognitive and affective-
motivational resources necessary to master job-related problems (Weinert, 2001; Taconis, Van der 
Plas & Van der Sanden, 2004). 

Each teacher resource can be subdivided into several facets such as content knowledge, 
pedagogical content knowledge and general pedagogical knowledge (Shulman, 1987) or such as 
beliefs about the nature of the content taught and the nature of teaching and learning (Richardson, 
1996). “Competence profiles” describe the patterns how these resources play together (Blömeke et 
al., 2013). The level and quality of teachers‘ professional competence is influenced by their 
preconditions, by opportunities to learn and by the context (Blömeke, Suhl & Kaiser, 2011; Blömeke 
et al., 2012). National program choices in this sense reflect particular visions of what teachers are 
supposed to know and be able to do in class and how teacher education and professional 
development should be organized in order to provide the knowledge and skills necessary for 
successful accomplishment of their professional tasks. 

Many recent studies followed this conceptual framework, see in particular IEA’s comparative 
“Teacher Education and Development Study: Learning to Teach Mathematics (TEDS-M)” (Tatto et al., 
2012). As an international study, TEDS-M represents the largest comparative data set that provides 
empirical evidence on teacher competence. Whereas only some differences exist across countries 
how precisely to define content knowledge, more controversies are seen with respect to other facets 
of teacher competencies. Affective-motivational facets such as orientations and goals or as well as 
meta-cognitive facets like self-regulation are in some studies supposed to be decisive in these 
processes as well whereas they do not at all get recognized in others (LMT, the Pathways Project in 
New York) or include at most beliefs but not self-regulation (TEDS-M). 

A specific challenge of assessments is how to conceptualize pedagogical content knowledge. 
Depaepe, Verschaffel and Kelchtermans (2013) identified commonalities and differences in a review 
of 60 publications about mathematics pedagogical content knowledge that result in differences in 
study designs and instruments. They identify as a commonality that PCK is regarded a bridge between 
content and pedagogical knowledge and that it is a specific knowledge type of teachers. Döhrmann, 
Kaiser and Blömeke (2014) identified differences in the definition of PCK between European (and 
partly Asian) countries and English-speaking countries. This difference is also stressed by Hsieh, Lin 
und Wang (2014). 

An important challenge of each teacher assessment is to validate the measures and the 
inferences drawn from these. Considering the competence development along a continuum of 
lifelong learning (Musset 2010) would allow including classroom observations of teacher performance 
and student to examine the measure’s construct validity. Such studies have to ensure that the tests 
are tapping competence features needed to teach successfully so that the measures are valid for the 
uses to which they will be put. 

 


