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Providing and sustaining quality of education is primary objective at the
Baltic Defence College. There is a joint effort by faculty and the established
system on how we review and prepare educational activities while maintain-
ing best practices. However, regarding the measurement of the quality of
education, there is not always transparency or certainty on the relevance or
suitability of assessment for gauging learning objectives. Student feedback
addresses this issue as one of the most sensitive and emotional topics. This
matter is usually more complicated, requiring a review of learning objec-
tives, planned time, or applicability of the assessment method - or some
combination of all previously mentioned procedures. In addition, regular
personnel rotations and significant changes in curricula create challenges.

Since summer 2020, when I took over the command of the Baltic De-
fence College, I focused on the systematic professional development of the
faculty as the quality of education rests on the professional knowledge, expe-
rience, and pedagogical skills of the faculty members. An essential part of
the professional development of the faculty is familiarity with the principles
and practices of assessment and how to apply them. I thank the authors and
contributors for their almost two years of work that went into compiling the
first edition of this handbook. The elaborative examples and lessons identi-
fied at the College in the past three to four years are especially illuminating.
Therefore, the handbook will be utilised and referenced by all faculty mem-
bers who deal with the preparation and delivery of education. At the same
time, education is a continuous process, and the Baltic Defence College is
a learning organisation; thus, I would expect active contribution for future
editions of the handbook.

[enar” Famin

Brigadier General Ilmar Tamm
The Commandant of the Baltic Defence College
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FOREWORD

Maidu Allikas, LT'C (Lieutenant colonel)
Military Assistant and Head of Commandant’s Office
of the Baltic Defence College

What is the purpose, scope, and goal of the handbook?

This publication is a toolbox for assessment in higher and professional mili-
tary education (PME). It discusses and describes the assessment of learn-
ing within the new paradigm of education where assessment methods are
viewed as in many ways the key to success — both for educators and students.
Assessment is a form of cooperation between the teacher and the student,
directed at maximising the learning-teaching process to yield the best possi-
ble outcome for the student. It also enhances the quality of PME and, there-
fore, the military system as a whole.

The handbook is aimed at teachers and students at all levels of PME.
We hope that it will help teachers to see assessment as the main driving
force behind what is taught and how learning outcomes are achieved. For
students, it should provide insights into what is expected of them and how
assessment is designed to help them get the most out of their PME studies.

Assessment is the process of gathering information to make informed
decisions. Therefore, the goal of this handbook is to support teachers at
PME institutions in collecting relevant information and make appropriate
assessment decisions in accordance with the learning outcomes.

How is PME assessment connected with a reflective
military and battlefield success?

A reflective military looks at itself and its performance critically, often
undertakes rigorous training regimes, paradigm shifts and transformations
to improve its military competence consistently. Institutional introspection
does not mean that military operations will result in unmitigated success.
Still, it does mean that a military can learn as an organisation from its mis-
takes and train itself to avoid them in the futurel!’,
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Education changes thinking patterns. Military officers who accept this
understanding point out that well-educated officers analyse with greater pre-
cision and are able to identify creative solutions to unexpected challenges,
thus laying the foundation for battlefield success. Military education helps
establish the conditions for military success by creating the intellectual archi-
tecture to make military operations continually more effective?.. That is to
say that assessment in PME shapes our way of thinking and acts as a decisive
factor in making the reflective military a supportive measure for battlefield
success. Therefore, PME institutions have to implement assessment methods
in education that will support leaders of future operating environments in
gaining an advantage'®!. Teachers must provide a thorough assessment, which
is acceptable evidence that students are achieving learning outcomes in line
with the ultimate goal of battlefield success.

Why should the paradigm shift in civilian higher
education policy impact assessment in PME?

It is yet to be decided what the next new wave or paradigm shift of the future
military will be. Our experience underlines that “revolutions in military
affairs” and paradigm shifts come as waves in response to dynamic changes
in society. The benefits of reforms in civilian education in conjunction with
paradigm shifts need to be harnessed within the PME, giving the military
highly qualified leaders.

One of the critical elements of success in PME and the effectiveness of
a military organisation is to use modern training and assessment methods.
Current and future higher education policy strives to create unlimited learn-
ing opportunities for students. To develop a lifelong capacity for multiple
thinking!¥ and creativity for sustainable development to meet future global
challenges in the 21* century, PME institutions cannot fall by the wayside.
There are several indicators for the new learning concept. These include
aspects related to student participation, such as promoting student activity
so that the student is the more active party in the process. A great deal of
learning is taking place in pairs, groups or as teamwork. Creativity is built
into the learning process through students being assigned tasks of creat-
ing something within the topic and providing the student with different
options. The physical classroom layout of the classroom changes frequently,
and technology is now a natural part of the process'™’. All these aspects need
to be built into the assessment process.
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Assessment in PME directly affects the development of learners’ com-
petencies and has an indirect long-term effect on the quality culture of the
entire military organisation.

The quality standards for learner-centred learning!®!, and assessment
in particular, encourage students to shape the learning process actively.
The PME ensures that its programmes, modules, and courses meet pre-
defined academic quality standards and seeks to implement best practices
to enhance further the quality of the education provided as part of a con-

tinuous improvement processm.

What is PME’s role in competence-based education and
supporting lifelong learning?

Competencies are a combined application of knowledge, attitudes, and
other acquired skills used in specific work environments and situations.
Competency-based education supports receiving both learning content and
transferable skills in an environment that as authentic as possible, reflecting
the demands of a military career as to their future job.

All dimensions and components of competencies must be assessed,
knowledge, skills, beliefs, and attitudes'® connected with learning out-
comes and training programme (curriculum) goals. In addition, learners’
competences have to be assessed holistically, using appropriate assessment
methods and at different levels throughout the learning process.

PME has a significant role in impressing upon students the need for
lifelong learning to meet the demands of the contemporary security and
defence environment. Assessment is an integral part of forming good life-
long practices of learning and attaining new skills.

Competency assessment needs to be criterion-referenced, personalised,
and flexible. A holistic approach recognises that most of the topics within
PME training are interrelated and serve as conceptual foundations for other
subjects. For example, teaching communication skills throughout the PME
programmes stresses communication as an interpersonal competence that
lies at the heart of effective military leadership. Communication relates to
aspects such as report writing, electronic transmissions, building dialogue
within the multicultural faculty community, making public presentations,
providing testimony, assuming a command voice, and taking charge of
research. Integrating communication skills in such a manner is consistent
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with a systems approach; that is, all its parts are arranged to produce a uni-
fied whole®!.

Why should teachers at PME institutions use different
assessment methods?

Assessing student learning provides instructors with an opportunity to
determine the students’ quality of learning and provides students with guid-
ance as to what type of learning and performance is expected. Assessment
methods provide for different learning outcomes. Teachers also assess know-
ledge and understanding that goes beyond simple facts. Students need to
solve problems that require them to adapt their knowledge and transfer it to
a new context'”, Assessment of these complex skills calls for more varied
assessment methods.

To sum up, PME is undergoing a paradigm shift in teaching. This hand-
book focuses on assessment as a starting point for planning desired learning
outcomes and explains what can be measured by different methods and how
best to employ them. In doing so, teachers in a PME organisation will col-
lectively enhance quality assurance in PME.

We hope you will use the guidelines in this handbook to make assess-
ment an integral part of teaching and learning for PME teachers.

If used holistically, this handbook can unlock maximum effectiveness
in teaching and learning to ensure quality in PME and meet stakeholders’
expectations.
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DEFINITIONS

(adapted from Outcome-based Assessment in Higher Education
by Einike Pilli)

Assessment of learning outcomes, including self-assessment, is part of the
learning process. The idea is to give a fair and impartial assessment of the
learner’s level of knowledge and acquisition of skills by measuring these
against certain assessment criteria according to the learning outcomes
described in the curriculum. Attitudes are generally not assessed. However,
attitudes are important in military education, and therefore these need to be
assessed, albeit through action/behaviour. This book focuses predominantly
on assessment of knowledge and skills. The purpose of assessment is to sup-
port learning and to provide reliable information on students’ performance
in completing their studies. Assessment has two functions: summative and
formative.

An outcome-based curriculum is a plan for the substantive, temporal
and organisational design of targeted learning activities structured with the
focus on the learner. The curriculum defines the objectives of the educa-
tion to be provided, including the expected learning outcomes, the standard
period and volume of study, the conditions for starting study, the list and
volumes of modules, brief descriptions and options and conditions, spe-
cialisation opportunities and requirements for completing studies. The cur-
riculum is formalised as an official document.

Learning outcomes are knowledge, skills and attitudes acquired as a
result of learning or sets of such knowledge, skills and attitudes (compe-
tencies), the existence and/or level of achievement of which can be proved
and assessed. Learning outcomes are described at the minimum or basic
level required to complete a curriculum or module. The achievement of
learning outcomes is decided through assessment.

A module is a unit of content based on the learning outcomes of a cur-
riculum. It groups subjects or other study content into a goal-oriented set.

An assessment method is a way of proving the acquisition of knowledge
and skills, which taken together form competences. The choice of assess-
ment method must be based on the learning outcomes to be assessed. An
assessment method has assessment criteria.

13



Definitions

Assessment criteria describe the expected level and scope of knowledge
and skills to be demonstrated by the assessment method. Assessment criteria
are formulated on the basis of learning outcomes, but in much greater detail.
Assessment criteria are divided into grade and threshold criteria.

RPL - the Recognition of Prior Learning and work experience - is a
process by which a competent authority assesses the applicant’s competency
based on defined criteria, in terms of how well their knowledge, skills and
attitudes align with the learning outcomes in an educational institution’s
admission requirements, curriculum or part(s) thereof, with the compe-
tency requirements in a professional standard. If the applicant’s competen-
cies meet these requirements, they are counted toward fulfilling the admis-
sion requirements, completing a curriculum or awarding certification in a
profession.

Professional Military Education (PME) is the systematic instruction of
professionals in subjects enhancing their knowledge of the science and art
of war. It provides and develops the skills, knowledge, understanding and
appreciation of leaders in the nation’s armed forces.

Competency assessment is criterion-referenced, personalised and flex-
ible, as a comprehensive approach recognises that most of the topics within
PME training are interrelated and serve as conceptual foundations for other
subjects. For example, when addressing the importance of effective com-
munication skills (interpersonal competencies) — whether in the form of
verbal, nonverbal, or written transactions — rather than addressing it as a
stand-alone topic, it is emphasised that communication lies at the heart of
effective military leadership work and is integrated throughout PME pro-
grammes (curriculums) as it relates to report writing, electronic transmis-
sions, building dialogue within the multicultural faculty community, making
public presentations, providing testimony, assuming a command voice,
taking charge of research, describes this process as a systems approach, that
is, one in which all its parts are arranged in a manner that produces a uni-
tied whole.

14



CHAPTER 1. ASSESSMENT IN HIGHER AND
PROFESSIONAL MILITARY EDUCATION

In one way or another, assessment has always been part of learning. For the
last two decades, the learning process has been described as outcome-based
and learner-centred, although this, too, is actually a much older phenom-
enon. Even when goals were formally set for teachers in the past, there was
still an interest in student achievement and performance. After all, the out-
come of student’s learning is central to the learning process. The achieve-
ment of these outcomes serves the whole learning process, and it is meas-
ured by assessment.

Assessment is complicated by the fact that while learned material may be
clear when it is fresh, in the long run, it is not always retained by the mind
or muscles. It can also be the other way around - certain things cannot
be recalled at an examination, but in the context of a practical training or
other work environment, it is clear that in fact the student has mastered and
is applying the knowledge. In Estonia there is a tendency for so-called C
students among boys to do better in real life than girls who got the highest
marks in school. Why is that? There is certainly much more to it than just
gender. “Why carry out assessment at all if one’s grades aren’t a measure of
real ability?” some may ask.

In military education, of course, assessment has a much clearer, more
specific function, just as the environment in which the knowledge will be
applied is likewise better defined. Therefore, the content of the learned
material and learning outcomes are defined more precisely as well. But
even here, there are a number of questions about assessment that need
to be negotiated and planned. That is why this book has three parts. The
first deals with the principles, functions and practices of assessment. In the
second chapter, we introduce different assessment methods. The third pro-
vides concrete examples of how to assess modules comprehensively.

15



Chapter 1. Assessment in higher and professional military education

1. Principles and practices of assessment

In Chapter 1, we will lay the foundation for the second and third chapter.
We describe the nature of assessment, and the assessment planning process
and principles. The main questions in this chapter are “why” and “how”
to assess. We also provide a checklist of questions for analysing an already
planned assessment. The assessment quality criteria provide a “mirror” on
the basis of which the achievement can be deemed satisfactory or adjust-
ments made.

1.1 The nature, purpose and principles of assessment

The main purpose of assessment in the learning process is to provide feed-
back on the learning outcomes and effectiveness of the learner’s learning
process and thereby increase the effectiveness of learning.

Of course, assessment is by nature much broader than deciding on
a letter or number grade or deciding whether a particular goal has been
achieved. In the learning process, the main task of assessment is to gauge
how well the learner’s competencies align with the goals set in the curri-
culum.

Before reading further, think about the principles that are
important for you in assessment.

The following central principles are important when assessing the learning

outcomes:

e Learners are not compared with each other; instead their competencies
are compared with the learning outcomes in the curriculum. In didactic
language, this means that it is a criterion-referenced assessment as opposed
to comparative assessment such as benchmarking or grading on a curve.

e Assessment is more effective if the student is involved in setting learning
goals and assessment. They can analyse their learning through self-assess-
ment and reciprocal assessment.

e The assessment of a given module is carried out holistically, i.e., it is not
assessed one learning outcome at a time. Instead, it looks for the opti-
mal number of assessment methods or the relevant assessment methods,
which are needed so that all learning outcomes will be assessed.

16



Chapter 1. Assessment in higher and professional military education

The objectivity of the assessment is ensured by proceeding from the
assessment criteria, which are known for students in advance and are the
same for everyone.

In order to obtain a positive grade, the threshold criteria set at the level
of learning outcomes must be met or exceeded. The lower “bar” in the
case of both undifferentiated and differentiated assessment is in the same
position.

Assessment takes place using appropriate assessment methods that are
related to learning outcome verbs. For example, if the learning outcome
says “analyses’, it needs a different assessment method than if it says
“knows”.

Summative assessment methods are described in the syllabus. In addition
to summative assessment, formative assessment may be used, which does
not affect the final result and which is not set out in the syllabus.

We describe these principles in greater detail in the following subsections
of Chapter 1.

1.2 Assessment as the key to the quality of the learning process

It is no exaggeration to say that assessment is the learner’s actual curriculum.

This idea is illustrated by the following diagram:

Teacher’s perspective:
planned learning outcomes

i

Learner’s perspective: Actual learning
assessment outcomes

—» Assessment

FIGURE 1. The meaning of assessment from the learner’s perspective'.

From this diagram, it can be concluded that a student’s learning is guided by

assessment. It all supports the conclusion that the effectiveness and efficacy

of the learning process can be influenced the most precisely through assess-

ment. The quality of learning is thus directly linked to assessment.

1

Adapted from Biggs, ].B. & Tang, C. (2007). Teaching for Quality Learning at University.

(3rd Ed.). Maidenhead: McGraw Hill Education & Open University Press and https://
www.heacademy.ac.uk/sites/default/files/resources/id477_aligning_teaching_for_
constructing_learning.pdf.
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Chapter 1. Assessment in higher and professional military education

In order for the teacher’s perspective described in the diagram - i.e., the
learning outcomes and the academic results achieved by the student - to
overlap as much as possible, the study process must strive toward a principle
called constructive alignment.

In the curriculum view, two types of alignment can be distinguished:

1. Vertical alignment occurs in the curriculum between different levels -
curriculum, modules, subjects, topics, etc. In other words, vertical align-
ment means that the lower levels add up to the higher levels, so that eve-
rything that is ultimately intended will be achieved. Vertical alignment
is an important tool in curriculum planning.

2. Horizontal alignment, on the other hand, occurs within a single module, on
one level. The main criterion of horizontal alignment is that the planned
learning outcomes are actually assessed, and achievement of the learn-
ing outcomes is supported by educational methods, the content learned,
learning environment and teaching aids. An important consideration for
horizontal alignment is that students must have relevant prior knowledge
and the planned study time must be optimal for acquiring the planned
material.

Learning |* subject * method
Outcome /¢ general * criteria

FIGURE 2. Horizontal alignment

Learning

Teaching \* at home

Method /e at school EIvony

ment

The diagram above is not necessarily complete, as a number of other factors

may prove to be components of alignment as well, but the main ones are

shown. Let us touch on them one by one.

e The learner always enters the learning process with some prior know-
ledge, previous experience and sometimes also preconceived notions.
It depends on the situation and the specific learner whether these will
interfere with or support learning. In order to achieve greater alignment,
the prerequisites are sometimes articulated upon entering a module, or a
test is carried out.

e Learning outcomes usually include both subject-based and general
competencies. The learning process is also significantly influenced by

18



Chapter 1. Assessment in higher and professional military education

learning outcome verbs (for example, apply, know, analyse). For example,
if at the end of the module, the student is expected to apply some skill,
this requires different assessment and learning methods compared to the
assumption that the student knows and analyses something.
Assessment has a direct link to learning outcomes. Output-based logic
assumes that all learning outcomes will be assessed. As the learning out-
comes are consensually described at the basic level, failure to achieve
some of them means that the learner has not mastered the material at
the basic level. A distinction is made between assessment methods and
assessment criteria, which provide further clarification as to the imple-
mentation of the assessment methods. Ordinarily, an assessment method
has an assessment task that provides additional detail. In the case of ideal
alignment, generalised assessment criteria aligned with the assessment
method add up to learning outcomes.

In the case of an aligned module, the teaching methods are aligned with
the assessment, which in turn ties them to the learning outcomes. As
the planning of learning processes usually involves the difficult question
of what to include and what to exclude (rarely is the volume of study
enough to cover all possibilities), aligning teaching methods with the
assessment helps to plan the optimum learning process. There is another
aspect to teaching methods - not everything happens in school so learn-
ers do part in contact with the teacher, i.e., at school, and the other part
independently, i.e., at home. Student-centred design also provides an
opportunity to seamlessly link assessment methods to the student’s view
of the learning process flow.

The learning environment contains all the aspects that contribute to the
success of the learning process. These can be web platforms, training
fields, simulation centres and the like.

Analyse one of the modules you teach in terms of horizontal alignment.

What needs better alignment?

Another component of horizontal alignment comes into play when a module

is taught and assessed by several teachers. Here, in order to achieve align-
ment between components, it is vital for everyone to plan their parts

together, not separately. A particularly clear focus for the module comes

when teachers jointly formulate the central goal of the module. In this case,

there is simply no good alternative to cooperation. In the same vein, it is

19



Chapter 1. Assessment in higher and professional military education

good to conduct a “post-mortem” to assess how things went after the fact.
What problem areas emerged in students’ learning? What shortcomings
came up in collaboration? How can assessment be better linked to other parts
of the learning process? This allows one to learn from each other and in many
cases it makes the work and development activities more rewarding.

Assessment is a key component of horizontal alignment - it can even be
called a “bridgehead”. The link between assessment and learning outcomes
is the foundation on which the alignment of the rest of the learning process
rests. That is why we say that assessment is the key to the quality of the rest of
the learning process. It ensures that the planned learning outcomes are indeed
acquired by the learners, i.e., that they are the actual results of learning.

Assessment in military education is also related to the overall quality
management of an organisation. Important components here are the align-
ment between stakeholder expectations and assessments; meeting em-
ployers’ expectations both today and in the medium term in 5-10 years; an
assessment system applied to and supporting the work environment; the
competency of the assessors in metacognitive and learning-related tech-
niques, which create a comprehensive, authentic overview of learners’ per-
spectives in the work environment for up to 10 years into the future.

In military education, it is important that assessment methods set an
example for students, indicating the direction for future organisational
development and quality assurance. When military leaders are guided by
a modern approach to learning in designing assessment, this can have a
fairly direct impact on the thinking and organisational culture of the leaders,
including how new knowledge is brought into and consolidated in military
education.

Proficiency in the assessment system also supports management of
changes in the military organisation. If the organisation understands the
need for assessment, it can also be used to assess activities. This is only one
step towards innovative development of these activities. When innovations
are based on an assessment - e.g., new training or combat operating proce-
dures, innovative leadership techniques, the development of countermeasures
against new military threats, the initiation of cooperation with new multi-
ethnic target groups or other aspects — they have a more solid underpinning
and rationale for implementation. Thus, assessment is important not only for
the learning process, but for the whole organisational culture.

Now, let us turn to more specific quality indicators and practical
implementation issues related to assessment.

20
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1.3 Quality and implementation of assessment

So we have established that assessment is important, and it is also important
that it be done well, thoughtfully and purposefully. First, we will set out
some quality criteria for assessment itself. They can be used to analyse an
existing assessment and plan changes if necessary.

1.3.1. Assessment quality indicators

Before moving on to more specific quality indicators, we should mention

one important principle that characterises a well-planned assessment of a

module. On the one hand, from the perspective of both alignment and pur-

posefulness, it is important that all learning outcomes are assessed. There is

a widespread misconception that learning outcomes must be assessed one

by one. In fact, the best results are achieved when learning outcomes can

be assessed holistically, because life itself is inherently intertwined. Thus,
the first quality indicator is that learning outcomes should be assessed in an
integrative manner.

Moreover, a high-quality assessment is authentic, valid and holistic. We
will discuss each of these three adjectives in more detail.

o Authentic. Authenticity in assessment is expressed when it imitates as
closely as possible how the learned content is used in a real professional
context. This usually also means that the assessment method is quite
complex. However, achieving authenticity is not always justified or fea-
sible in the learning process. For example, if you compare the solution
for a battle situation using a graphic representation or physical terrain
using real people, the second one is definitely more valid, but at the same
time it may not be possible or practical in the learning process. However,
when it comes to choosing whether to conduct a case study of a battle
situation with real historical data in the form of a diagram, or to discuss
what possibilities there are to respond in a battle in the first place, the
former is certainly more authentic. Thus, in the case of the authenticity
of the assessment, the best optimal solution must be sought.

e Valid. An assessment is valid when the method assesses what it needs
to assess, i.e., it is suited to the purpose. The alignment of the chosen
assessment method with the learning outcomes has determining impor-
tance for validity. Convenience or speed can be fatal to validity. For
example, a test is much easier to assess than an oral interview. Yet a test
provides feedback only on relatively superficial knowledge of the facts.
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An interview, on the other hand, shows the student can discourse on the
subject as well as whether they have learned the facts necessary for the
discussion. However, even a more complex and time-consuming assess-
ment method is not always the best in terms of validity. It is just that
learning outcomes, and especially learning outcome verbs, must be taken
into account.

e Holistic. If an assessment is holistic, that means the most important and
necessary competencies are at the centre. Without having acquired these
competencies, it is not possible for a learner to receive a positive assess-
ment result. For example, if confidentiality is the most important in cer-
tain roles, it is not enough that a conducted interview was otherwise
adept and substantive. If the learner errs in the most important parts, it
will affect the entire endeavour.

When assessing the quality of assessment, it is certainly important to ask
whether it motivates the learner to improve their results and get even better

results in the future. This presupposes that the learner can use feedback to
reinforce what they succeeded in, and correct what was not successful, and
that they have enough information and support to make the corrections. In
addition, the assessment must ensure that the learner’s mindset is sufficiently
positive, and they have enough self-confidence to undertake the change.
In everything, including improving assessment results, motivation is en-
sured by two aspects:
1. The expectation of better performance and the input needed to perform
better.
2. Value ascribed to the activity that is desired to be performed better.
If the feedback from an authentic and valid assessment method makes the
learner want to perform the most important things better and holistically,
the assessment can be considered successful and therefore of high quality.

1.3.2. How to choose assessment methods?

Now that we have discussed the quality of assessment, it is time to turn to
the assessment planning process. Sometimes teachers are handed module
programmes with assessment planned in it. Depending on the situation and
the need, they can opt to improve them or not. Planning an assessment well-
aligned with learning outcomes is however undoubtedly one of the tech-
niques used by teachers who know their field well.
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There are two approaches to planning:

1. One is to start by aligning learning outcomes and assessment methods
and then develop assessment criteria that are suitable for the assessment
methods.

2. The other is to start by describing the assessment criteria stemming from
the learning outcomes and then divide them up between various assess-
ment methods.

In both cases, it must be ensured that there is a “full circle”, as shown in the
tigure below.

Learning
outcomes

Assessment Assessment
methods criteria

FIGURE 3. Alignment of learning outcomes and assessment.

This guide proceeds from the first approach. In the Estonian context, the
second approach is used mainly in vocational education and where voca-
tional standards prescribe very precisely the behavioural indicators for vari-
ous competencies. We will thus first take a look at assessment methods and
their selection.

What are assessment methods and how to name them?

An assessment method is a method of assessing the learner’s knowledge,
skills and attitudes expressed in behaviour. In this guide, assessment meth-
ods will be discussed in more detail in Chapter 2. Here we will mention only
the main ones. Assessment methods are inherently related to the learning
outcomes whose acquisition they measure. The following table is merely
illustrative, but helps to understand how assessment methods are related to
the learning outcome verbs.
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TABLE 1. Connection between learning outcome verbs and assessment methods.

Learning outcome verbs Assessment methods

Knows, explains, names Test, written work, presentation, oral interview,
staff paper

Understands, has an overview Summary, annotated bibliography, abstract,
poster presentation, oral interview

Analyses, associates Case study, assessment, learning portfolio with
self-analysis, research paper, staff paper

Applies Practical training, practical training diary, report,
poster presentation

Demonstrates (skill) Simulation, demonstration, practical training,
exercise

Solves problems Project, point paper, case study, simulation

Communicates Role play, simulation, presentation

Puts theory into practice Practical training report with practical training
diary, practical exercise

Plans/performs/analyses Project with report, research paper, portfolio

Analyses and collaborates syndicate or small group work, staff paper, team
project, analyses

Analyses one’s own development | Portfolio

during the learning process

Continue this table with the learning outcome verbs from your modules.
Think about which assessment method is suitable for those particular modules.

In the case of assessment methods, a distinction can be made between
simple and composite forms. If one assessment method contains several
parts (e.g., a portfolio or project) or is multi-stage (e.g., outline or summary
of literature and its presentation), it is a composite method. This distinc-
tion between assessment methods is important when assessment criteria are
added, which we will discuss in the next sub-topic.

Assessment methods and learning outcome verbs

The most important indicator for assessment methods is learning outcome
verbs. The first step in planning assessment is to give the learning outcomes
a “hard look” and decide the minimum number of assessment methods
needed to assess those learning outcomes. The more learning outcomes are
assessed by one assessment method, the more comprehensive and holistic
the assessment process will be. Learning outcome verbs express cognitive
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levels on different tiers - for example, knowing something is at a lower tier
than understanding it. Knowledge can be assessed with a multiple-choice
test, but a multiple-choice test cannot assess understanding. However, if the
goal is for the learner to analyse or pass judgment on something, appropriate
assessment methods are required - a case study, problem-solving, essay, etc.

A different distinction is made between practical assessment methods.
In this case, it is worth examining the learning outcomes for whether the
expectation is for a rote or creative solution, whether the action is to be
undertaken alone or together with others, whether the learner has to obey
orders or take responsibility for themselves and perhaps for others as well.
Whatever the nuances, well-selected output verbs provide an indicator,
and good assessment and teaching methods make goals achievable. Table 1
above provides an illustration of this way of thinking.

Integration within assessment methods

The assessment of one module usually requires at least two assessment
methods - one of a more theoretical nature, the other practical. But each
module is unique. It is important to remember that it is precisely the integra-
tion taking place in the assessment that reinforces a holistic understanding
of the learned material. Therefore, in a multi-teacher module, care must be
taken to ensure that each component, and moreover each learning outcome,
is not assessed separately. Even if the learning process is divided among dif-
ferent teachers and they want to use “smaller” assessment methods to assess
their own part, common assessment methods should be planned together.
Otherwise, there will essentially just be small, stand-alone modules. Since
the human brain has the ability to store what has been learned in “compart-
ments” if the learning takes place in “compartments of parts of a module’, a
separate effort must be made to form one whole.

In the case of integrated assessment methods in one module, it is a good
idea to agree in advance on what is the most important result, i.e., the back-
bone and focus, which all teachers contribute to, and what is expected of
learners. It is also worthwhile to design the assessment methods with the
greatest weight and volume around that backbone. As time is always limited,
prioritisation in teaching, including in assessment, is indispensable.
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Timing of assessment methods

In terms of learning efficacy, it is good to plan assessment as follows:

e Larger assessment methods are left toward the end of the module, but
not at the very end. In this way, it is possible to correct the mistakes
made in them, and relearning can take place.

e Itisalso worth planning small parts of assessment methods before larger
assessment methods, so that these can be used to practise preparing for
a larger assessment method.

e The practical side does not always have to follow the theoretical side; it
can be the other way around. The practical can also proceed in paral-
lel with the theoretical. It is important that strong associations are es-
tablished between the theoretical and the practical.

e A separate topic is how to link students’ independent study and assess-
ment methods. Logically enough, large-scale independent assignments
are also an assessment method. This link should be clearly visible in the
module plan, especially in the learning process flow.

Differentiated or undifferentiated assessment?

The assessment of a module can be differentiated or undifferentiated,
depending on the educational institution, the level of study and the curri-
culum. Sometimes it is up to the teachers who carry out the module to
decide, but often in PME the learning outcomes are set by the institution.
Some practical aspects have a tendency of being difficult to assess in a dif-
ferentiated manner. At the same time, learners find a differentiated assess-
ment more motivating and work harder for it. The dilemma of combining
these two sides is that often practical activities are more important than
theoretical knowledge as an assessment method when it comes to function-
ing in a work environment. Thus, there is a risk that the “bigger bonus” will
be distributed in the form of a differentiated assessment to “less important”
competencies. It is not possible to solve this dilemma directly, but at least
you can be aware of it and finesse it by taking a smart approach.

Even if the module needs to be assessed in a differentiated manner,
teachers can use some undifferentiated assessment methods within it. It also
means less of an assessment workload, as the fact that a threshold has been
crossed is easier to analyse and provide feedback on - easier than saying
how well or with what room for improvement a threshold has been crossed.
As learners have, as mentioned, the tendency to put more value on differ-
entiated assessment methods than undifferentiated ones, it is a good idea
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to use differentiated assessment for larger-scale, more important and inte-
grated assessment methods. In this way, assessment can also be used effec-
tively to motivate learning.

What is your main practice — do you use mainly differentiated or
undifferentiated assessment? What is your reasoning behind this choice?

One other important comment — only summative assessment methods are
planned as assessment methods, i.e., ones that must be performed in any
case and which impact the final grade. In the case of a combination of dif-
ferentiated and undifferentiated assessment methods in a module that is to
be assessed using the differentiated approach, the final grade for the module
should be accompanied by the names of all of the methods with the com-
ment added that undifferentiated assessment methods must be carried out
at least at the threshold level, while the grade is determined by the differ-
entiated assessment methods. If there are several grading (differentiated)
methods, it is possible to give them equal weight in determining the grade
or to assign their weights.

The selection of assessment methods also includes their evaluation
according to the quality criteria provided in sub-topic 1.3.1 - they are
authentic and valid, they allow a holistic assessment focusing on the most
important expected result of the module. If these questions can be answered
in the affirmative, it is time to turn to the development of assessment crite-
ria.

1.3.3. How to develop assessment criteria?

Once the assessment methods have been selected, assessment criteria must
be added to them. Whether it is a differentiated or undifferentiated assess-
ment, it is a good idea to start with the threshold level. As the learning out-

comes are also agreed at the threshold or basic level, in describing them
in more detail, they must be integrated with the corresponding assessment
method. In the case of differentiated assessment, higher scoring criteria
must then be added to the threshold-level assessment criteria, on the basis
of which positive results at different levels must be differentiated.

If the assessment method is in simple form, it is easier. However, in the
case of a composite form, it is best to differentiate the assessment criteria
according to the simple forms of the assessment method. For example, if the
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student has to complete a practical exercise and then give an explanation,
it is important to understand which assessment criteria are for the exercise
and which are for the explanation.

Broadly speaking, assessment methods can be seen from two perspec-
tives — one group of methods assess the process, and the other group of

methods assess the outcome. Sometimes the composite methods can be

both side by side. Depending on which type of assessment method it is, the
assessment criteria can also vary — some describe the process, others the
result. In any case, it is recommended to adapt and refine learning outcomes
into assessment criteria. Of course, if the learning outcomes have already
been described in great detail, there is no need to refine them too much
further - they should just be linked to the assessment methods.

For all assessment criteria, ensure that they also answer the question
“how”, not just “what”. Sometimes “how” can also mean “in what context” or
“under supervision” or “independently”. In an outcome-based curriculum,
assessment criteria are mainly described qualitatively. In some cases, quan-
titative criteria also have their place (for example, to measure a certain level
of physical ability), but since learning outcomes are substantive in nature,
assessment criteria should also be substantive.

For example, an assessment criterion may be worded as follows:
e The goals set at the beginning of the project are analysed in the report.
e The analysis lists all the main risk factors in the field.

Sometimes the assessment criteria are already provided under the module.
In this case, it is a good idea to divide them up between the module’s assess-
ment methods and to refine their wording pursuant to the method. It should
be noted that a single assessment criterion — and likewise a single learning
outcome - can be assessed by several assessment methods.

Different techniques can be used to describe the differentiated assess-
ment criteria. For example, it can be said in which way each grade listed
in ascending order is better than the previous one. Another option is to
describe some of the criteria — the most important ones - at the level of each
grade, leaving the other criteria the same at all levels. A third option is to
describe all the criteria for all grades. A table or rubric is usually the most
convenient way to do this.
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In addition to being the basis for summative assessment, assessment cri-
teria play another role - they guide the learner’s learning process, support-
ing formative assessment during the assessment and at the end, when it is
necessary to understand what succeeded and what was not successful. It is
precisely feedback based on the assessment criteria that makes an assess-
ment as objective as possible and transforms it into a process that supports
learning.

1.3.4. How to assess general competencies?

General competencies are very important for learning and later employ-
ment, as confirmed by several studies. It is common for general compe-
tencies to be included into the descriptions of learning outcomes. However,
these do not often make their way into assessment criteria. If we are con-
vinced that assessment drives learning, then general competencies must also
be assessed.

The assessment of general competencies is also impacted by the selec-
tion of assessment methods. For example, teamwork cannot be assessed
using methods that presumes solely individual action. Nor can manage-
ment and leadership skills be assessed if the assessment methods presume
solely following instructions A practical training course is a very good place
for assessing general competencies. For that reason, it is worth making
sure when preparing assessment criteria that general competencies will be
assessed.

After all, everything that is important deserves to be assessed.

In the education of military leaders, general competencies fall into the fol-

lowing categories in terms of how they are integrated with specialised com-

petencies:

1. Task-oriented competencies, which are divided into technical competen-
cies and management competencies.

2. Relationship-oriented competencies, which are divided into inter-
personal competencies and intrapersonal competencies.

3. Change oriented competencies, which are divided into leadership and
conceptual competencies.2

Sojateadlane 2020, 14 Sadlik, Ermus, Mdnnamaa, Toom, Kasema.
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1.3.5. Specific issues related to assessment: self-assessment and
peer assessment, assessment of practical training and group work

Not all assessment takes place on the axis of teacher and single learner.
The diversification of assessment methods itself reinforces and develops a
number of general competencies. In the following, we will discuss four spe-
cial forms of assessment.

Self-assessment is a key skill for lifelong learning. This is needed to
map one’s situation and plan for development in many settings. The most
common simple method of self-assessment is self-analysis. It is worth using
at the end of a portfolio, in project analysis and certainly also in reporting
on practical training. As the basis for the self-analysis, it is good to describe,
in addition to the given assessment criteria, the learner’s own goals, which
they can later use to assess themselves. Self-assessment is worth combining
with other forms of feedback - e.g., an assessment by a teacher or supervi-
SOT.

The self-assessment process works best when the learner has some kind
of standard or framework along with assessment criteria against which they
assess compliance. It is also definitely worth having the student also formu-
late the main areas for development and the ways to move towards them.
Self-formulated goals and plans are always more efficacious than those
worded by someone else.

Peer assessment is where students assess each other. Here, too, the best
result is achieved if the assessment criteria are clear. Peer assessment is also
well-suited to online environments, where, for example, learners post their
work and read and evaluate the work of at least one peer. As peer assessment
may not be as objective as the teacher’s assessment, it should not be given
very much weight in the final grade for the module. At the same time, if the
student has to provide reasoning for their position, it can approach an objec-
tive situation quite closely.

Peer review is also well suited for feedback on practical performance
and - why not - oral presentation. Peer assessment can also be used, for
example, in practical training coupled with self-assessment and supervisor’s
assessment, as a result of which the learner receives feedback from several
perspectives, thus approaching the 360-degree feedback technique.

This multi-level perspective makes learners observe others closely
because developmentally, others’ mistakes are noticed before one’s own, and
it may happen that the student begins to see their own performance from
a whole new perspective. For a peer assessment to be successful, it is good
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to give learners some guidance beforehand about what kind of feedback is
most helpful. We will discuss this a little later in this guide.

Assessing group performance is undoubtedly more difficult than assess-
ing an individual learner. However, there are situations where this is done
and where it is a justifiably good solution. These include assessment meth-
ods where teamwork flow is more important than individual performance,
or where the work is so massive that it is not possible to do it alone.

In the case of undifferentiated assessment, it is fairly straightforward if
the result meets the assessment criteria, in the case of a differentiated assess-
ment, it is common for all participants in the same group to receive the same
grade. The danger in assessing a group in the same way is that not everyone
has made the same contribution to performance. In this case, a discussion
between group members can be used, where everyone’s contributions are
agreed upon. If someone has not contributed at all, they will not receive a
positive result.

Another option is for all group members to provide written feedback
on the contributions made by others and themselves. It is probable that the
result overall for the group will be quite uniform. If the group members
know this in advance, it is likely that they will exert more effort in making
their contribution. However, as such differentiation reduces the group’s
overall responsibility for the joint performance, it is not usually a good solu-
tion.

Of course, there is still another possibility that, especially in the case of
an activity-based assessment method monitored by the teacher, the teacher
can give individual feedback to the group members. The teacher provides
this in addition to the summative assessment and the feedback received by
the group as a whole. If more observers and evaluators are used, the feed-
back will be even broader and more varied. Of course, it is only worth doing
this in the case of assessment methods that consolidate a longer, weightier
period of study.

Assessment of practical training is more multifaceted than usual, because
there is an additional party involved: the practical training supervisor. A
special feature of practical training is the long-term nature of the face-to-
face teacher-student relationship, which allows to give more feedback to the
learner’s general competencies. And because assessment of a practical train-
ing is the most authentic part of the learning process, it allows for diagnostic
assessment, among other things.
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The primary peculiarity of military practical training is that learners
are not sent to practise in real-life activity, i.e., in a combat situation. With
certain caveats, practical training can be considered to include longer co-
operation exercises, but above all it encompasses specialised practical train-
ing in military units. For example, service training at the Estonian Military
Academy takes place in a military unit, where a cadet is assigned a supervi-
sor to whom the educational institution provides both assessment instruc-
tions and assessment rubrics. For the purposes of the terminological frame-
work of this book, the assessment guide equals the assessment method + the
assessment task. A cadet can also be assessed by the soldiers with whom the
cadet practises as a superior officer. The practical training is assessed in an
undifferentiated manner on the basis of a portfolio compiled by the cadet,
part of which is self-reflection.

When evaluating practical training, it is important that not only the
supervisors but also the learners themselves know the assessment tasks and
the assessment criteria. Therefore, they must be clearly spelled out for all
parties. Practical training is also the place where a learner can set goals for
themselves and later assess their fulfilment. In many educational institu-
tions, they are set forth in the tripartite practical training agreement.

In the following, we give a few options and ideas for assessment of prac-
tical training. First, doing something does not mean understanding it.
Therefore, reflection must go hand in hand with practical skills. Whether
the reflection is an explanation and reasoning, a later analysis of one’s
actions or something else, it is important that the acquired learning integrate
action and thought. This ensures adaptive understanding and the subse-
quent transfer of operating principles to other environments.

Secondly, practical training is a phase where the student is still in train-

ing. Therefore, the learner must be sufficiently stress-free during the process
to experiment with different opportunities and acquire different skills at
their own pace. It is important that, by the end of the practical training, all
the most important skills have been acquired and demonstrated.

As mentioned above, practical training is also quite good at enabling
assessment of general competencies. This can be done primarily through

activities. General competencies should be provided with feedback and
assessed using assessment criteria. It is even better to use a form of 360-
degree feedback when evaluating this side of things. This means that the
student, the school and the practical training supervisors as well as fellow
trainees, express their opinion about the learner and the learner’s actions. It
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is difficult to overestimate the importance of general competencies in the
work environment.
Practical training is usually assessed in an undifferentiated manner, but

it should certainly be accompanied by mentioning the most specific possible
areas that require development, and perhaps also recommendations on what
further development should be pursued.

1.4 The assessment process in different forms of study

The nature and structure of the learning process is constantly changing. The
previous model of “learning on-site - learning at home - assessment of what
was learned” has been replaced by various hybrid forms. It involves both
learning and presenting what has been learned through assessment, both
at home and on location. In addition to the home, a third learning envi-
ronment has emerged - online. Depending on the form of learning, online
learning can be in contact with the teacher and fellow learners (synchro-
nous), or it can be an independent learning environment (asynchronous).
In many cases, it is both. As there are many variations, in the following we
offer a way of planning assessment in a diverse-form learning process and
expressing it to the student with sufficient clarity.

It is clear to the learner if they see the learning and assessment process
as a steady chronological flow. This presupposes that a single timeline is
planned for learning both in a group and independently, in real life and vir-
tually, and for demonstrating learning through assessment. Teaching meth-
ods are based on assessment methods (helping to prepare for assessment),
independent work can mean preparing to participate in the learning process
or even carrying out some assessment method instead. Just to keep it from
being too easy, the learning and assessment process of one module is some-
times divided among several teachers.

One recommended sequence for the structuring of the module description

is as follows (the parts can be moved around freely):

e Name of the module

e Teachers, including the teacher in charge

e Volume of study with the number of hours of study for the learner
(including how many face-to-face lessons there are — both in the class-
room and in the practical training environment, how much is done inde-

pendently)
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Learning outcomes of the module
Assessment

Deadline Assessment methods (differentiated | Assessment criteria
or undifferentiated)

Description of the formation of the final grade of the module
Flow of the learning process

Activities before face- | Face-to-face lesson teaching Teacher and times of face-
to-face lesson along and assessment methods and | to-face lessons
with deadline substantive topics

Comments:

34

This table can be applied better in the case of part-time study where
on-site learning is grouped into thematic clusters and the independent
study taking place between meetings needs to be specifically and clearly
described.

When describing the formation of the final grade of the module, all the
assessment methods in the previous table must be mentioned and, if nec-
essary, the weighting of the assessment methods must be indicated.

It is good to present teaching methods (the most important ones)
together with content topics. There is an increasing understanding that
not only what is learned, but also how it is learned, needs to be carefully
thought through in order for learning outcomes to be achieved.
Teaching methods should be derived as much as possible from assessment
methods. If the learner is expected to be able to explain something, he or
she must be able to practice explaining as part of the learning process.

In the case of large and complex assessment methods, it is a good idea
to “cut” them up so that the learner can practise smaller parts and get
feedback on them beforehand.

In the flow of the learning process, assessment methods can be set out in
the tables of methods used independently and in face-to-face learning.
The same applies if independent study takes place in a web environment.
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In the learning process of a module ordered in such a sequence, the learner
will have a good, clear overview of what is expected of them, when and
how. And although planning will take more work than before, the collabo-
ration between teachers will become clearer. By arranging it into a single
sequence, it is also easier to monitor the functioning of the horizontal align-
ment between learning outcomes, assessment and learning.

Of course, there are other forms of representing the learning process and
the assessment taking place in the learning process in a way that is under-
standable and clear to the learner. The main principle to follow in always
to describe the learning process from the perspective of the learner, not the
teacher. This approach requires the teachers doing the planning to mentally
trade places with the student. Mastering this technique will help to trans-
form the whole educational paradigm, so it’s worth the effort.

1.5 Formative assessment

Formative assessment is a term that is widely used but not always clearly
understood. Sometimes there is a tendency to confuse formative assessment
with the learning process as a whole. In this guide, however, we start from
the position that formative assessment is a narrower and more knowledge-
based way of giving feedback to a learner than simply teaching a student.

Perhaps the definition of formative assessment is complicated by the fact
that it is not described in the module plans and is not usually pre-planned
in any other way. In addition, formative comments often accompany a sum-
mative assessment. Self-assessment and peer assessments of summative
assessment methods are also carried out mainly in the form of formative
assessment. It is therefore not surprising that formative assessment can raise
more questions than usual in an otherwise clearly defined military educa-
tion institution.

In addition to summative assessment, formative assessment is one of the
two main functions of assessment. If summative assessment is assessment OF
learning, then formative assessment is assessment FOR learning. The first is
retrospective in nature; the second is forward-looking.

Formative assessment can be seen as a separate phenomenon if:

o [t does not affect the final grade of the module.
e It is followed by the learner having the opportunity to further improve
their work.
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e It is based on assessment criteria (the same ones as for the summative
assessment).

e [t is qualitative in nature, showing successes and areas for development
as substantively as possible and, where necessary, providing input and
assistance to support further development.

Traditionally, it has been emphasised that formative assessment should rein-
force successes and also pose challenges and that these should be balanced.
Lately, however, it has been emphasised that the two sides do not always
have to be together. Sometimes feedback can be used simply to encourage
and acknowledge. At other times, it can be used to guide the learner and
point out development. Finally, feedback can be used for giving an assess-
ment, on the basis of which the learner can get an idea about their ability
to make progress in the profession and their prospects, or how they will
progress in their studies if they continue at their current rate.

In the case of the latter, we can also see formative assessment as having a
diagnostic function. (Of course, this does not mean that it may not sometimes
be among the functions of summative assessment.) Diagnostic assessment is
similarly based on assessment criteria, ideally includes an assessment of gen-
eral competencies, and is carried out in a clear and transparent manner.

At the same time, those experienced in conducting assessments may notice
intuitively perceived components that justify giving greater encouragement
or warning to the learner. They are especially valuable when several people
involved in the assessment perceive them similarly. However, as these compo-
nents are difficult to justify empirically, they should also be presented more
carefully. The best way is to present such realisations as questions that the
learner then either confirms or refutes with their actions or answers.

Finally, the learning process itself is diagnostic in nature. The more
authentic the assessment, the more it includes assessment of general com-
petencies, the more diverse the feedback given to practical training and
practical exercises, and the more diagnostic significance it has. Finally, all
of these activities help the learner to understand their strengths and areas
for development. Precisely this is the important role that the assessment’s
formative and summative functions fulfil together.
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1.6 Assessing prior learning and work experience

The learner- and learning-centred way of thinking becomes even more vis-
ible in the process of taking into account prior learning and work experi-
ence, i.e., RPL. RPL assessment is the process of assessing what the learner
has learned elsewhere and in other ways. At its heart is a comparison of the
learning outcomes of the modules in the curriculum against the compe-
tencies acquired by the learner. All of the other processes follow from this
principle that we will discuss below stem from this principle.

There are two types of RPL assessment:
e Assessment on the basis of an educational document.
e Assessment based on self-analysis.

In the case of recognition of previous formal learning, this is generally sub-
stantiated by both documents and by the differentiated or undifferentiated

grade given. It is possible to make a decision on the basis of these documents
and this is why we call it educational document based assessment. In most
cases, such an assessment of RPL presupposes a substantive comparison of
previous formal learning with the module whose recognition is sought. In
the case of a differentiated assessment, the grade may even be “transferred”.

Still, some problems may come up here. For example, the academic per-
formance may have been from some time ago, so it is not certain if it is still
valid. Or learning outcomes may be absent in the documentation of prior
learning, and thus no substantive comparison is possible. Sometimes the
study volume is different, or there is a different manner of recognising study
volume. Sometimes problems arise because the context (educational insti-
tution) of prior formal learning is not as reliable as is the institution where
performance is being assessed by RPL. In the case of all such and similar
problems, the person conducting the RPL assessment is primarily responsi-
ble for the substantive comparability between the learning outcomes of the
module being recognised and prior formal learning. Minor, technical dif-
ferences are not all-important. Evaluators must also ask whether the assess-
ment of the RPL application is not more rigorous than the usual assessment
of the study process.

Another type of RPL assessment, which is based on self-analysis, makes
it possible to combine learning from different contexts into one application.
In this case, the learner describes as substantively as possible the competen-
cies they acquired in different contexts, based on the learning outcomes of
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the module for which credit is being sought. This description must provide
evidence of not only the existence of the competencies acquired, but also
their substantive quality. This description comes in the form of substantive
self-analysis, giving its name to the second type of RPL assessment.

In addition to self-assessment, the RPL application is founded on evi-
dence - be it work experience or other types of learning. Broadly, a dis-
tinction can be made between direct evidence (samples of work, videos of
performance, etc.) and indirect evidence (someone’s assessments of work
done, in-service training certificates, work certificates, etc.). However, the
evidence is relevant in the combined application only in conjunction with
the self-analysis. In certain cases, where it is difficult to prove what has
been learned, the use of some assessment methods is also justified. The best
known of these is the interview, but a demonstration of practical skills or
something else that seems purposeful from the standpoint of the module
whose recognition is sought.

The principles of RPL assessment are as follows:

e The assessment is evidence-based. Therefore, evidence, assessment
methods and self-analysis are used in the assessment, but their trian-
gulation - their joint use - is the strongest.

e Value is placed on learning from experience, not experience itself. The
experience can be previous formal or non-formal learning experience,
work experience or something else.

e The most important thing in the assessment is that the content of the
prior learning and learning that took place elsewhere must be compatible
with the module in question. If a significant part has not been acquired,
credit is not given. If evidence is lacking regarding acquisition of some
part, additional evidence can be requested.

e For the most part, the assessment is undifferentiated, except in the case
of prior formal learning, if differentiated assessment was used. In the
latter case, the assessment system must also be comparable.

e Assessment is based on the holistic principle. This means that the learn-
ing can originate from different contexts, but the final result must add up
to the whole module.

e RPL applicants are not assessed more rigorously than conventional stu-
dents.
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Usually, assessment alone is not enough; learners also need advisers who
are familiar with the organisation of studies and the principles of RPL.
The advisers, too, should be familiar with the logic of how RPL assessment
works.

In military education, RPL is used to recognise prior formal learning as
well as recognition of prior work experience, which is one of the options for
self-analysis.

In case of the second option, the applicant must prove how their previ-
ous work experience has enabled them to achieve the learning outcomes
required by the curriculum and explain, in the self-analysis, the content of
the acquired learning outcomes. The Estonian Military Academy makes sig-
nificant use of recognition of work experience, most often in the field of lan-
guage and medicine. Tests, interviews and practical performance are used in
the assessment. At the same time, the school’s resources must also be taken
into account, because, for example, the assessment of tactical knowledge in
the field in the context of RPL is not a purposeful approach from the school’s
point of view. The Estonian Military Academy allows students to apply year-
round for recognition of prior learning or work experience.

RPL does not have to be applied everywhere, but if it seems that com-
petencies have been acquired, it is still good form to do so regardless. Here,
too, assessment is a key activity for ensuring quality.
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As explained in the previous section, an assessment method is the format
through which learners can present the learning outcomes they have
acquired. The closer this format is to real-life activities in the work envi-
ronment, the better. The more learning outcomes can be assessed with one
assessment method, the more integral. The relationship between learning
outcome verbs and assessment methods is shown in Table 1.

Like anything, the names of assessment methods, change over time and
depending on context. The following is a list of both classical assessment
methods and ones that are primarily used in the military field. However,
people from other fields may also discover upon closer examination that
they contain something familiar and useful.

In the following, we will look at assessment methods one by one,
although several of them can be combined. For example, self-analysis is
suitable as one part of a learning portfolio, a literature review may be fol-
lowed by a presentation, a project is usually accompanied by a report, etc. Of
course, there are more assessment methods than the ones we describe. Only
the main ones we use in military education are mentioned here.

In preparing this guide, we also conducted a survey in the form of a
questionnaire on the applicability of the assessment methods covered below.
The survey revealed which assessment methods are used in schools that
provide military education in general and by the respondents (N=20) in
particular. In our sample, we had PME institutions from Poland, Czech
Republic, Hungary, Romania, Croatia, Norway, Lithuania, Portugal and
Estonia. In addition to frequency of use, we asked respondents to rank the
five most commonly used assessment methods. The ones most commonly
mentioned were the case study, exercise/simulation, research paper, practi-
cal training, oral examination and analysis. Although the sample was small,
we used this as the basis for grouping the methods in this guide. We also
received interesting problem statements from the questionnaires for the
described assessment methods, which we will present below.

In dealing with the assessment methods, we devote attention to their
possibilities and limitations. Not all methods are suitable for assessing all
learning outcomes. In some cases, the problem is that it is time-consuming
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or incompatible with a particular form of study. Therefore, several meth-
ods also include recommendations for how they should be used. For many
assessment methods, we have also provided recommendations for formulat-
ing assessment criteria based on the format and setting out assessment tasks.
And of course, the following is only a starting point for further thinking -
the most important thing is that the assessment used in the academic pro-
cess be clearly expressed and substantively appropriate for assessing learning
outcomes.

2.1 Analyses

Besides looking at knowledge more widely, analysis presupposes an under-
standing and provision of a balanced assessment of the question at hand.
It can be used for the assessment of both theoretical and practical learning
outcomes. An analysis can be composed of a comparison of several phe-
nomena or aspects, an evaluation of strengths and weaknesses, description
of changes with justifications, etc. One can analyse a situation or a task (task
analysis). Analysis can also be self-analysis.

Analysis is suitable for a question on an oral examination (for example,
students are encouraged to analyse the theoretical concepts taught during
the lectures and apply these theoretical concepts to a particular situation).
An analysis component is also contained in a report, especially if it is the
tirst or last phase of a project. It is definitely worth using self-analysis in a
learning diary and portfolio.

In addition to classical analysis, special forms of analysis are used in mili-

tary education — policy paper, staff paper and point paper. These will be
discussed below.
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TABLE 2. Possibilities and limitations of analysis.

Possibilities

Limitations

Allows assessment of higher cognitive
skills such as synthesis and analysis

The method requires prior knowledge on the
basis of which to perform the analysis

Encourages the learner to integrate a
variety of fields, theory and practice

Learners run the risk of writing a description
instead of an analysis

Develops logical thinking and
the ability to see from multiple
perspectives

Learners are also at risk of producing
an analysis that is not based on facts or
descriptions, but is purely emotional

Self-analysis is a central part of many
complex assessment methods and a
much-needed skill in lifelong learning

Danger of remaining at a level that merely
describes events or experiences, without
delving into the assumptions and attitudes

that guide one’s actions

Recommendations for using the assessment method

If necessary, provide questions for analysis.

It is worthwhile to include in the assessment criteria the connection
between the description and/or argument with the conclusions.
Analysis can be practised in smaller units within other assessment
methods or as an activity during the learning process.

A few possible assessment tasks
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Analyse a case scenario to identify means to control, manage or engage
pertinent project management factors such as scope, quality, risk, cost
and stakeholders.

Research and present a case of military innovation and analyse an appli-
cation of that innovation’s path to other areas.

Go through scenarios or real-life situations and analyse the content they
covered.

Apply one short test to verify the knowledge and to use it in a practical
or real situation. Usually, all tasks are related to the final examination or
thesis.

As a leader, analyse yourself from the perspective of statements about
the topic/issue and their justification in the beginning and at the end
of the course, and their comparison with discussion/conclusions about
one’s own values, principles or motives behind the justification before
and after, the change, the rationale behind it etc.

Analyse the situation and select the most effective solution.
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Possible wordings of the formal assessment criteria for the case study

o The analysis was prepared on the basis of the description.

o All analysis questions have been answered.

e The conclusions of the analysis are well supported.

Substantive assessment criteria must definitely be added to formal assess-
ment criteria.

In the following, we briefly describe three relatively similar, report-type
forms of analysis used in military education. In addition to these, briefing
notes, background papers and position papers are used as similar assess-
ment methods.

Policy papers

A policy paper (policy brief, policy memo) is a short report on a problem
or a decision for policymakers. The typical structure is as follows: (1) issue
(title), (2) executive summary, (3) background information, (4) discussion
of policy options, (5) actionable recommendation.

Staff papers

A staff paper is a short and focused paper often produced in military organi-
sations and following a predefined structure. It has two main purposes: to
impart information or to obtain direction. To achieve this purpose, a staff
paper must present facts and be unambiguous, concise and direct in its style
so that the reader can understand them easily.

Point papers
A point paper is a written product which conveys information by listing
facts, assessments and recommendations.

What all three of these forms have in common is that recommendations
for the best choice and/or behaviour are given at the end of them, after the
data are presented.

A few possible assessment tasks

e Frame the problem, and give a solution to the commander.

e Give a recommendation of course of action.

e Analyse a particular situation which is a concern for the region or forces.

e Provide a summary of the text (3—4 paragraphs) and your opinion about
the author’s arguments (1-2 paragraphs). Make a recommendation for
decision making.
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e Turn a short piece of writing into a staff paper to concisely convey the
information in the writing to the commander.

2.2 Case studies

Usually, this assessment method entails the presentation of a problem, event,
situation or phenomenon; the analysis of its premises, and the provision of
a solution. In this sense, case analysis is inherently similar to analysis as an
assessment method, which in many cases also relies on real-life cases. The
case study is also similar in nature to problem-solving. In addition to find-
ing a solution, analysing the problem or case and, if necessary, looking for
additional material plays an important role in both.
This method can be used for both individual and group assessments.

TABLE 3. Possibilities and limitations of case studies.

Possibilities Limitations

Both subject knowledge/skills and The learner can solve a problem without
analytical thinking skills can be assessed | delving into the theory or meticulously
analysing the real causes

It often imitates real life, i.e., it is an It is difficult to find or compile meaningful
authentic method cases or problems of sufficient complexity
When used in a group, it provides When used as a group method, it

an opportunity to provide feedback is difficult to assess the individual

on cooperation, argumentation and contribution of group members

persuasion skills

Enables multidisciplinarity and integrated
tasks

Recommendations for using the assessment method

e Learners can also be asked to describe and construct complex cases.

e Test problems with colleagues. Discuss whether they allow the acquisi-
tion of learning outcomes to be assessed.

e Case studies are particularly well suited to e-learning, where learners can
solve a case together. In this way, the written discussion and solution,
together with the teacher’s comments, become new teaching material for
others.

¢ Finding and/or solving a problem is also well suited as an RPL assess-
ment method. As people begin to see and analyse situations more deeply
in the course of professional development, case studies easily reveal the
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depth of actual preparation. In conjunction with self-analysis, problems
can also effectively be described retrospectively.

o To assess group performance, see the recommendations in section 1.3.5
of this guide.

e Use of a non-differentiated approach is reccommended when assessing
problem solving.

Some possible assessment tasks

o In the energy security NATO course, participants examine the case of the
energy network in the Baltic states to conduct Red Teaming of threats
to the network, Blue Teaming a response to those threats, and factor the
results of both to make recommendations to improve energy efficiency
of military organisations.

e One student group is to research and prepare a case study from a his-
torical case or design one that is authentic but not factual. They will run
the case as umpires against another group of students. The latter group is
required to make multiple decisions at numerous decision-making points.

e Learners can apply their new skills or develop their values and attitude
with respect to a real life topic or simulated scenarios. Thus, the method
can be used in combination with a recommendation paper.

e Using an open source with a specific database from the sociological
survey, the students are asked to develop their own analysis related to
one topic of interest.

Example of a case study

Topic: related to Leading Change in organisations.

Situation. After receiving detailed information from Joint Headquarters
(JHQ) about the upcoming transformation of Division Headquarters (DIV
HQ), Division Commander (DIV COM) briefly introduced to his Chief of
Staff and head of G5 section a plan to transform existing national DIV HQ
to Multinational DIV HQ. He also mentioned to them that DIV HQ will
have to be split into two parts that will be stationed both in the current loca-
tion in their home country X and in foreign country Y. DIV COM did not
spend time and effort on clearly explaining the upcoming transformation-
related challenges. Moreover, he did not elaborate more about the attrac-
tive career possibilities the DIV personnel would have when the new HQ is
transformed and functional. DIV COM tasked chief G5 to develop a DIV
HQ plan for transformation.
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As the plan was being drafted, rumours about the upcoming transforma-
tion of DIV HQ were spreading. As a result, the most experienced DIV HQ
staff officers lost their motivation to serve in DIV HQ, and searched for
possibilities to change posting in other units, retire from the armed forces
or even end their military career. Skilled DIV HQ personnel wanted com-
fort in serving in the home country X. The transformation-related chal-
lenges promised to be huge, while their career opportunities serving in
the transformed DIV HQ remained unclear to them. As a result, the most
experienced DIV HQ personnel were not compelling and dedicated to sup-
porting the transformation process and left the DIV HQ even before the
transformation was implemented. The majority of the remaining DIV HQ
personnel were hostile towards the DIV transformation and even hampered
DIV HQ transformation efforts. DIV COM tasked the head of G5 to lead
the transformation process. If required and asked by G5, the other DIV HQ
sections (G1-G9) had to assist the G5 in the development of the transforma-
tion plan and during the implementation of the transformation. However,
the other DIV HQ sections, seeing the change as a threat and not being
directly involved in it, were reluctant to actively contribute to the change
process driven by G5.

DIV G5 section found itself isolated and working alone on the daunting
task of transforming a DIV HQ. They produced a detailed plan on how to
implement the change, but everyone in other HQ branches was still con-
fused about the overall direction of the transformation.

Even though the G5 presented the status of the DIV HQ transformation
process to DIV leadership and HQ personnel during the official Commander’s
update briefings, the information was “dry” and staff members still lacked an
understanding of the overall direction of the DIV transformation.

Some of the heads of the DIV HQ G sections were so reluctant and
against the change process the DIV HQ was undergoing that they even
talked openly about the impossible task the DIV HQ was carrying and sug-
gested the transformation would never happen.

The DIV HQ transformation process was a long one, requiring con-
tinuous dedication from DIV leadership, G5, and other HQ sections to be
successful. The transformation was planned to take 3 years to the point
where DIV HQ would reach its aim of Full Operational Capability (FOC).
However, in the middle of the transformation, DIV HQ personnel saw no
evidence of transformation being at least partially successful, which in turn
further degraded their morale.
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After two years from the beginning of the change process, the DIV HQ
was finally deployed into two locations, and the first Command Post exer-
cise resulted in certifying that the DIV had achieved the Initial Operational
Capability (IOC). However, everyone in the HQ knew that this certification
was more of a “politically correct” one, and DIV HQ still lacked experienced
personnel, C2 systems, and other critical equipment that prevented the DIV
HQ from actually reaching the IOC. Nevertheless, the DIV COM was quick
to declare that the transformation of the DIV HQ was a success. This hasty
declaration further hampered the DIV HQ transformation process, which
was slow and chaotic ever since it was started.

And finally, right after the first Command Post-exercise, the head of the
G5 has reached retirement age. As he was the one driving the transforma-
tion process in DIV HQ, the continuation of the transformation depended
on his successor. However, his successor did not pay much attention to the
very fragile DIV HQ transformation results. He did not realise that besides
numerous problematic issues, there were at least some good transformation
results already reached and that these had to be anchored in DIV HQ SOPs
and regulations. The new G5 chief knew that the final DIV HQ certification
exercise was planned by JHQ within one year, and the headquarters was far
from reaching the FOC (lack of manpower, equipment, training, etc.). From
the day he took over his duties as chief of G5 section and was appointed to
lead of DIV final transformation, he neglected the few positive previous
transformation results and hastily started to draw up a new plan for DIV
HQ transformation to reach the FOC. The result of the DIV HQ demon-
strated in the final Certification exercise a year later was far from “Combat
ready” DIV personnel who had to endure the whole DIV HQ change pro-
cess were confused and angry. They associated the word “transformation”
with something horrible and which conveyed sarcasm.

Questions:

Explain what errors DIV COM made that hampered the DIV HQ change
efforts? What could he have done differently? Use J. Kotter’s article “Leading
Change: Why Transformation Efforts Fail” and his “eight-stage change pro-
cess” discussed in class to illustrate your answer.
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Possible wordings of the formal assessment criteria for the case study

e The analysis highlights the possible causes of the situation/problem.

e The proposed solutions have been compared and support arguments
made for why one is better than the other.

e The proposed solutions are realistically feasible.

e Solutions are based on analysis and solve the causes of the problems.

Substantive assessment criteria must definitely be added to formal assess-

ment criteria.

2.3 Reports

Reports include written analytical overviews of completed tasks, projects,

practical training and internships, or other learning experiences. These are

essentially analytical summaries of what has been done, and submitted for

presentation.

TABLE 4. Possibilities and limitations of reports.

Possibilities

Limitations

Allows analysis of experiences and
accomplishments

When reporting on the same activities
and/or projects, plagiarism can prove very
easy

Reporting skills are needed in many jobs,
which is why mastering this form is an
important competence

Learners can complete the report
“theoretically” without going through the
underlying activities or experiences

A report can be used to assess specific
and clear self-expression skills, and the
distinction between significant and
insignificant

In the case of a group report, it is difficult
to assess the contribution of each
individual participant

Learners can use and bring out their
strengths

Recommendations for using the assessment method

e Once the standard report format or key questions have been provided in

advance, it is easier to complete.

e A report compiled based on a practical activity should provide an oppor-

tunity to link theory and practice and to analyse progress through one’s

activities.

e Writing reports can be practised in the learning process and given feed-

back before being used as a final assessment method.
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o Large reports should not be used too often.

e When preparing a report in a group, everyone can first give their own
summary of how they contributed and how their contribution led to pro-
gress on the report. Then they can analyse the activities of others and the
group as a whole.

e The report is also well suited for RPL - to analyse what you have done
and what you have learned.

Some possible assessment tasks

e After discussing a historical situation or a case study, students are asked
to write an analytical overview/report of the situation/case.

e After a short practical training stage, the students present an assessment
of their experience.

Possible wordings of the formal assessment criteria in the report

e Alongside the results, the operational process is described.

e The report provides an evaluation of the your own and the team’s activi-
ties.

e The report highlights the five most important results.

e The results achieved are linked to the methods for attaining them.

e The report compares the results with the objectives set.

Substantive assessment criteria must definitely be added to formal assess-

ment criteria.

2.4 Presentations

This method aims at assessing both knowledge of content and proficiency
in public speaking. Actually, learners can present many things — project
reports, special forms of analysis, dissertations, results of practical work,
different types of creations or a portfolio that collects them, etc.

Exposition is close to presentation in its aims, although an oral compo-
nent might not be included. Sometimes the written presentation is called a
poster. Presentations are also frequently used as a teaching method, which
is not always assessed. A presentation can be used as both an individual and
a group assessment method.

49



Chapter 2. Assessment methods

TABLE 5. Possibilities and limitations of presentations.

Possibilities Limitations
The presentation is suitable Listening to presentations takes a relatively
in combination with another long time, especially in larger groups

assessment method in the course
of which the material presented is

prepared

The presentation can be used to In the case of a large number of presentations,
assess students’ skills in public the other students drift off, lose interest in
speaking, highlighting and answering | listening to them

questions

Listening to presentations means A superb public speaker’s persuasive powers

learning not only from teachers but | can divert attention from weak content
also from fellow students

Presentation is an assessment
method in which the acquired and
developed skills are needed in most
work situations

Presentations allow other student
groups to see how other teams
tackled and solved the problem at
hand, reinforcing learning objectives
and showing that there is diversity
in problem solving methods and
solutions

Recommendations for using the assessment method

e Be sure to set a time limit for the oral presentation and make sure it is
adhered to. Time can also be tracked by one of the learners.

e Write at least some assessment criteria to evaluate the formal side of the
presentation.

e Use students’ peer review or encourage the asking of least one question
per presentation.

e For alarge number of presentations, use a poster presentation prepared
in groups, where group members stand one by one at their presentation
and answer questions, while others walk around at the same time, view
the other presentations and ask them additional questions.

e To increase focus, participants may be asked to vote for the most sub-
stantive or best-designed poster and, after their choice, provide reasoning
for their decision.

¢ Encourage presenters to use visual materials - slides, diagrams, drawing-
writing, etc.
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Some possible assessment tasks

e Present results of operational analysis during exercises. Do this in 5
minutes.

e Any task assigned to an individual or a group to either present the results
of a task or, for example a group collects the information about the issue,
processes it and presents to other learners in order to teach them (flipped
classroom method included).

e Propose plans for social improvement and evaluate the plans of others.

Possible wordings of the formal assessment criteria in the report

e The introduction to the presentation states what will be discussed.

e The presentation clearly distinguishes the most important material to be
presented.

o The presentation is of a predetermined length.

e The visual side of the presentation supports the message it presents.

o The presenter speaks audibly, maintains eye contact with the audience
most of the time and answers questions understandably.

e The format of the poster presentation is legible, with a logical sequence
and sufficient information.

Substantive assessment criteria must definitely be added to formal assess-

ment criteria.

2.5 Tests

Structured written assignments are called “tests”. This method differs from
an essay/paper or summary as it is much more structured and usually needs
to be completed in a short timeframe and in a controlled environment.

TABLE 6. Possibilities and limitations of tests

Possibilities Limitations

Relatively easy to complete and quick to assess, | Enables the assessment of mainly
automatic assessment is often possible in an lower cognitive levels (recognises,
electronic learning environment knows, understands)

The method is good to use in large groups and | Rarely allows authentic assessment
electronic learning environments

Different types of questions can be combined | If no new test questions are added, it
will easily become copyable by other

learners
Can be used for self-assessment, including The learner may accidentally get the
without teachers in e-courses right answers
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Recommendations for using this assessment method

e The test should not be used as the main assessment method with a very
high weight.

e The better-formulated the short-answer questions, the better compre-
hension can be assessed alongside the knowledge.

¢ Quantitatively, a 51% threshold should be avoided, as this is clearly too
low a threshold. Structured work can include a combination of several
types of questions.

Test assessment possibilities

e The test can be done in two parts — the first contains all the basic ques-
tions that need to be answered correctly, the second part distinguishes
depth of knowledge.

o The use of a test for self-assessment is recommended.

e The recommended threshold is at least 70% correct answers.

It is also good to add substantive criteria to the formal assessment criteria,

especially for short-answer questions.

The main types of test questions are
(1) Multiple-choice

(2) Matching questions

(3) True-false

(4) Essay or essay questions

(5) Short answer

(6) Completion (fill-in-the-blank)

Some suggestions for preparing test questions

e Ask one thing at a time.

e Be neutral and clear.

e Options could include typical “false answers”.

e Make it clear how many correct answers there may be.

e It must be clear whose opinion you are asking for, but it is better to ask
for facts rather than assessments.

o If possible, arrange the answer options in a logical manner.

e There must be no logical pattern in the correct answers to the test (e.g.,
a pattern where the second answer is always correct).

» <« » <«

e Avoid adverbs like “always”, “sometimes”, “never”.

¢ Avoid negative wording.
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Some possible assessment tasks
e What is negativity bias? Pick one of the options given.
a) ...isasocial norm whereby members of certain groups are not given
the same opportunities as others.
b) ... is a psychological phenomenon by which humans have a greater
recall of negative memories compared to positive memories.
C) ... isa cultural norm that discourages delinquent behaviour.
d) ... is a psychological phenomenon due to which humans have a
greater recall of positive incidents compared to negative incidents.

e The combat functionsare ...................... tool for ........ and ..........
that provides a complete description of all the functions that military
organisations do in ......... ) e and ......... operations.

e Name at least 9 out of 11 tactical tasks of the Special Capabilities Forces.

e Please explain concisely (maximum 300 words) the three principal Allied
SOF tasks.

e Describe and define Operational Art and a commander’s role in imple-
menting Operational Art.

e Recite a policy.

e List safety rules.

2.6 Written assignments

Although a major part of assessment takes place in written form, one set of
assessment methods can be grouped under the keyword “written assign-
ments”. These are more substantive and longer than tests, but they may not
be as analytical as case studies and analysis, and they are certainly shorter
than a research paper. The list of these types of written assignments is not
exhaustive, but below we focus on four special forms - written assignment
with open materials, literature review, essay and problem solving.
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TABLE 7. Possibilities and limitations of written assignments

Possibilities

Limitations

The clear and systematic written self-
expression assessed by these forms is an
important competence

Grading essays for a larger group is very
time consuming

A literature review can be combined with a
presentation and a subsequent discussion

Some learners may understand the
substance, but get a worse result
because of poor written self-expression

The literature review and work with open
materials also enable the development
and evaluation of skills in effectively using

When using materials, there is a risk
that the text will be copied without
the student really understanding its

materials

meaning

An essay can demonstrate creativity

The risk of plagiarism increases

Teaches the student to choose suitable
sources

Danger of using unsuitable sources

Essay writing is good practice for writing
research papers

A summary is not suitable for the
assessment of the whole module, as it
does not require students to engage
in-depth with the field

Recommendations for using this assessment method
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In the case of a written assignment with open materials, limit the time
available to ensure that students have familiarised themselves with the
materials beforehand.

In the case of a summary, it is good to assume that the learners add some
kind of contribution, even if it is just an introduction and a summary,
and that they provide support arguments for the choice of sources used.
In the case of essays, the difference in requirements is relatively great
(should it include a Works Used section or not; should it be discursive or
descriptive, etc.). Therefore, it is good to formulate the assessment task
in relatively fine detail.

When assessing the work, give feedback not only on the content but also
on the form of writing, especially in the case of an essay.

A summary and written assignment with open materials can be used as
part of larger assessment methods. For example, as part of a larger pro-
ject (as an outline of existing information), a report on the student’s read-
ing for solving the problem on problem solving (overview of additional
reading), or, in the case of a research paper, an overview of literature or
the first draft of the theory chapter.

As assessment of written assignments is time consuming, it is good to use
peer assessment as well. In this case, it is usually a good idea to provide a
feedback form in advance. In this way, learners can prepare for asking a
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question, name a new thing they learned, or make some suggestions for
improving the written assignment.

e Written assignments should be used especially in areas where students
also have to express themselves in writing in working life.

e In the case of posing assessment tasks, make small changes, perhaps
changing a few numbers, as this will significantly lower the risk of crib-
bing from previous assessments.

e Solving tasks is a good way to prepare for carrying out larger assessment
methods. Tasks may also form part of the portfolio used for the final
assessment.

Four main forms of written assignments

Written assignment with open materials

This method can be applied in class but is not limited to it. There is usu-
ally a set time limit for working with open materials in the classroom. This
assessment method usually reduces stress and is therefore good to use for
particularly complex and information-intensive topics. In addition, this
less formalised form of assessment allows individuals to use references and
other resources. At the same time, there is a risk that the materials will not
be examined at all or that the student will not go in-depth in the task, but
rather copy the materials by rote. A clearly formulated task will help forestall
the latter risk.

Some possible assessment tasks

e Assessment of requirements related to use of military forces in crisis
management scenarios.

o A task to decide on a usefulness/justification of a research method for a
certain aim.

Literature review

This method usually does not involve the development or presentation of
new positions on a subject but instead concentrates on using academic and
professional literature to express oneself in an academic manner and style.

Some possible assessment tasks

e Summarise the principles of war.
e Describe the different theoretical approaches to civil-military relations.
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Possible wordings of the formal assessment criteria for written assign-

ments with open material and summaries

e The materials used come from scientific sources and are contemporary
(clearly state what is meant by contemporary, for example, scientific lit-
erature from the last ten years, or, with a good reason, older ones as well).

e The main schools of thought are presented and the difference between
them is analysed.

e The materials used are correctly cited.

Substantive assessment criteria must definitely be added to formal assess-

ment criteria.

Essays

Essays are creative works of writing in which arguments are structured in a
logical and academic manner. Essays include the author’s personal assess-
ment of the topic based on individual research. A theme can be provided
or not. In this sense, essays are an experimental way of looking at a sub-
ject from different vantage points. They provide not only an opportunity
to assess what has been learned but also to test whether a student is capable
of the creative application of the subject. The four main types of essays are
narrative, descriptive, argumentative and expository.

Some possible uses

e Long term implications of specific defence policy decisions, progress of
implementation of specific policy with assessment of implications.

e Inteam and in class settings, learners write an argumentative essay.

e It is the main component of asynchronous distance learning.

e Sociology is an appropriate subject to use this method in: students can
be asked to write a sociological essay on a specific theme, where they can
use both their knowledge and their perspective (values).

Possible wordings of the formal assessment criteria in the essay

e The question posed in the introduction to the essay can be answered by
the end of the text.

e The arguments are well-founded and support the main argument.

e The transitions are clear and the structure logical.

e The text is stylistically correct.
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e The sources used are cited according to the style guide.
o Substantive assessment criteria must definitely be added to formal assess-

ment criteria.

Exercises

e In the course of teaching, students can be instructed to solve different

types of tasks. These may include calculation, writing copy, or some

other task close to real life.
e For example, tasks could include.
e Calculate the sonar range.
e Construct a job interview guide.
e Formulate an Op Order.

e Break down a financial balance sheet.

2.7 Oral examinations

An oral examination can be used as an opportunity to have a conversation

on relevant or predetermined academic topics. In the course of the examina-

tion, the teacher can ask additional questions and find out the actual com-

petence of the learner more clearly than in the case of any other assessment
methods. Sometimes the method is also called an academic interview.

TABLE 8. Possibilities and limitations of the oral examination.

Possibilities

Limitations

It is a flexible method, and allows questions
to keep on being asked until certainty is
attained regarding the learner’s actual level
of knowledge is assured

The learner may not have the same
ability in all matters. Therefore, good
luck and chance play a major role in
getting the question right

In addition to knowledge about the content,
the assessment can also measure ability

to form associations, analysis, evaluation,
problem solving and other skills assessed

It is very time consuming for the
teacher

The authenticity of students’ knowledge is
effectively ensured

It is relatively subjective and, unless it is
recorded, difficult to challenge

Provides a good opportunity for learners
who are stronger orally than in writing

There is usually a very large amount
of material that is in danger of being
quickly forgotten
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Recommendations for using the assessment method

¢ Giving students flashcards before the examination reduces anxiety and
helps them to focus on the most important.

e Certain types of assistive resources may be permitted at the oral exami-
nation.

e The oral examination can be assessed quite well in a differentiated
manner. The assessment criteria for the oral examination are usually sub-
stantive. If the examination assesses the substantive information for the
whole module, learning outcomes can also be used as assessment criteria.

e Since good luck and chance play a role in getting the examination ques-
tions right, it is good to use other assessment methods within the module
to ensure that all the main learning outcomes are achieved.

e An oral examination can also be used in e-learning.

e In order to use time more rationally and to enhance learning from each
other, the oral examination can be taken in the form of a so-called focus
group - first each group member answers their own questions and then
others can comment on them. This continues until everyone has been
able to respond and comment.

Some suggestions for oral examination questions

e Recite a policy.

e Summarise the principles of war.

e Explain the debugging of a computer system.

o Explain the four constructs of Transformational Leadership. Give exam-
ples of how, as a style of leadership, you have seen or not seen their
impact on members of your organisation. Why, in your opinion, are
transformational leadership skills especially important in military organ-
isations?

2.8 Research papers and theses

A research paper or thesis presents the results of theoretical or empirical
research and has a set structure and guidelines. This method is used to
assess independent research skills. In addition, this method is helpful in
assessing learning outcomes, such as “problem solving,” “creative capacity,”
and the ability to “present new solutions.” By its nature, research papers usu-

ally take the form of a argumentative essay.
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A research paper is often used as the format for the final thesis sum-

marising the entire curriculum. As this is a large-scale work of research and

the student’s independent responsibility, this assessment method can also

be used to gauge students’ readiness and professionalism for succeeding in

independent working life where a great deal of responsibility is required. A

thesis is usually used in conjunction with a presentation, followed by the

defence of the thesis in the form of answering questions.

TABLE 9. Possibilities and limitations of the research paper.

Possibilities Limitations

The fact that the learner is using It is a extreme sizeable independent effort
creative synthesis enables assessment | for the learner, requiring successful time
of large blocks of content together and | management skills

in an integrated way

Allows the learner to choose a topic of | It requires quite a lot of supervision and thus
interest (in the field of the curriculum) | the substantive individual contribution of

and to delve into it thoroughly teachers
The assistance of a supervisor who Without supervision and substantive
supports the student can be used protection, there is a risk of plagiarism;

therefore, instruction on how to prevent
plagiarism is required

It is an authentic method of assessment,
because research needs to be carried
out from time to time in working life

Recommendations for using the assessment method

Throughout the curriculum, provide opportunities to learn the skills
needed for research. Among other things, pay attention to academic
writing style, citation, finding and synthesising suitable sources, con-
structing an argument, and research methods.

Lay out clear assessment criteria, which, in the case of a differentiated
grade, also make evident the basis on which the grades are differentiated
In the process of supervising the student, also teach time management
skills. Set interim deadlines for learners so they can keep track of time.
Offer students the opportunity to participate in other students’ defences.
If necessary, arrange a pre-defence.

Give an opportunity to evaluate the work of other students through peer
review. Make sure that the assessment is based on assessment criteria. In
this way, students also learn to critically assess their work.
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As the thesis is usually a large-scale and weighty endeavour, it is a good
idea to use several people to assess the work, perhaps even an assessment
committee.

For the sake of clarity, it is good for the sake of clarity to establish assess-
ment criteria separately for the written thesis and the oral defence.

Example of a description of the assessment of a bachelor’s thesis (9 ECTS)

Assessment method — written thesis

Assessment criteria

60

The title of the work is reflected in the chapters and purpose of the thesis
and has been carried out within the subject of the curriculum.

The introduction is logical and describes the problem justifying the
work, the aim of the work and the research question, the main terminol-
ogy, the main sources used and the structure of the work.

The choice of research topic is justified and salient.

The theoretical part is based on the main sources of the chosen research
topic.

The sources used are justified in terms of the chosen research topic, not
just cited.

The sources used are correctly cited.

The empirical part of the work is supported by the relevant theory.

The research methodology fits the research question and allows the aim
of the work to be achieved.

Empirical research has been conducted and documented in accord-
ance with good research practice; the principles of selection of research
means, sample preparation, data collection and processing have been
described.

The research results are presented systematically and clearly and illus-
trated.

The thesis includes a discussion that interlinks the theoretical and
research part and provides an answer to the research question.

The summary of the work recapitulates the most important theoretical
part and research results and clearly presents the main results of the work
and the conclusions drawn from them.

The work is formatted correctly, a consistent style is used throughout.
The list of works used includes at least 15 sources, of which at least one-
third are in languages other than Estonian and at least half are scientific
sources.



Chapter 2. Assessment methods

e The work is 12,000 words long, plus or minus 10%, the bibliography and
appendices to the work can further expand this volume.

Thesis defence assessment criteria

e A summary of the work or project is provided, up to 10 minutes long,
setting out the problem justifying the research or project and its purpose.

e In the case of research, the method, main sources, results and conclu-
sions are described.

e Where possible, the results of the research are illustrated with visual
examples.

e In the defence, the project will be introduced in full, in justified cases
only partially.

e The prospective graduate answers the questions exhaustively, if necessary
providing support arguments for the work done or describing the ways
of obtaining the results.

Some possible assessment tasks or research topics

e Evaluate historical trends in military development and job opportunities
or assessment of historical trends related to a military force development
and employment.

e Is the development of new military technology an opportunity or a threat
to the security of the Baltic region?

e The influence of energy security on the diplomatic, military and eco-
nomic instruments of national power.

2.9 Projects

The project is a composite assessment method used for preparing and
assessing more extensive student work. Due to its large scale, the project is
often done in a group. A project can be a very authentic assessment method
that can meet a real need or demand. Depending on the field, the project
can also be submitted together with an application for funding or to satisfy
another application.

There are usually three major parts to a project — planning, execution
and evaluation.

When planning, an analysis may be prepared and presented or submit-
ted for funding. While the project is being carried out, practical exercises
important from the point of view of the curriculum may be presented.
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When providing an assessment, a report can be prepared and presented if

desired. It is recommended to include a self-analysis section in the report.

TABLE 10. Possibilities and limitations of projects.

Possibilities Limitations

It is especially suitable in those areas Itis a large-scale assessment method that
where projects are otherwise carried out | requires thorough planning and a clear
and project-based thinking is used problem statement

A variety of general competences can be | When working with a group, the project
assessed, including time management workload may be unevenly distributed

and teamwork among the members

The project can be linked to a Requires consistent and effective
presentation in which the project is supervision, especially if projects have not
defended. At the same time, learners been completed before

develop presentation and argumentation
skills; listening to other projects on the
other hand develops assessment skills

Analysis and, at the conclusion of the
project, self-analysis can be used to
provide support arguments for the
project

Recommendations for using the assessment method

The topics of the projects could be as close to real life as possible, i.e.,
ones that learners will come into contact with in the work environment.
It is even better if they are indeed carrying out a real-life project.

In the case of major deadlines, provide interim deadlines and give feed-
back during the process. The parts of the project can also be given a
summative assessment separately.

If possible, involve employers in the assessment.

Also set forth in the assessment criteria the components that assess the
process (teamwork, time and activity planning, communication skills,
etc.).

Suitable for use in modules such as Project Management, Defence Plan-
ning, Defence Policy.

Some possible assessment tasks
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Possible wordings of the project’s formal assessment criteria

The project outline has a strong rationale and the purpose of the activi-
ties is clearly formulated.

A project carried out as teamwork describes aspects of cooperation and
division of tasks.

The self-analysis provides an assessment of one’s own activities in terms
of time management and cooperation skills.

The project’s report section specifies the fulfilment of the goal, the learn-
ing experiences gained in the project and, if something went differently,
the reasons why it did.

Substantive assessment criteria must definitely be added to formal assess-

ment criteria.

Example: Final thesis project with written support arguments (9 ECTS)

Criteria for reasoning behind project

The introduction is logical and describes the reason the project was
undertaken, and the purpose and structure.

Reasoning is provided for why the project is needed.

The project is related to the chosen curriculum and, if possible, also to
the chosen field of specialisation.

The text reflects the main sources underlying the project and their rela-
tionship to the project.

Written support arguments are provided for the structure of the project
and its methodology.

The sources used are related to the project and presented in synthesised
form.

In summary, the achievements or intended aims of the project are
described.

The sources used are correctly cited.

The written part is 6,000 words, plus or minus 10%, a list of references
may further expand this volume.

The work is formatted correctly, a consistent style is used throughout.
The list of works used includes at least 15 sources, of which at least one-
third are in languages other than Estonian and at least half are scientific
sources.

63



Chapter 2. Assessment methods

The project’s own criteria

o The title of the work reflects the content of the project.

e The project has been carried out correctly.

e The project has been submitted or is available for the duration of the
defence.

2.10 Exercises, simulations and practical training/internships

Depending on the field, a practical exercise can take very different forms as
an assessment method. This method aims at assessing psychomotor skills
in a safe and secure environment. The practical exercise can be performed
either in a simulated environment or in a real-life work context. The second
is, of course, better, but not always possible or sensible.

As an assessment method, a practical exercise is an authentic process
method in which the activities in the assessment methods and not the out-
come are described. An assessment method that is similar to a practical
exercise is practical work, where attention can be paid to both the activity
and the result. Ultimately, the focus of the assessment method is determined
by the assessment task set out specifically in the learning context.

TABLE 11. Possibilities and limitations of exercises

Possibilities Limitations

As practical skills are considered an A person can acquire practical techniques
important competence in the curriculum, | without knowing why they are doing

this method can be used to assess an something. This method does not assess
important part of the curriculum comprehension

It allows to demonstrate what has been Procuring simulation tools can be costly

learned theoretically and practically as it is
actually used, i.e,, it is very authentic

A simulation environment provides the For large groups, it is resource and time
learner with greater privacy and security | consuming

than a work environment and supports the
development of the confidence necessary
to perform practical skills

Simulations can also be used in a virtual
environment
In the case of practical training, the

general competences of the learner can be
assessed
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Recommendations for using the assessment method

The assessment criteria for the practical exercise should include the

components of all relevant skills in a logical sequence.

The assessment criteria should highlight the threshold below which

performance is no longer considered acceptable.

It is good if learners already know the assessment criteria that their

performance must meet while they are practising practical skills.

The learner benefits more from individual feedback on their performance

than from general feedback given to everyone at once.

If necessary and possible, it is good to record performance - so it can be

analysed both by the learner and the teacher.

When describing the assessment criteria, it is good to formulate them

as descriptions of activities, one activity at a time, and so that it also

answers the question “how”.

For practical tasks, fellow learners can also participate in assessment -

people usually see the mistakes of others before their own.

During the course, students are assessed by Syndicate Guiding Officers

on their academic/professional performance in a format called Student

Performance review. This kind of assessment could be related to Practical

Training.

The assessment criteria for assessing the general competences of an

intern may be, for example:

o Informs management on matters that they feel strongly about.

o Recognises the need for balance between freedom and responsible
behaviour.

o Cooperates in group activities (displays teamwork).

o Displays a professional commitment to ethical practice on a daily
basis.

Some possible assessment tasks

Use airpower in crisis response operations.
Troubleshoot a piece of equipment.
Staff exercise.
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2.11 Learning diary and learning portfolio

The common feature of the last two assessment methods discussed in this
chapter is that they fuse the learner’s longer period of learning, either as a
reflection (learning diary) or as a combination of sample work and reflec-
tion.

Learning diaries

A reflective learning diary is used here to signify assessment methods where
students describe and analyse their learning process. It can be a lecture
diary, practical training diary, reading diary, etc.

Portfolios
Learning portfolios can be different, depending on the purpose for which
they were compiled.

A work portfolio consists of all the material that has been accumulated
during the study period. It can contain everything starting from the draft
idea for a project to self-assessment for task completion on an exercise.

A portfolio of exemplar work consists of the best performances of a
student.

A student’s personal development portfolio is compiled over a longer
period of time and consists of works that best show that student’s develop-
ment.

Thematic portfolios consist of materials pertaining to one particular
topic.

TABLE 12. Possibilities and limitations of the learning diary and learning portfolio

Possibilities Limitations

The learning portfolio and the The learner usually has a great deal
learning diary make it possible to of freedom in compiling the learning
monitor the student’s professional portfolio, so the quality of these may vary
development over a longer period significantly be different

of time, which is why it describes not
only the student'’s ability, but also the
development of that ability

The learning portfolio allows the Discussing learning diaries might be
assessment of both the result and the | difficult if there are too many learners in a
process group
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Possibilities

Limitations

In both assessment methods, the
learner can highlight their strengths,
development and success. At the
same time, they also learn to analyse
themselves better

If the learning diary and/or learning

portfolio must be compiled in a virtual
environment, the performance may be
limited by the learner’s computer skills

Ideally, these assessment methods
allow for a strong emphasis to be laid
on the learner’s individuality

Both assessment methods are quite labour
intensive for both the person compiling
them and the one assessing them

Recommendations for using the learning diary and learning portfolio

Do not use these voluminous assessment methods very often or in
several modules at once.

Write down the parts of the portfolio of different types in the assessment
task, ideally together with the assessment criteria.

The portfolio can be used, for example, to prepare for teaching.

When assessing leadership competences, for example, a learning diary
can be used to assess oneself at the beginning of a module, then formulate
what competences a learner wants to develop, gather information and
feedback on those competences, and finally analyse the change that has
taken place.

In both forms, there should be a self-assessment of the progress made
during the period under observation. The learner should also add some
kind of comment or mini-analysis to each part of the learning portfolio.
The learning diary is also suitable for analysing a longer internship
period, thus taking the form of an internship diary. Such an internship
diary, together with the defence, can be used for a summative assessment
of the internship or a more compact internship report can be prepared
on the basis of the diary.

The first chapter concentrated on the conceptual key points that are impor-

tant to bear in mind when designing assessment into the learning process

and in the second chapter, we discussed some of the more widely used

assessment methods. In the following chapter we present four assessment

examples from the Baltic Defence College.
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CHAPTER 3. SELECTED EXAMPLES FROM
THE BALTIC DEFENCE COLLEGE?

It should be remembered that the examples are dynamic and continue to
develop after they have been published here. Nor is any of the examples
worth copying automatically. They are intended to serve as mirrors to com-
pare the descriptions of your own models to, and then decide where to do
something similar and where to diverge from the example.

Furthermore, the examples are not given in a standardised form. They
just provide a general sense of how the learning process - in particular,
the assessment — might be described to the students in a comprehensible
manner.

3.1 Operational Law

The module is delivered to the Baltic Defence College’s Joint Command and
General Staff Course (JCGSC) and Civil Servants Course (CSC).

Time Distribution

e Total hours 70 h (the sum of CH and IPT)

e Contact Hours (CH), including lectures and syndicate activities: 49 h
e Individual Preparation Time (IPT): 21 h

e 3 ECTS Credits (1 ECTS = 26 hours of student work)

The aim of the module

The aim of the module is to examine legal frameworks relevant for planning
and conducting military operations. As a whole, it constitutes a package of
legal knowledge that an operational staff officer or a civil servant contribut-
ing to military operations is expected to understand and apply in his/her
everyday work.

> We would like to thank Mr. Olavi Jines, William Combes CAPT N (Ret) and Lukas
Dycka, PhD, of the Baltic Defence College for their help in compiling the examples.
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Learning Outcomes
At the end of this module, students should be able to:

Explain the rules of international law related to the use of armed force.
Explain the concept of command responsibility, and enforcement of
international criminal law.

Analyse the application of principles of the law of armed conflict and
human rights law in a joint operational environment.

Identify and employ rules of engagement for a joint military operation.

Key themes

Legal Framework of Use of Force

Law Applicable in Armed Conflict

Direct Participation in Hostilities

Prohibited and Restricted Use of Weapons and Methods of Warfare
Legal Framework of Naval and Air Operations

Enforcement of International Criminal Law

Development and Application of Rules of Engagement

Study Process

The module will include a mixture of individual preparatory work, lectures,

discussions and syndicate activities. These activities are designed to enable

the students to discuss and debate the legal issues related to the planning

and conduct of military operations.

The study process is in the following sequence:
Contact learning

The students individually do their mandatory preparatory readings that
support the delivery of lectures on the next day. In addition to prepara-
tory readings, the students are also provided with a list of voluntary sup-
plementary readings that can be used by those who seek more (detailed)
information on the topic.

The lectures address key topics at the necessary level of detail and trigger
discussions. Normally 1/5 of the lecture time is an actual discussion.
The lecturing on a topic or group of topics is followed by a syndicate-
based activity that requires application of acquired knowledge through
analysis of certain situations. These are normally based on scenarios that
come with supporting documents. Often real-life documents are used.
The lecturer visits syndicates during their discussions and offers neces-
sary support to keep the discussion on track.
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After the syndicate discussions, a plenary session is conducted where the
selected syndicates are asked to present their findings, and the lecturer(s)
provide immediate comments/feedback.

Distance learning
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Like in contact learning, the students individually do their prepara-
tory and supplementary readings in support of the next day’s activities.
However, these are not meant to support the lectures, but the discussions
next day. The focus of preparatory readings is shifted from journal arti-
cles and book chapters to lecture slides (e.g., in PowerPoint) and respec-
tive audio files prepared in support to the slides by the lecturer.

The day when the respective topic(s) is covered starts with an online
plenary discussion in Microsoft Teams or another designated environ-
ment. The lecturer will ask randomly chosen students to explain certain
issues, helps to explain these issues, and takes questions from the audi-
ence. Everyone needs to be well prepared as anyone may be requested to
answer a question, and the answer is expected to make sense and dem-
onstrate a good level of preparation.

As in the case of contact learning, a syndicate activity will follow a dis-
cussed topic or group of topics. To ensure active participation of every
student in the distance mode, the syndicate activity is divided into three
phases: individual preparation, online group discussion, and online
plenary discussion (including syndicate presentation(s)). At the end of
students’ individual preparation phase, everyone will upload their indi-

vidual findings in written format (as much as they could find answers to
the tasks by that time) to a designated folder in MS Teams. This phase
ensures individual contribution to/preparation for the subsequent rela-
tively short and focused online syndicate discussion during which syn-
dicate members agree on a syndicate’s position to be presented in the
plenary. It also allows the lecturer to see students’ individual efforts
and potential problems with the topic(s) when checking these products
on a random basis and explain certain topics later to all students as an
extra effort to ensure students’ understanding of the topic(s). During the
online syndicate discussion phase, a syndicate meets online. The lecturer
will have access to the syndicate’s discussions, too. As the syndicate mem-

bers are better and more equally prepared for the discussion than in case
of contact learning, then the discussion is mostly focused on agreeing
on answers to the syndicate tasks. The online plenary discussion phase
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includes syndicate(s) presentation(s) and the lecturer’s comments/feed-

back.

Assessment

Assessment is non-differentiated (Pass-Fail), for CSC students there is also

“Pass with Distinction”.

Assessment method and assignment

description

Assessment criteria

Written exam

During the open-book exam, the
students will be required to analyse a
complex scenario from a legal point
of view. The scenario is supported by

respective questions

The students will identify problems, analyse
them in the light of previous teachings and
preparatory reading materials and by doing
that provide answers to the questions.

The assessment is supported by an
Assessment Matrix (look below)

Assessment matrix

Fail

Pass

Pass for JCGSC

Pass with Distinction for CSC

no understanding
and proper use
of background
information

use of background
information with
occasional flaws that
affect the sophistication
and/or correctness of the
answer

full use of the background
information

no meaningful
identification of the
problems

identification of at least
the core problems

identification of all problems

irrational approach to
the answer

addressing problemsin a
generally logical order

addressing the problemsin a
highly logical order

the answer is irrelevant
in response to the
question, i.e. does not
capture the essence

of the question and
demonstrates no grasp
of the subject matter

the answer is mostly
relevant in response to the
question, i.e. captures the
essence of the question
with some flaws and
demonstrates a grasp of at
least some elements of the
subject matter

the answer is highly relevant

in response to the question,

i.e. captures the essence of

the question precisely and
demonstrates excellent grasp of
the subject matter

solution is not
supported with
argumentation or is
not understandable,
no understanding
about applicable legal
frameworks, norms or
principles

limited use of evidence
in argumentation,
demonstrated by limited
relevant references to
the applicable legal
frameworks, norms or
principles

outstanding use of evidence in
argumentation, demonstrated
by correct references to the
applicable legal frameworks,
norms or principles
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In case of doubt whether the exam paper deserves the respective grade,
the assessor reserves the right to take additionally into consideration the
student’s performance during the module. In case of contact learning, the
assessor can rely on the student’s participation in the lectures and syndicate
activities. In case of distance learning, in addition to participation in the
plenary and syndicate discussions, the individual findings uploaded during
the syndicate activities can be taken into consideration.

The option of considering participation serves two goals. First, it serves
as a motivation tool for students’ active participation in the Module. Second,
it ensures an additional source, should the assessor be in doubt about the
final grade.

The grading is expected to take approximately 2 weeks. The assessment
sheets are filled in only in case of failed papers and they include specific
comments on the mistakes. When the grades are released, a thorough collec-
tive feedback session will be conducted. It will address the typical mistakes
and offer a discussion on the correct solutions. If there is a need for a more
individualised feedback, then an individual feedback is available after that.

3.2 Project Management

The module is delivered to the Baltic Defence College’s Joint Command and
General Staff Course.

Delivery may be augmented by appropriate GL from BDC staff, military
or industrial PM experts.

Time Distribution

e 3 ECTS Credits (1 ECTS = 26 hours of student work)

e Total hours 78 h

e Contact Hours (CH), including lectures, syndicate activities and Baltic
Study Trip: 50 h

¢ Individual Preparation Time (IPT): 28 h

The aim of the module is to employ conceptual approaches in project man-
agement and use practical tools and processes to help manage critical suc-
cess factors in each of the project management life-cycle phases by applying
these tools in project planning. To develop knowledge and skills necessary
for project work and management to solve problems.
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Learning Outcomes

At the end of this module, students should be able to:
¢ Identify the fundamentals of Project Management.

o Estimate the key elements in successful project management to maintain

the scope in line with objectives and goals.

e Translate the concept of project management across the breadth of mili-

tary duties.

¢ Employ project management concepts to solve staff and organisational

problems.

Assessment

Assessment is non-differentiated.

“Pass with distinction” will be considered for Syndicate sub-teams that
deliver the best most thorough project proposal and presentation and/or
employ innovative virtual teamwork.

The final result of the module is based on quality and content of team

Project Proposal and Project Proposal Brief, Syndicate Seminars and Syndicate

sub-team activities. All must be done on the level of learning outcomes.

Assessment method

Assessment criteria

Project Proposal and Project proposal
brief. Syndicate work

Content (project proposal):

* How well developed is the structure of the
presentation?

* Isthe plan detailed, effective and feasible?

* How clear are the explanations?

*  Are terminology and concepts used
correctly?

* How clear are the answers to the board’s
questions?

Delivery (project proposal brief):

*  Was delivery effective in terms of
confidence and credibility?

* Aretheslides clear and well organised?

* Did the presentation meet the allotted
time?

Engagement (quality and content of team):

* Each student represented himself as a
good ambassador of his/her team.

* Itis expected that all members of
syndicate demonstrate the best manner
during the presentation and a professional
demeanour when interacting with the
assessment board.
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Assessment method Assessment criteria
Syndicate Seminars and Syndicate Student individual and syndicate team
sub-team activities engagement and participation in learning

activities are assessed by the Module
Coordinator and Syndicate Guiding Officers
(no formal assessment criteria)

Study process

Learning methods are lectures (L), seminars (S) and syndicate activities (SA)

Key Themes/Topics:

Introduction to Module/Project Management (Intro to the topics, Funda-
mentals and principles of PM). - L
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Project Scoping (Project Identification, Strategy/Logical Framework). -
L-S

Project Design (Work breakdown structure, Work packages, problem trees,
objective trees). - S

Agile Project Management (Main topics: Key concepts and definitions. Pro-
ject cycles and management. Monitoring and evaluation requirements). — L
Managing Time (Scheduling, critical path, PERT, Gantt). - S
Stakeholder Engagement (Internal & external stakeholders. Prioritisation
chart. Participation matrix. Stakeholder plan). - S

Risk and Scenario Analysis (Risk analysis. Risk Response Strategies. Sce-
narios). - S

Project Monitoring, Evaluation & Reporting. (Review the objectives,
activities, and anticipated outcomes, role of project manager). — L

Project Communication (Communication principles, milestones in project
cycle. Stake holders. Media planning). - S

Controlling Costs (Costs vs. activity, deliverables, cash flow, budget bal-
ance). - S

Complex Project (Complex Project Management Frameworks. Complex
vs. complicated projects). — L

Project Launching and Closing. (Review the objectives, activities, and
anticipated outcomes, role of project manager). — L

Practical PM Experience. - L

Syndicate Activity (SA): Project Plan, Project Proposal Presentation.
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3.3 Defence and Strategy Studies

The module is delivered to Baltic Defence College’s Joint Command and
General Staff Course (JCGSC).

Time Distribution

Total hours 156 h

Contact Hours (CH), including lectures, syndicate activities and Baltic
Study Trip: 118 h

Individual Preparation Time (IPT): 38 h

6 ECTS Credits (1 ECTS = 26 hours of student work)

The aim of the module

The aim of the module is to examine the dynamics and challenges in the

contemporary security environment and their impact on the security and
defence policies of Estonia, Latvia and Lithuania.

Learning Outcomes
At the end of this module, students should be able to:

Demonstrate an understanding of how international, regional and
domestic political developments affect national security and defence
policies.

Investigate threats and challenges to security and the strategic responses
that states and international organisations implement to address them.
Explain the process of strategy formulation and the relationship between
ends, ways and means.

Distinguish key concepts in international relations.

Examine the coherence of the political ambitions, defence objectives and
force posture of the Baltic states.

Investigate the significance of allied cooperation and integration in the
Baltic region.

Key themes

Strategy formulation, concepts and theories of international relations.
International organisation with focus on NATO and EU.
Contemporary threats to Baltic and NATO countries.

Approaches to domestic policy and civil-military relations.

Security and defence.
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Assessment

Assessment is summative and differentiated. The final result of the module
is formed on the basis of four different assessment methods. All assessment
methods need to be passed at least at least at 40% or bare pass level. All
assessment methods are graded, each assignment is assessed individually
using this grading system. Assignment grades will not be rounded up or
down. The final grade is determined by the average of all four assignment

grades. The result is rounded up or down to arrive at the final grade.

Assessment method

Assessment criteria

Knowledge test
(10%)

At least 40% right answers
0-10, graded (look at Grading scale 1 below)

Policy paper (30%)

Depends on the topic
e Standard criteria for the policy paper (look at below)
e 0-10, graded (look at Granding scale 2 below)

BDST group
presentation (20%)

Team grade will be the same to all team members
e Standard criteria for the presentation (look below)
e 0-10, graded (look at Grading scale 2 below)

Oral exam with case
study scenario (40%)

Assessment council decides
e 0-10, graded (look at Grading scale 2 below)

Grading scale 1 (0-10) for the knowledge test

GRADE % range
Distinction 10 95-100 %
9 85-94 %
Merit 8 75-84 %
7 65-74 %
Pass 6 55-64 %
5 45-54 %
Bare Pass 4 40-44 %
Fail 1-39 %
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Grading scale 2 (0-10) for the policy paper, BDST group presentation,

and oral exam

Distinction The student displays an outstanding grasp of the subject matter

9-10 and very broad level of achievement of learning outcomes

Merit The student has fully met the module aim by displaying a strong

7-8 grasp of the subject matter and attainment of learning outcomes at
a very high level

Pass The student has met most of the module aim by displaying a

5-6 satisfactory grasp of the subject matter and attainment of a
learning outcomes at a satisfactory level

Bare Pass The student has not quite met the module aim due to a deficient

4 grasp of the subject matter and an attainment of learning
outcomes at minimum level

Fail The student has failed to meet the module’s aim due to an

0-3 inadequate grasp of the subject matter and acquired knowledge

and skills are below the minimum level

Standard criteria for the policy paper

General overview

Is the research:

¢ Relevant to the topic?

o Sufficient in quality and quantity?
e Shows the overall effort put in?

Argumentation and evidence

Does the answer:

o Identify the problem and explain why it is an important one?

e Develop a clear thesis statement?

e Reveal sufficient grasp of relevant key concepts? Are the concepts used
clearly defined?

¢ Remain relevant to the question?

e Does not rely on simple descriptions, but analyse the topic?

¢ Lead to a conclusion, which is more than just a summary, by suggesting

wider implications and providing recommendations?

e Are recommendations actionable?
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Does the work:

Demonstrate an ability to analyse and synthesise the work of others?
Provide sufficient evidence for the argued case?

Relies on a variety of credible sources?

Acknowledge the legitimacy of alternative points of view?

Structure and organisation

Is the paper focused, the flow of argument is consistent and does not
deviate from the topic at hand?

Is the paper logically structured?

Is the argument coherent and consistent?

Does the paper do what it promises in the introduction?

Are sections and paragraphs in the sections clearly structured?

Format and language

Does the assignment stay within the prescribed word limit?

Is referencing precise?

Is the language and tone appropriate?

Are tables and figures (if applicable) correctly formatted?

Are the references and bibliography (if applicable) correctly formatted?
Is the template for academic writing used?

Study Process
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Lectures and interviews (approx. 60 hours)

o Theories and history

o War studies

o Domestic politics and threats

o Baltic region

Syndicate work (33 hrs) - led from the Department of Political studies
(civilians)

Baltic Defence Study Trip (BDST) - (24+ hours) is an integral part
of Module 2. During the BDST students will gain knowledge on the
national (Estonian, Latvian and Lithuanian) defence policies, decision-
making principles and defence planning priorities. The BDST also con-
tributes to familiarisation with international military structures, includ-
ing NATO’s presence in the region, as well as attainment of a better
understanding of national military installations and facilities.
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¢ Individual preparation time (38 hrs) should serve for preparation of indi-
vidual tasks and those are: policy paper, oral exam and the knowledge
test

3.4 Complex assessment of several modules together -
Oral Exam

M1. Leadership and Command (whole module)
Credits: 6 ECTS Credits (1 ECTS = 26 hours of student work)

The aim of Module 1 is to analyse leadership theories and practices in order
to contribute to the development of students as adaptive leaders capable
of assuming positions of organisational level commanders and operational
level staff officers

Learning outcomes

At the end of this module, students should be able to:

¢ Analyse the main elements and concepts of leadership to improve their
leadership abilities.

e Examine and employ the characteristics of self-leadership to increase
self-awareness and improve their ability to positively influence them-
selves and their subordinates/colleagues.

¢ Apply organisational leadership-related aspects to improve their perfor-
mance in organisational command and operational staff positions.

M2. Defence and Strategy (part of the module)
Credits: 6 ECTS Credits (1 ECTS = 26 hours of student work)
Oral examination provides 40% of the final Module assessment.

The aim of the Module 2 is to examine the dynamics and challenges in the
contemporary security environment and their impact on the security and
defence policies of Estonia, Latvia and Lithuania.

Learning Outcomes

At the end of this module, students should be able to:

e Demonstrate an understanding of how international, regional and
domestic political developments affect national security and defence
policies.
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Investigate threats and challenges to security and the strategic responses
that states and international organisations implement to address them.
Explain the process of strategy formulation and the relationship between
ends, ways and means.

Distinguish key concepts in international relations.

Examine the coherence of the political ambitions, defence objectives and
force posture of the Baltic states.

Investigate the significance of allied cooperation and integration in the
Baltic region.

M3. Fundamentals and Components
Credits: 8.5 ECTS (1 ECTS = 26 hours of student work)

The aim of Module 3 is to explain military theory, the roles, tasks, capa-

bilities and limitations of the components (Land, Maritime, Air and Special

Operations), Communication and Information Systems & Cyber and their

contribution into desired joint effects.

Learning outcomes
At the end of this module, students should be able to:
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Explain basic military theories and their relevance to the contemporary
military doctrine and operational art.

Understand the roles, tasks, structure, combat effects and limitations of
military components.

Describe the role and capabilities of each component within the joint
operations.

Analyse the employment of different components and their contribution
to joint operations (staff ride to Saaremaa, Operation ‘Albior’).
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Open book oral exam
Description of the assessment procedure

The examination is conducted with open materials.

Each student gets three cases, one case pertaining to one module. The
student has 1 hour to prepare under supervision in the preparation
room.

The student then proceeds to the designated examination room where
he/she presents his/her answers to the assessment board. A video
recording of the examination will be made.

Assessment is differentiated. Points will be calculated based on the
formal criteria. The minimum level of points for passing the exam is
40. At the same time assessment board members evaluate whether the
learning outcomes are achieved.

The result of the oral exam will be graded according to the grading
matrix.

The student needs to pass the oral exam to pass the modules M1, M2
and M3. In case of failure in any of the Modules assessed with the oral
exam method, the Commandant recommends that the sending and/or
sponsoring nation withdraw the student or provide them with a Letter
of Attendance declaring that they attended the JCGSC, but did not meet
the graduation requirements.

Assessment

The assessment criteria are combined from two lists:

Learning outcomes of the modules assessed.
Formal criteria for the oral exam (see below), which also take into
consideration learning outcomes of each Module (look above).

The following grading scale will be applied for selected summative assess-
ments (maximum 100 points):

81



Chapter 3. Selected examples from the Baltic Defence College

‘uonsanb

93 0} JUeAS[2J [BlI3}RW
92JN0s 3AN_YIIOYINE pue
9|gel|a4 Jo abuel spim e uo
sa1[2J pue ‘sjaAs| a|diynwi
uo uolsanb ay3 ssaippe
1ey) sajdwexa jueas|al
sapinoad ‘palinbai usym

‘lelslew
92IN0S dAl3RIIOYINE pUE
9|gel|a4 ‘palieA uo paseq
S1 1Y} 9OUSPIAS UO S3|a)

pue uonsanb ay3 ssaippe

1ey) sajdwexa juens|al
sopinoad ‘paiinbas usyp

"|elI91_W 924N0S dAleIIIOYINe
40 abuel payiwi| e Uo paseq sl
Pasn DUSPIAS pue JUeAS|DI
24e papinoid sajdwexs
awlos ‘paiinbai uaym

*3|qIpaJd 3q 10U Aew
|eli91ew 924N0S 3y ‘|elarew
924n0s jo abues payiwi|

K13 e UO paseq s| pasn
9JUIPIAS B3 pue JUBAI|SMI
Apsow aie 1eyy sajdwexa
sopinoad ‘paiinbas usym

‘lels21eW 924N0S
dA1leIIOYINe AUB UO paseq
10U S| Pasn JUIPIAS Y3 pue
jueAd|aul dJe Jey) sajdwexa
sapinoad ‘pasinbas usypp

‘y1dap ui sydsaduod
£y pue saadadsiad
|ecnioay) saskjeuy

"SWI9)

|esauab ul sd9duod
£y pue saandadsiad
|ea112109Y) saskjeuy

*IN220
soyelsiw Joulw ybnoyye
AJ302.110> pajdde ale L1oayy
9U1 JO S12NJ1SUOD 3y} JO |BIIASS
1ey1 Bujuesw jepysadns si
s1dad>u0d £y pue saAndadsiad
[e2119109Y1 JO siskjeuy

'sydaduod

£y pue saandadsiad
[e2112109Y) JO siskjeue
[e1dyJadns pue panwi| AISA

'sydaduod
Ko pue 1093 jo sisAjeue
panwi| A]Wia11X3 10 ON

-9)eidoidde pue

9)eINDIE S| SUOIRIAIQQR
pue Abojourwa} A1eyjiw
1o/pue jeuoissajoad jo 35N

‘91elidoidde

pue a1e4ndde Aj3sow

S| suoleIAIqQe pue
ABojourw.ia) A1eyiw 10
/pue jeuoissajoad jo asn

‘a1elidoiddeur 40 1031100Ul
A|[euolsedd0 s| suolieinaiqge
pue A6ojouiwa) L1erjiw
1o/pue jeuoissajoad jo asn

-9jelidoiddeur pue 10a.110dul
Aj3sow s suoneiaaiqae pue
ABojourw.ia)l A1eyiiw 1o
/pue Jeuoissajoud Jo asn

“JI9MSUE UO[1ReUlWEXD
9y31 inoybnouyy arendoiddeul
pue 108.1100Ul S| SUoleIARIqe
pue A6ojouiwa) L1erijiw
10/pue jeuoissajoad Jo s

‘|le1ap ul pue Aj1edndde
PaqlIDsap a4e s1daduo0d Aoy
/K109Y1 "€ pue ZIN ‘LN JO

s3da>uod |ed>13a409y) jo
Buipueisiapun ybnoioyl
e Jo uonessuowsq

'sydoduod

A9 10 Yuomawiely
|ea1za109y3 3y} buiquossp
U3YM INd20 Aew S04
JOUIN "EN PUe TN ‘LIN

40 s3dad>uod [ed13a.103Y)
Jo buipuejsiapun

poob e sajesisuowaq

‘buissiw

9q Aew s1daduodpjiomawely
|e2139109Y3 JO SIUBWID|D AdY
awlos ‘A|gsidaidwi paqudssp
S9WIIBWOS aJe s3daduod Ay
/K109Y1 "W pue 2N ‘LIN

40 s3dad>uod [ed13ai03y)

Jo buipuejsispun

|DIauab e sajesIsuOwWaq

's13adse jueoyiubis 1oy1o
5129|63u 3j1ym s1daduod Ay
pue A109y3 Jo syusuodwod
WS saqLIsSa "€ pue N
‘L jo s3dacuod |ecnnaltoayy
Jo buipuejsiapun

2IsbQq sajelisuowa

'sydaduod

KoY 10/pue yiomawel)
|ed112109y3 Jo syoadse Aue
9q142S9pP J0/pue 1s]| 01 d|geun
SIjuspnis 9yl "€ pue ZiN
‘LN Jo s3daduod jecnatoayl
jJo Buipueissapun fup
9jeJISUOWp 01 aJnjieq

syuiod 67

syutod 0g

syuiod G|

syutod QL

syuiod

SISATYNY/3DAITMONM 40 ALITVND




Chapter 3. Selected examples from the Baltic Defence College

‘puey ie uonsanb

93 01 JueA3|2. pue |ed1bo]
Alybiy aie ey sjuswnbae
|euoliel ‘pljeA sapIAOId

"JN220 suonesijesausab
A1sey sawos 1anamoy
‘Jea1bo] Aj3sow pue
1e3)d A|jesauab ale
12y} sjudwnbae
|euolies sapinoid

‘|les1bojj1 pue
[eUOl1R.II| 4B3]OUN SWIIDWOS
2Je papinoid syuawnbay

*|ea16ojj1 10/pue
|euoneu) Jesjpun Aj3sow
S11auab aie syusawinbay

‘lea1boj|1 Jo/pue ‘jeuoiield)
‘Jlea|dpun aJe syuswnbay

‘JUalsISU0d
Jamsue ay3 Jo Juswdo|anap
pue painidnays

-||9Mm si Jamsue ay |

‘JUD)SISUOD
Ajpsow s| Jlamsue

9y3 jo Juswdolansp
pue pain3idnais-||om
A|jesauab s| samsue ay |

"JU3)SISUOD UL SSWIIDWIOS

S| Jamsue a3y} Jo Juswdo|anap
JanaMoy ‘24n3dnays

9500| € sey Jamsue ay |

‘jualsisuodu s|
Jamsue ay3 jo Juswdo|anap
9y} Ing 31NN

diseq e sey Jamsue ay |

onoeyd si pue
24N)ONJ}s S)oe| Jamsue ay |

sjuiod gz

sjuiod oz

syulod G|

syutod QL

syutod

JI907 ANV FHNLONYLS




Chapter 3. Selected examples from the Baltic Defence College

‘uonisod umo 1o uswnbie
119Y1 Jo saduanbasuod
/suonedijdwi Jofew
sassasse A|jedid pue
SISSNDSIP JUSPNIS By |

‘uoisod

UMO Jo Judwinbie 11y}
Jo saduanbasuod
/suonedijdwi sawos
S9553sse A[|ed1d pue
S9SSNDSIP JUPNIS YL

‘Rem paywi|

e uj uonisod umo Jo Juswnbie
119y1 Jo se>uanbasuod
/suonedijduwi sassasse A|[ednud
pue $asSNSIP JUdPNIS 3y |

‘Kem payiwi| K19A e uj 0s sa0p
1o uopusod umo Jo Juswnbie
119y} Jo sa>uanbasuod
/suonesijdwi ssndsip
Jouued A3SOW JUapNISs By |

‘uonisod

UMO JO Judwnbie J1dy3 Jo
sa>uanbasuod/suonedijdwi
SSNJSIP J0UUERD JUIPNIS BY |

“Jamsue sy} poddns

01 papinoid syuswnbie syl
01 payull-|]am ‘|edibo] Alybiy
pue Jes)d 2Je suoisnpuo)

“JIamsue
9y1 poddns oy papinoud

sjuawnbae sy} 0}
paui| ‘|ea1bo| pue Je|d
Aj3sow aJe suoisnpuo)

Jamsue sy} poddns

01 papinoid syuswinbie
9y1 Jo Alewwns |esauab e
apinoid 1nq [ed160| pue Jes|d
sKem|e 10U 3Je suoisn|puo)

“Jamsue ay) yoddns

0} papinoid syuswnbie sy
0} paxul| 10U pue [e3160]

10 paleloge|a Aj1ea)d 10u
2le UMeIp SuoISN|PuU0)

‘Kem
1US1SISU0d Ul papiroid Jou
pue [ed160]|1 91e suoisnpPuo)

*s21d03 ay3 3noqe bupjuiys
1uapuadapul pue |euibuo
‘|eD131ID UMO S3U3PNIS dY3
9pN|dul pue 3UIDOP IO
/pue ‘s3dadu0D ‘sali0ay}
‘sa|didpuiid yueas|al uo
paseq Aj919|dwod a4e
suoluido pue siamsue sy |

's21d0} ay3 Inoqe
Bupjuiyy Juspuadapul
pue [eD1314D UMO S,3UdpNIs
9yl apnppul Apsow pue
auId0p Jo/pue s3daduod
‘saioayy ‘s9dpund
JUBAS|3J UO paseq
A|jenied aie suoluido
pue siamsue ay|

‘juasedde s| yoeoudde aaneasd
ON 's21d0} p33123]9s uo bupjuiyl
juspuadapul pue [ed1314d UMO
S,3U3PN1S BY3 2| INQ dUIId0P
1o/pue s1daduod ‘sa1103y)
‘s9jdipuiid uo paseq AjjenJed
9ie suoluido pue siamsue 3y

‘Aujeuibuo jo

yoeq ‘bupjuiyl Juspuadapul
10/pue [BDI314D UMO S,3UdpNIs
93 JO 9OUIPIAS 3|3}| SI 19y L
"3UlId0p pue ‘s3daduod
‘saoayy ‘sjdpund uo
paseq 9a16ap paiwi| e 0} aJe
suojuido pue siamsue 3y

"dUlId0p
Jlo/pue s1daduod ‘sa10ay)
‘s9|dipuiid ul pasoydue Jou
sl Jamsue ay] ‘parioddnsun
suojuido pue 1331100uU]

2Je suonsanb o) stamsuy

syutod o€

syulod G

syuiod 0z

syujod G|

syuiod g

SNOISNTONOD ANY SNOINIAO ‘SHIMSNY 40 NOLLYTNWHOAL




Chapter 3. Selected examples from the Baltic Defence College

‘BupuIAU0D
pue diweuAp si (ebenbue|
Apoq) uonesunwwod

‘buduUIAUO0D AJ3SOW S| pue

Jamsue sy} jo diysisumo
sAanuod (abenbue|
Apoq) uonesrunwwod

‘BuduIAU0D 10U A||RIBUSD
S13ng Jamsue ay3 jo diysiaumo
skaAuod (abenbue| Apoq)

‘bupuiAuodUN Aj3sow

S| pue 93169p panwi| A1aA e
01 Jamsue 9y} jo diysisumo
sAanuod (abenbue| Apoq)

‘BuiduIAUODUN S| pUR JaMmsue
9y1 Jo diysisumo AsAuod
10U sa0p (sbenbue| Apoq)

|eq4aA-uoN |eqJaA-UON | UOIIBIIUNWWOD [EG4IA-UON | UOIIRIIUNWWOD [RG4SA-UON | UOIIRIIUNWIWOD [BQ43A-UON
‘seapl buissndsip ‘seapl ‘seapl ‘seapl
“JaUUBW JUIPYUOD e U] usymjuapyuod |  Buissndsip usym aduapyuod | HuissndSIp Usym aduapyuod | HuisSSNISIp USYM 35UapYuod

SB3PI SASSNISIP JUSPNIS BY |

Ajpsow sjjuapnis ay|

sye| A|jeuoiseddo Juspnis ay |

sye| Aj3sow Juspnis ay |

Aue sype| uspnis ay |

“Yadap

ul paJamsue aJe suolisanb
uoleulwexa ||e — A|DAIIdIYD
pabeuew s| awiy
‘suoljeInp

K1essadauun Jnoyum
pasn>0j pue Jea)d S| Bjoym
e se uonejuasaid ay |

‘yidap-ul pasamsue ale
suollsanb uoleujwexa
IsoW — A|9A1109449
Aj3sow pabeuew si
dwil] "SUOILIASP Joulw
Y3IM pasnd0y pue Jeapd
Aj1sow s| ajoym e se
uonejuasaid ayL

‘Yadap JuaIdLYYNS Ul pasamsue
aJe suonsanb uoeuiwexs
awos Ajuo — A101oejsiies S|

JuawWabeuew awl] ‘siamsue

snoiaald Jo uoniiadal swos

'SN>0j $350]| A||eUoiSedd0 pue

Jea|pun 1eymawos s| ajoym
e se uonejuasaid ay |

‘Ajlepysadns

A|uo pasamsue 219m Io
paJamsueun paujewsl
suollsanb uoneuiwexa jJo
Jaquwinu juedyiubis — bupjoe|
sl Juswsbeuew awi)
'sasned

(Bbuoj 10) yuanbaiy 1o/pue
siomsue Joud jo uonnadal
juanbai4 ‘pasnoojun pue
Jeapun Aj3sow s| ajoym

e se uonejuasaid ay |

"A[3uaLYNsul pajamsue

dJe JO paJaMsURUN Ulew?)
suopsanb uoneuwexs
Isow - A103oe)SI3esun

S| Juswabeuew awiy
"pasndojun pue

Jeapun £|333|dwod s| ajoym
e se uonejuasaid ay|

jutod oz

syulod G|

sjutod 0|

sjuiod §

juiod |

STIIS NOLLYLN3S3dd




Chapter 3. Selected examples from the Baltic defence College

Points and grades are calculated as follows:

GRADE Points range
Distinction 10 95-100 points
9 85-94 points
Merit 8 75-84 points
7 65-74 points
Pass 6 55-64 points
5 45-54 points
Bare Pass 4 40-44 points
Fail 1-39 points
Distinction The student displays an outstanding grasp of the subject matter
9-10 and very broad level of achievement of learning outcomes
Merit The student has fully met the module aim by displaying a strong
7-8 grasp of the subject matter and attainment of learning outcomes at
a very high level
Pass The student has met most of the module aim by displaying a
5-6 satisfactory grasp of the subject matter and attainment of a
learning outcomes at a satisfactory level
Bare Pass The student has not quite met the module aim due to a deficient
4 grasp of the subject matter and an attainment of learning
outcomes at minimum level
Fail The student has failed to meet the module aim due to an
0-3 inadequate grasp of the subject matter and acquired knowledge
and skills are below the minimum level
Comments:

e In a summative assessment consisting of several assignments that are

graded in points, each assignment is assessed individually using this

grading system. Assignment points will not be rounded up or down. The

final grade is determined by the average of all assignment points. The
result is rounded up or down to arrive at the final grade.
¢ Rounding down. Two assignments: 76 + 86 = 162 / 2 = 81 points (Final

grade 8).

¢ Rounding up. Two assignments: 85 + 92 = 177 / 2 = 88.5 points (Final

grade 9).
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One of the critical elements of
success in PME and the effective-
ness of a military organisation

is to use modern training and
assessment methods.

N

/../ itis assessment designed squarely to
feed into the learning process and make
the learning stronger.

David N. Perkins

Assessment in PME directly
affects the development of
learners’ competencies and has
an indirect long-term effect on
the quality culture of the entire
military organization.

Quality is never an accident; it is always
the result of high intention, sincere effort,
intelligent direction and skillful execution;
it represents the wise choice of many
alternatives.

William A. Foster
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Keeping up with the overall
trends in higher education and
assessment enhances the quality
of PME and by extention, the
military system as a whole.

if war colleges are to achieve their edu-
cational aims, they ought to take further
steps toward emulating higher educa-
tional institutions, not try to shy away
from their practices.

Jennifer Mittelstadt

PME assessment is connected
with a reflective military and
battlefield success.

Experts have always asked, “is military
education a contributing factor to success
in the battlefield and other military activi-
ties?” Though it is not an insurance policy
from failure, military education provides
the tools to adapt to new situations and
device ways of overcoming various chal-
lenges effectively.

Military-Today. com






