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INTRODUCTION 

 

ά¢ŜŀŎƘƛƴƎ ƛǎ ǘƘŜ ǇǊƻŦŜǎǎƛƻƴ ǘƘŀǘ creates ŀƭƭ ƻǘƘŜǊ ǇǊƻŦŜǎǎƛƻƴǎΦέ   

Anonymous 

 

The calling for a person to become a teacher is a noble one ς it is a challenging task but a 

most fulfilling one. It is an opportunity to make a valuable contribution to society in a vital 

way ς by guiding, protecting, developing and inspiring the future citizens. The quality of the 

teachers contributes to the quality of the citizens and the value of the society as a whole. 

The South African National Department of Basic Education refers to every child as a 

άƴŀǘƛƻƴŀƭ ŀǎǎŜǘέΦ Iƻǿ ƛƳƳŜƴǎŜ ƛǎ ǘƘŜ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ resting on the shoulders of the teachers 

to nurture, develop, treasure and unlock this great wealth of the nation? 

 

Lƴ нлллΣ ŀ {ƻǳǘƘ !ŦǊƛŎŀƴ DƻǾŜǊƴƳŜƴǘ bƻǘƛŎŜ ǿŀǎ ǇǳōƭƛǎƘŜŘ ŎŀƭƭŜŘ ΨbƻǊƳǎ ŀƴŘ {ǘŀƴŘŀǊŘǎ ŦƻǊ 

9ŘǳŎŀǘƻǊǎΩΦ Lƴ ǘƘƛǎ ŘƻŎǳƳŜƴǘ ǘƘŜ ŦƻƭƭƻǿƛƴƎ Seven Roles of the Teacher are identified: 

¶ learning mediator;  

¶ interpreter and designer of learning programmes and materials; 

¶ leader, administrator and manager; 

¶ scholar, researcher and lifelong learner; 

¶ community, citizenship and pastoral role (role-model);  

¶ assessor; and 

¶ learning area/subject/discipline/phase specialist. 

 

This book is a handbook for teachers to inform, guide, equip and inspire them in their role 

as assessor ς so that they can completely fulfil this role and excel in it. For so many 

individuals, assessment drives learning and so, it can also direct teaching. In the words of 

Stephen Covey, in his book The Seven Habits of Highly Effective People first published in 

1990Υ άōŜƎƛƴ ǿƛǘƘ ǘƘŜ ŜƴŘ ƛƴ ƳƛƴŘέΦ The chapters which follow present a new way to plan, 

design, implement, administer and evaluate assessment so as to strengthen teaching 

ǇǊŀŎǘƛŎŜ ŀƴŘ ŜƴƘŀƴŎŜ ƭŜŀǊƴŜǊǎΩ ƭŜŀǊƴƛƴƎΦ 

 

"How much do students really love to learn, to persist, to passionately attach a problem 

ƻǊ ŀ ǘŀǎƪΚ Χ ǘƻ ǿŀǘŎƘ ǎƻƳŜ ƻŦ ǘƘŜƛǊ ǇǊƛzed ideas explode and to start anew?  

Χ ǘƻ Ǝƻ ōŜȅƻƴŘ ōŜƛƴƎ ƳŜǊŜƭȅ ŘǳǘƛŦǳƭ ƻǊ ƭƻƴƎ-winded?  

Let us assess such things."  

Dr Grant Wiggins (1990)  
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CHAPTER 1 
Understanding & Designing Assessment 

 
 

 

¢ƘŜ ǿƻǊŘ ΨŀǎǎŜǎǎƳŜƴǘΩ ŎƻƳŜǎ ŦǊƻƳ ǘƘŜ [ŀǘƛƴ assidére, 

which ƳŜŀƴǎ Ψǘƻ ǎƛǘ ōȅ ŀǎ ŀƴ ŀŘǾƛǎŜǊ ƧǳŘƎŜΩΦ  ²Ŝ ǘŀƪŜ 

ƛǘ ǘƻ ƳŜŀƴ ΨƧǳŘƎŜΩ ƻǊ ΨƳŜŀǎǳǊŜΩ ǎƻƳŜǘƘƛƴƎΦ 

Educational assessment involves measuring the 

performance of learners, which, in the classroom, is 

the extent of learning in these individuals. There are a 

lot of terms used to describe educational assessment 

like norm-referenced, criterion-referenced, self-

referenced, outcomes-based, standards-based, test-based, task-based, school-based, 

formal, informal, internal, external, continuous, final, formative, summative, diagnostic, 

baseline, teacher-assessed, peer-assessed, self-assessed, group-assessed etc. This chapter 

provides an explanation of these terms. 

 

 

A. Types of Assessment 

There are three main types of assessment (and this does not only apply to educational 

assessment): 

Assessment can be norm-referenced. 

Norm-referenced assessment is used to establish a rank order of learners in terms of their 

achievement. The performance of each learner is then assessed relative to others in the 

ƎǊƻǳǇ όŀ Ŏƭŀǎǎ ƻǊ ƎǊŀŘŜ ƻǊ ȅŜŀǊ ŎƻƘƻǊǘύΦ ¢ƘŜ ΨƴƻǊƳΩ ƛǎ ƻŦǘŜƴ ǎŜǘ ŀǎ ǘƘŜ mean mark so many 

learners will be below this level. If the mean standard one year is 50% and another year it is 

60%, then a learner in the first case scoring 50% is average but in the second case is below-

average. Norm-referenced assessment 

with large groups of learners often 

results in the well-ƪƴƻǿƴ ΨōŜƭƭ ŎǳǊǾŜΩ 

of results, as shown in Figure 1.  

As we are measuring thŜ ƭŜŀǊƴŜǊΩǎ 

performance against a particular norm 

and we establish this norm from the 

achievement of groups of learners of 

Mark/Score 

Figure 1 
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the same age or grade, learners are compared with one another and improvement for one 

learner means moving up the rank order at the expense of other learners in the group. As 

these norms may only be evident after assessment, the learner is not aware of what is 

ΨŀōƻǾŜ ǘƘŜ ƴƻǊƳΩ ǳƴǘƛƭ ŀƭƭ ǘƘŜ ǊŜǎǳƭǘǎ are collected. The norm is mostly not defined or 

described, and so it is unknown to the learner and the parents. Norm-referenced 

assessment is most often associated with traditional examinations but norm-referencing can 

be used when testing anything that can be tested. What makes it norm-referencing, is that 

the standard that is tested against comes from the group rather than a more stable source. 

Norm-referenced assessment only really makes sense when selection is the purpose and 

there are only a number of places to be filled by the highest achieving learners. For other 

purposes, it can be uninformative, misunderstood and even demotivating.  

Assessment can be criterion-referenced. 

Criterion-referenced assessment is also known as standards-based assessment. Criterion-

based assessment measures learnerǎΩ performances against a precise, predetermined and 

established standard. Learners are not compared to each other at all ς all that is important 

ƛǎ ǘƘŜ ƭŜŀǊƴŜǊΩǎ ǇŜǊŦƻǊƳŀƴŎŜ ŎƻƳǇŀǊŜŘ ǘƻ ǘƘŜ ǎǘŀƴŘŀǊŘΦ This standard is defined by criteria 

which are clearly described making criterion-referenced assessment transparent to the 

learner and the parents. If the 

assessment is used to determine 

who does or does not meet the 

standard, then the curve can 

look like Figure 2. But of course, 

if the assessment, despite being 

criterion-referenced, has many 

defined levels and many criteria, 

the curve can also look like that 

in Figure 1 όǘƘŜ ΨōŜƭƭ ŎǳǊǾŜΩύ.  

The challenge with criterion-referenced assessment is that the criteria need to be well-

conceived and clearly and unambiguously written. When this is the case, criterion-

referenced assessment is more useful that norm-referenced assessment as it focuses on 

what the learner needs to achieve and in so doing provides a blueprint to success for the 

learner. 

Assessment can be self-referenced. 

Self-referenced assessment is as it sounds ς performance is measured against the self. In 

other words, in assessing the learner we are measuring their present performance against 

their past performances. We are only considering that single learner and assessing their 

individual and personal progress. This is particularly effective when the learner is also the 

assessor and when they are setting their own learning targets. 

Standard 
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These types of assessment are not mutually exclusive. A teacher may use all three types, 

e.g. a ǘŜŀŎƘŜǊΩǎ may use self-referencing informally in the classroom to motivate learners. 

While there is a shift from norm-referencing to criterion-referencing, norm-referencing is 

still used when ranking and selection are involved. 

There are many other terms which are used to refer to the type (also known as kinds or 

modes) of assessment. Here are a few of these with explanations. 

Informal & Formal Assessment  

Formality is often used as a means of distinguishing between types of assessment. Formal 

refers to planned and structured assessments conducted under controlled conditions to 

ensure that the learner is producing their own individual evidence of learning. Formal 

assessments are mostly used to compile scores or marks which are recorded and used for 

reporting and progression and promotion. 

Informal assessment may be unplanned or 

planned but these are casually-conducted 

opportunities in the classroom to gauge learner 

progress. Informal assessments may result in 

non-recorded observations and notes and/or 

recorded observations, notes, scores or marks 

which are not ΨcountedΩ in any way towards 

learner progression or promotion. 

Internal & External Assessment 

Internal assessment is that which is planned, designed, developed and implemented within 

the particular school or learning environment (it is a school-based assessment). The teacher 

is actively involved in the creation of the assessment task or strategy. External assessment is 

that which is initiated, devised, directed and co-ordinated by the overseeing educational 

authority or department of this authority. The teacher, in this case, merely conducts or 

manages the assessment task or strategy. 

Continuous & Final Assessment 

Assessment can be on-going throughout the duration of a school term and year or it can be 

a once-off activity either at the end of a term or year. The first is continuous assessment and 

is more likely to be varied and well-paced, particularly for learners. The second is final 

assessment and may be more stressful for learners and provide less opportunity for 

improvement and chances to succeed. While continuous assessment is generally favoured 

for its educational benefits, it is best suited for longer courses or topics of study. Final 

assessments may be suitable for short modules or topics. 
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Test-based & Task-based Assessment 

Assessments need not be traditional tests or written 

examinations (known as test-based assessment) but 

may rather consist of tasks such as presentations, 

performances, submission of a portfolio or products like 

written essays, reports, posters, charts, models, and 

projects. 

 

School-based, Practical and End-of-Year Assessments 

School-based assessment is assessment conducted over the course of the year within the 

school environment resulting in accumulated marks or scores to measure learner 

achievement. Practical assessments are a part of school-based assessment in particular 

subjects where the demonstration of subject-specific skills is required e.g. Visual Arts, Dance 

Studies and Information Technology. The aim of school-based assessment is to assess those 

skills that are not possible to assess in a traditional written test or examination. End-of-year 

assessments are traditional written tests or examinations, either internal or external, to 

provide a reliable measure of learner achievement in the different subjects offered in a 

particular grade or year.  

Assessment has always been an important part of the teaching process ς it is the process by 

which the teacher evaluates the learner in order to establish whether they can proceed to 

the following class or grade. While assessment is an important component of teaching it is 

also a most important part of the learning process. Assessment does not only measure what 

the learner has achieved but helps the learner improve their learning and achieve more. 

 

B. Assessment for Learning 

What is Assessment for Learning? 

tǊƻŦŜǎǎƻǊ tŀǳƭ .ƭŀŎƪΣ 9ƳŜǊƛǘǳǎ ǇǊƻŦŜǎǎƻǊ ŀǘ YƛƴƎΩǎ /ƻƭƭŜƎŜ in London until his retirement in 

1995, defines this as:  assessment for learning is any assessment for which the first priority 

ƛƴ ƛǘǎ ŘŜǎƛƎƴ ŀƴŘ ǇǊŀŎǘƛŎŜ ƛǎ ǘƻ ǎŜǊǾŜ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ǇǊƻƳƻǘƛƴƎ ƭŜŀǊƴŜǊǎΩ ƭŜŀǊƴƛƴƎ. 

Assessment is not simply a process of checking what learners have learnt but rather a 

powerful means of directing teaching and improving learning in the classroom. In planning a 

learning topic or unit, the teacher needs to integrate their assessment strategy with their 

teaching or lesson plan to maximise the development of understanding in their learners. 

While informal assessment is usually continuous, formal assessments should also be 
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conducted before the learning activity, during the learning activity and after the learning 

activity. 

The Assessment Reform Group is a voluntary group of researchers (including Professor Paul 

Black) which was set up in 1989 initially as the Policy Task Group on Assessment by the 

British Educational Research Association (BERA) and funded by the Nuffield Foundation. The 

group was tasked with ensuring that assessment policy and practice at all levels in the U.K. 

takes account of relevant assessment research evidence. While the Assessment Reform 

Group targets policy makers in government and their agencies, ARG works extensively with 

teachers, teacher organisations and local education authority staff, have conducted 

significant projects over the years and published numerous booklets and books to advance 

understanding of assessment. The Assessment Reform Group of 2002 produced the 

following 10 research-based principles to guide classroom practice: 

Assessment for learning should: 

 1 - be part of effective planning of teaching and learning; 

 2 - focus on how learners learn; 

 3 - be recognised as central to classroom practice; 

 4 - be regarded as a key professional skill for teachers; 

 5 - be constructive because assessment has an emotional impact; 

 6 - enhance learner motivation; 

 7 - promote commitment to learning targets and a shared understanding of the criteria by  
       which they are assessed; 
 
 8 - ensure that learners know how to improve; 

 9 - develop ŀƴŘ ŜƴŎƻǳǊŀƎŜ ǘƘŜ ƭŜŀǊƴŜǊΩǎ ŎŀǇŀŎƛǘȅ ŦƻǊ ǎŜƭŦ-assessment; and 

10 - recognise the full range of all achievements of all learners. 

 

Another proponent of Assessment for Learning is Dr. Grant Wiggins of Authentic Education 

in Hopewell New Jersey, U.S.A. He is highly regarded for his work in curriculum design and 

assessment reform and ǇǊƻǇƻǎŜǎ ǘƘƛǎ ŀǎ ǘƘŜ ŀǎǎŜǎǎƻǊΩǎ ƳŀƴǘǊŀ: 

άŀǎǎŜǎǎ ǿƘŀǘ ȅƻǳ ǾŀƭǳŜΣ ǾŀƭǳŜ ǿƘŀǘ ȅƻǳ ŀǎǎŜǎǎέΦ 

Grant Wiggins (2005) 
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Thus assessment of value ƛǎ Χ 

for learning - the first priority in its design and practice is to serve the purpose of promoting 

ƭŜŀǊƴŜǊǎΩ ƭŜŀǊƴƛƴƎ; 

integrated - it does not only happen at the end of a learning period but it is embedded in 

the learning process; 

authentic  - it aims to assess knowledge, skills, values and attitudes in contexts that closely 

resemble the actual real-life situations in which that knowledge, and those skills, values and 

attitudes are used; 

criterion-referenced - these criteria are clear and understood by both learner and teacher 

before the learning activity takes place ς therefore it is transparent and accountable. 

 

Such assessment practice requires careful and astute decision-making on the part of the 

teacher in the planning and design of the assessment strategy. These decisions concerning 

assessment are: 

 

WHY are we assessing?  

What is the purpose Χ ōŀǎŜƭƛƴŜΣ ŦƻǊƳŀǘƛǾŜΣ ǎǳƳƳŀǘƛǾŜΚ 

 

WHEN are we assessing? 

What is the timing Χ ǇǊŜ-learning, mid-learning, post-learning? 

 

WHAT are we assessing? 

What are our learning targets Χ ƪƴƻǿƭŜŘƎŜΣ ǎƪƛƭƭǎΣ ŀǘǘƛǘǳŘŜǎ ŀƴŘ ǾŀƭǳŜǎΚ 

 

HOW are we assessing? 

What methods Χ ǘŜŀŎƘŜǊΣ ǎŜƭŦΣ ǇŜŜǊΣ ƎǊƻǳǇΚ 

What techniques Χ ǘŜǎǘΣ ƻōǎŜǊǾŀǘƛƻƴΣ ŘƛŀƭƻƎǳŜΣ ǇŜrformance task, created product? 

What tools Χ ƳŜƳƻǊŀƴŘǳƳΣ ŀƴŜŎŘƻǘŀƭ ǊŜŎƻǊŘΣ ŎƘŜŎƪƭƛǎǘΣ ǊŀǘƛƴƎ ǎŎŀƭŜΣ ǇŜǊŦƻǊƳŀƴŎŜ ƭƛǎǘΣ 

analytic rubric, holistic rubric? 
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C. Timing of Assessment 

1. Pre-Learning Assessment 

An effective teacher matches their teaching practice with the knowledge, skills, attitudes and 

values that their learners bring to the classroom.  

Assessing before learning commences provides the following opportunities: 

for the teacher , to ς 

¶ ŘŜǘŜǊƳƛƴŜ ƭŜŀǊƴŜǊǎΩ ōŀǎŜƭƛƴŜ ƪƴƻǿƭŜŘƎŜΤ  

¶ ǊŜǾŜŀƭ ƭŜŀǊƴŜǊǎΩ ƳƛǎŎƻƴŎŜǇǘƛƻƴǎΤ ŀƴŘ  

¶ guide and facilitate lesson planning for the 

particular class of learners; 

 
for the learner, to ς  

¶ create anticipation of what is to come;  

¶ inspire interest; and  

¶ generate enthusiasm.  
 

!ǎǎŜǎǎƛƴƎ ōŜŦƻǊŜ ǘŜŀŎƘƛƴƎ ǎǘŀǊǘǎ ǊŜǾŜŀƭǎ ŜŀŎƘ ƭŜŀǊƴŜǊΩǎ ǳƴƛǉǳŜ and existing knowledge, their 

background influences and prior experiences, their abilities, learning styles, multiple intelligences, 

motivations, behaviours, interests, talents, likes, dislikes and attitudes, their feelings and emotions.  

Data collected by the teacher through this pre-learning assessment identifies the entry point for new 

information for each learner and allows the teacher to strategically customise their teaching practice 

for the particular group of learners. From these results, the teacher can set their learning targets, 

devise appropriate teaching activities and select as well as prepare ideal learning materials. 

It is very important to remember that any marks recorded for pre-learning assessment should not be 

used summatively. 

 

2. Mid-Learning Assessment 

An effective teacher builds assessment into the teaching process so that it supports and enhances 

learning rather than just documenting learning. Classroom assessment is a powerful tool defining 

what learners learn and value, communicating learning priorities and teacher expectations.  

Assessing during teaching and learning provides the following opportunities: 

for the teacher, to ς 

¶ ƎŀǳƎŜ ƭŜŀǊƴŜǊǎΩ ƻƴ-going progress;  
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¶ identify learner misconceptions and special needs; and  

¶ adapt teaching practice to correct and address these needs to improve the learning 
experience;  
 

for the learner,  to ς  
 

¶ receive detailed feedback on progress; 

¶ facilitate self-monitoring of progress;  

¶ encourage meta-cognition (as learners think about their own learning and how to 
improve it); and motivate for success.  

 

Data collected by the teacher through this mid-learning assessment can be used to make optimal 

teacher decisions concerning the delivery of instruction: the pace, the amount, the level of difficulty, 

the flow, the relevance; the configuration of learner groups and maintaining positive learner 

attention, interest and behaviour. Teachers can adjust their lesson planning, to redirect their 

teaching practice to meet their learners specific needs and optimise their learning experience. 

Again, it is very important to remember that any marks recorded for mid-learning assessment should 

not be used summatively unless this was the explicit purpose. 

 

3. Post-Learning Assessment 

An effective teacher chooses assessment methods, techniques and tools which match their 

teaching practice in order to measure achievement on their learning targets.  

Assessing after learning is completed provides the following opportunities: 

for the teacher, to ς 

¶ establish the extent and depth of learner knowledge and understanding; 

¶ record and report summatively on learner achievement;  

¶ evaluate the success of the teaching practice; and 
in so doing,  

¶ inform on future teaching practice; 
  

for the learner, to ς 

¶ build confidence in their competence;  

¶ reinforce positive self-efficacy; and  

¶ develop intrinsic motivation. 
 

Summative assessments must judge learner achievement through representative sampling, optimal 

number and length of assessments and suitable preparation of the learners for the assessment in 

order to be fair and accurate. This is vital as results of these assessments have important 

consequences for learners because they affect their term marks, grade promotion, placement in 

classes, choice of subjects and the conferring of honours and awards. 
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D. Purposes of Assessment 

1. Baseline Assessment 

Baseline assessment establishes what knowledge and understanding the learner already 

has and identifies the starting point of new learning for each learner.  

It is nearly always timed as a pre-learning assessment and the data gathered is used by the 

teacher to design and plan their instruction for their particular group of learners. The results 

of a baseline assessment may or may not be shared with the learners and are never used 

summatively in a term or year mark. These results are primarily for the teacher and are 

used before they plan their lessons to direct their teaching practice. Well-designed 

baseline assessments can create excitement and anticipation in the learners for what lies 

ahead and can build an environment that stimulates learner interest and motivation. 

 

2. Formative Assessment  

Formative assessment is assessment that is embedded 

in the learning process. The teacher uses the 

assessment as a learning activity and as a result of 

completing the assessment, the learners gain 

knowledge and understanding. The results of a 

formative assessment should not be used summatively 

unless it may be a repeated assessment specifically for 

a summative purpose.  

 

 2.1 Diagnostic Assessment 

Diagnostic assessment is a specific kind of formative assessment. A diagnostic assessment 

reveals specific misconceptions that learners may have formed either from their prior 

learning experiences or from the teaching and learning so far. Diagnostic assessment can 

ŀƭǎƻ ƛŘŜƴǘƛŦȅ ŀ ƭŜŀǊƴŜǊΩǎ ǎǘǊŜƴƎǘƘǎ ŀƴŘ ǿŜŀƪƴŜǎǎŜǎΦ Lǘ ƛǎ ǳǎǳŀƭƭȅ ǘƛƳŜŘ ŀǎ ŀ ƳƛŘ-learning 

assessment and the data gathered is shared with the learner to provide valuable feedback 

on their present knowledge, understanding and learning progress. Diagnostic assessment 

can play an important role in developing meta-cognition ς helping learners understand how 

they learn and what they need to learn more effectively. This engages learners in their own 

learning ς they become more active participants and take more responsibility for their own 

learning. 
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 2.2 Developmental Assessment 

Developmental assessment is another specific kind of formative assessment. A 

developmental assessment extends a learner along a learning path. The learner, simply by 

participating in and completing the assessment, gains knowledge and understanding while 

also making progress in learning. It is almost always used as a mid-learning assessment and 

the data gathered is shared with the learner to provide valuable feedback on their advances 

ƛƴ ƭŜŀǊƴƛƴƎΦ 5ŜǾŜƭƻǇƳŜƴǘŀƭ ŀǎǎŜǎǎƳŜƴǘ Ŏŀƴ Ǉƭŀȅ ŀƴ ƛƳǇƻǊǘŀƴǘ ǊƻƭŜ ƛƴ ƛƳǇǊƻǾƛƴƎ ŀ ƭŜŀǊƴŜǊΩǎ 

self-efficacy (their belief in their own ability to succeed). This can result in improved 

motivation. Motivation can be defined as the extent to which a learner is involved in trying 

to learn. A motivated learner is an active participant in their own learning process and takes 

responsibility for improving their learning. 

 2.3 Formative ς Consolidative Assessment 

Consolidative assessment is also a specific kind of formative assessment. A consolidative 

ŀǎǎŜǎǎƳŜƴǘ Ƙŀǎ ǘƘŜ ŘƛǊŜŎǘŜŘ ǇǳǊǇƻǎŜ ƻŦ ŎƻƴǎƻƭƛŘŀǘƛƴƎ ŀ ƭŜŀǊƴŜǊΩǎ ƪƴƻǿƭŜŘƎŜ ŀƴŘ 

understanding. It provides an opportunity, through the assessment, ǘƻ ƳŜǊƎŜ ǘƘŜ ƭŜŀǊƴŜǊΩǎ 

new learning with their prior learning and to bring together the strands of new learning to 

create a solid and cohesive understanding. It is almost always used as a mid-learning 

assessment and the data gathered is shared with the learner to provide valuable feedback 

to reinforce the security, strength and depth of their learning. Consolidative assessment can 

play a powerful role in building self-confidence in learners and attributing value to what 

they have learnt. 

 

3. Summative Assessment 

Summative assessment is assessment of learning. It establishes what has been learnt by 

each learner and the extent of this learning.  

It is typically conducted at the end of a learning topic or 

programme but should actually be constructed right at the start 

when the teacher designs and plans the learning activities. It 

should be based on the planned learning targets but it may still 

be modified through the learning process as the teacher uses 

the formative assessment results to redirect their teaching. 

Summative assessments certify the learning achieved and the 

results are used to produce term marks and year marks for 

grade promotion, placement in classes and the conferring of 

honours and awards. 
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E. What to Assess - Learning Targets 

The starting point of designing any assessment strategy is to identify the learning targets. A 

learning target is defined as a description of performance that includes what learners should 

know and be able to do and includes some aspects of the criteria to be used to judge the 

performance. The clarity of the learning targets determines the success of assessment - 

clear, specific and valued learning targets are essential for effective classroom assessment.  

As a rough guideline, a teacher should select about 1 to 3 learning targets per lesson, 8 to 12 

learning targets per unit or topic and 40 to 60 learning targets per year. 

There are five different types of learning targets. 

 

1. Knowledge & Simple Understanding Learning Targets 

This learning target focuses on what the learner knows and simply understands. 

All learning in a subject is built on a basic foundation of knowledge. This knowing may be 

demonstrated through recall of facts or through simple understanding of information. 

Simple understanding refers to the ability to make sense out of something. 

The factual knowledge is the basic elements of the subject ς the terminology, the symbols 

and signs; and their details ς events, locations, dates, persons and sources of information. 

The verbs that can identify it are: remember; recall; recognise; identify; retrieve; name; 

select; state; define. 

Simple understanding is lower-order thinking skills of comprehension and application. It 

involves knowing the inter-relationships between the basic elements that enables them to 

function together e.g. classifications; categories; principles; generalisations; theories, 

models and structures. The verbs that can identify it are: illustrate; represent; translate; 

select; conduct; use; classify; distinguish; compare; contrast; summarise; explain. 

The teacher needs to clearly define what specific knowledge he or she wants the learner to 

acquire. 

 

2. Reasoning & Deep Understanding Learning Targets 

This learning target focuses on how the learner uses what they know and understand to 

creatively solve problems in new and novel situations. 

Reasoning is the mental manipulation of knowledge. It is the use of knowledge to engage in 

creative and critical thinking. Deep understanding refers to a further degree of 
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understanding whereby knowledge or information can be used in new ways to explain 

relationships and in problem-solving. It involves higher-order thinking skills of analysis, 

synthesis and evaluation.  

Identifying verbs are: compare; relate; analyse; differentiate; organise; attribute; 

discriminate; distinguish; deconstruct; evaluate; create; infer; interpret; deduce; develop; 

synthesise; justify; evaluate. 

 

3. Skill Learning Targets 

This learning target focuses on what the learner can do, demonstrate or perform.  

It is concerned with capacity to perform or use strategies within the subject. These can be 

subject or field-specific skills, communication skills, presentation skills and psychomotor 

skills. General learner performance of reading, writing, speaking, listening, fine-motor skills, 

gross motor actions, complex athletic skills are common to all subjects but each subject also 

has a set of specific skills needed to execute required activities in that subject 

 

4. Product Learning Targets 

This learning target focuses on the physical evidence of learning that the learner produces. 

Product learning targets are completed works which have been developed by the learner 

e.g. artworks, papers, reports, essays, posters, projects, portfolios, models and videos. 

These targets emphasise the ability of the learner to use their skills to create tangible 

products which exist independently of their performance as the producer and providing 

concrete evidence of their proficiency. 

 

5. Dispositional Learning Targets 

This learning target focuses on the disposition or affective domain ς the ƭŜŀǊƴŜǊΩǎ attitudes, 

values, interests, feelings, motivation, academic self-concepts and citizenship that are 

displayed in the classroom. 

These contribute to individual self-esteem and affect group and interpersonal relationships 

that create the classroom environment. Positive affective learning targets create purposeful 

engagement to learn and are essential in creating an environment for successful teaching 

and learning. The clarity of the learning targets determines the success of assessment ς 

clear, specific and valued learning targets are essential for effective classroom assessment. 
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F. Assessment Techniques 

1. TESTS 

A test is a formal assessment usually performed by a learner as a pen and paper activity 

although it may be administered orally or via new technology clicker systems. Tests may be 

of two different types: selected-response or constructed-response. 

 1.1 Selected-Response Tests 

Selected-response tests are often referred to as objective tests. This is not true. Despite the 

fact that they have a correct and an incorrect answer and are impartially scored, the 

wording of the questions and optional answers may reflective the subjectivity of the 

writer/creator.  

Selected-response tests can be: 

¶ Multiple-choice 

¶ Matching 

¶ True or False 

 

 Multiple-choice Test Items 

A multiple-choice item consists of three parts: a stem (a question or a statement); a key (the 

correct option or answer) and several distractors (incorrect options or answers). Each item 

should be short, clear, verbally uncomplicated and test a single idea. 

Some guidelines ς 

¶ ensure that the stem is worded positively ς if this cannot be avoided, capitalise 

and/or underline the negative word e.g. which of the following is NOT a cause oŦ Χ;  

¶ test only one idea in each item; 

¶ use 3 to 5 options arranged vertically below the stem;  

¶ all options should be plausible and homogeneous; 

¶ all options should be of similar length and use similar grammatical form;  

¶ all options should be ordered logically (alphabetically or numerically) and vertically; 

¶ avoid ΨAll of the AboveΩ or ΨNone of the aboveΩ ƻǇǘƛƻƴǎ; 

¶ avoid any repeating pattern of correct answers (e.g. always a ΨcΩ option); 

¶ avoid verbal clues and specific determiners e.g. ΨaΩ, ΨanΩ, ΨtheΩ; 

¶ include common errors and misconceptions in the distracter options; and 

¶ ensure that the items are not interdependent ς avoid information in one item 

providing the answer to another. 
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 Matching Test Items 

This consists of two lists of words, phrases or images called stems and responses. Learners 

review the stem list and match each stem with the correct word, phrase or image from the 

response list. 

Some guidelines ς 

¶ generally, stems should contain more words in the phrases than the responses;  

¶ there should be more options in the response list than in the stem list;  

¶ all responses should be plausible and homogeneous;  

¶ all responses should be of similar length to each other and grammatically similar; 

¶ all responses should be logically ordered; and  

¶ avoid verbal clues and specific determiners e.g. ΨaΩ, ΨanΩ, ΨtheΩ. 

 

 True or False Test Items 

These items are usually a declarative statement which learners must judge as true or false. 

As these items have only two optional answers, they are less reliable than other selected-

response items due to the high possibility of guessing. These items may seem quicker to 

prepare but more care must be taken with the accuracy of the wording to prevent any 

ambiguities. 

Some guidelines ς 

¶ statements must be completely true or completely false; 

¶ statements must be clear and simple and relatively short;  

¶ include similar numbers of true and false statements; 

¶ avoid negatives and double negatives; and 

¶ avoid absolutes like ΨalwaysΩ and ΨneverΩ. 

Generally, a Selected-Response Test used with a Marking Memorandum is favoured when 

assessing Knowledge & Simple Understanding Learning Targets.  

 

 1.2 Constructed-Response Tests 

The simplest Constructed-Response Test Items are Fill-in-the-Blank items. These usually take 

the form of an incomplete statement and the learner is required to fill in a missing word or 

phrase. These items need to be carefully worded to avoid ambiguity. They have limited use 

as they tend to test only Knowledge & Simple Understanding Learning Targets like most 

Selected-Response test items. 
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Short Constructed-Response items are defined as those which are designed to take about 5 

minutes to answer and require approximately 8 lines of writing to respond. These provide 

more opportunity for the learner to demonstrate their understanding but still tend to focus 

on lower-order thinking. 

Extended Constructed-Response items are a little more advanced and involve learners 

writing paragraphs which may take 10 to 15 minutes.  

Essay Question items are the most complex and provide the learner with the most freedom 

to respond. However, these items must be very well-designed so that the learner 

understands exactly what is expected of them. A well-written essay question should specify 

clearly how the learner should respond, indicate the value and weight of the question, how 

it will be scored and emphasise higher-order thinking. 

Constructed-Response items are more difficult to mark as they require assessment tools like 

an open-ended marking memoranda or rubrics but they provide greater opportunities to 

assess Reasoning & Deep Understanding Learning Targets.  

 

2. OBSERVATION as an assessment technique 

Teacher observation is one of the most effective assessment techniques because the 

teacher collects data while the learner engages in the learning activity. With experience, 

ǘŜŀŎƘŜǊǎ ŘŜǾŜƭƻǇ ƪŜŜƴ ǾƛǎǳŀƭΣ ŀǳŘƛǘƻǊȅ ŀƴŘ ƻǘƘŜǊ ǇŜǊŎŜǇǘǳŀƭ ǎƪƛƭƭǎ ǘƻ ƛŘŜƴǘƛŦȅ ŀ ƭŜŀǊƴŜǊΩǎ 

academic abilities, skills, strengths, weaknesses, needs, behaviours, social interactions, 

health, emotions, attitudes, values and motivation.  

Observation is mostly used as an informal assessment technique but with formal recording 

via Anecdotal Record Sheets, it is a valuable assessment technique for the teacher. It has 

also mainly been used with younger learners but has potential to assist teachers of older 

learners particularly in assessing the Dispositional Learning Targets. 

There are a number of different types of observation techniques.  

 

 2.1 Learner-Focused Observation 

This involves focusing on a particular child and collecting observable data for later analysis. 

It usually has a specific purpose to ŀǎǎŜǎǎ ŀ ƴŜǿ ƻǊ άǇǊƻōƭŜƳέ ŎƘƛƭŘ ŀƴŘ ƛǎ referred to as 

target-child observation. Observations can highlight: a learnerΩǎ interests and preferences; 

levels of cognitive and social development; skills and accomplishments; personality and 

temperament. 
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 2.2 Time-Focused Observation  

This involves observations that are made over a given or specified period of time. This is also 

referred to as time-sampling observation. Within the specified time period, all observations 

of behaviours of all learners are recorded for later analysis. Observations can highlight 

ƭŜŀǊƴŜǊǎΩ ǎƪƛƭƭǎ ŀƴŘ ŜŦŦƛŎƛŜƴŎƛŜǎ ƛƴ ŎŀǊǊȅƛƴƎ ƻǳǘ ŀ ǘŀǎƪ ƻǊ ǎŜǊƛŜǎ ƻŦ ǘŀǎƪǎ ŀƴŘ ǘƘŜƛǊ ƛƴǘŜǊŀŎǘƛƻƴǎ 

with others in quantity and quality. 

 

 2.3 Event-Focused Observation 

This involves observations made for all learners of a 

particular behaviour or event. It is also known as 

event-sampling observation. In this case, all aspects of 

a specific event are recorded for each individual 

learner or a group of learners. It focuses on the 

presence or frequency of a particular behaviour and 

generally also has a very specific purpose.  

 

Most uses of observation as an assessment technique can also be called narrative 

observation if the details are recorded in a recital of facts to form a composition or story. 

Narrative observation is the most popular, oldest, and most informative method to record 

observation of learners. It describes what happens, how, where and when it happened in a 

factual objective manner. It is important for the observer to: record only the facts; record 

every detail without omitting anything; not interpret what is observed; not record anything 

not seen; use words that describe and not judge or interpret; and record facts in order. 

Feedback from learner observation can be extremely valuable to the teacher in designing 

and adjusting their assessment strategies particularly those being used formatively as well 

as maintaining a positive learning environment in their classroom. 

 

3. DIALOGUE as an assessment technique 

This occurs between the learner and the teacher and is an opportunity for the teacher to 

understand the thinking processes of the learner. It can take the form of general 

questioning in class, a personal interview or one-on-one discussion or a small-group 

discussion. It is a valuable technique for revealing the depth of learner knowledge but as a 

one-on-one activity, it is time-consuming. Details can be recorded on Anecdotal Record 

Sheets. The quality of the teacher questions is vital to the success of this technique.  
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In the classroom, teachers use questions to: 

¶ involve learners in the lesson; 

¶ ǇǊƻƳƻǘŜ ƭŜŀǊƴŜǊǎΩ ǘƘƛƴƪƛƴƎ ŀƴŘ ǳƴŘŜǊǎǘŀƴŘƛƴƎΤ  

¶ to manage and control the class;  

¶ to review important content covered; and 

¶ ǘƻ ŀǎǎŜǎǎ ƭŜŀǊƴŜǊǎΩ ƭŜŀǊƴƛƴƎ ǇǊƻƎǊŜǎǎΦ 

In order to be effective in these purposes, questions need to: 

¶ be clear and straightforward in their language and construction; 

¶ follow a logical and appropriate sequence; 

¶ match learning targets in the degree of difficulty and their importance weighting i.e. 

more difficult and important learning targets require more questions, of a more 

probing nature and require more time to respond; and  

¶ involve the whole class. Care must be taken to balance the learners who volunteer 

ŀƴǎǿŜǊǎ ǘƻ ǉǳŜǎǘƛƻƴǎ ǿƛǘƘ ǘƘƻǎŜ ǘƘŀǘ ŘƻƴΩǘΣ ƭŜŀǊƴŜǊǎ ŀǘ ǘƘŜ ōŀŎƪ ƻŦ ǘƘŜ ŎƭŀǎǎǊƻƻƳΣ ŀǎ 

well as the front, more able learners with less able learners etc. 

Questions to avoid are: 

¶ those that are so open-ended as to encourage guessing; 

¶ those that provide choice between stated alternatives e.g. yes or no (as these do not 

reveal much understanding and provide easy opportunities to guess at an answer); 

¶ ǘƘƻǎŜ ǘƘŀǘ ΨǇǳƭƭΩ ǊŜǎǇƻƴǎŜǎ ǊŀǘƘŜǊ ǘƘŀƴ ǇǊƻōŜ ŦƻǊ ǊŜǎǇƻƴǎŜǎ ŜΦƎΦ άΧ ŀƴŘΚέ ƻǊ άǿƘŀt 

ŜƭǎŜΚέ όŀǎ ǘƘŜǎŜ ŀǊŜ ǾŀƎǳŜ ŀƴŘ ǿƛǘƘƻǳǘ ŦƻŎǳǎ ŀƴŘ ǎƻ ŜƭƛŎƛǘ ǾŀƎǳŜ ǊŜǎǇƻƴǎŜǎύΤ and 

¶ rhetorical questions that ŘƻƴΩǘ ŘŜƳŀƴŘ ŀƴ ŀƴǎǿŜǊΦ 

 

4. PERFORMANCE TASKS 

A performance task usually requires an audience to be present to watch the learner. 

Performance tasks are well-matched to assessing Skill Learning Targets and provide great 

opportunities for authentic assessment. Examples of performance tasks are:  

¶ oral presentations; 

¶ practical demonstrations;  

¶ enactments (dramatic displays);  

¶ debates or panel discussions; 

¶ audio or video clips; and 

¶ computer demonstrations or presentations. 
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Performance tasks can mimic real-life work situations 

and the creative problem-solving applicable to the real 

world.  As performance tasks actively engage learners, 

they can be powerful motivators of learning. 

Assessment tools such as rubrics ς holistic and 

analytic; and performance lists are best-suited to 

assessing performance tasks. 

 

5. CREATED PRODUCTS 

Products are ǎŀƳǇƭŜǎ ƻŦ ƭŜŀǊƴŜǊΩǎ ǿƻǊƪ ǘƘŀǘ ŘŜƳƻƴǎǘǊŀǘŜ ǘƘŜƛǊ ŀōƛƭƛǘȅ ǘƻ ǳǎŜ ǘƘŜƛǊ 

knowledge and understanding to create a tangible object. Products could be artworks, 

papers, reports, essays, charts, posters, projects, portfolios, models and videos. Created 

products eȄƛǎǘ ƛƴŘŜǇŜƴŘŜƴǘƭȅ ƻŦ ǘƘŜ ƭŜŀǊƴŜǊΩǎ ǇŜǊŦƻǊƳŀƴŎŜ ŀǎ ǘƘŜ ǇǊƻŘǳŎŜǊ ŀƴŘ ǇǊƻǾƛŘŜ 

ŎƻƴŎǊŜǘŜ ŜǾƛŘŜƴŎŜ ƻŦ ǘƘŜ ƭŜŀǊƴŜǊΩǎ ǇǊƻŦƛŎƛŜƴŎȅΦ !ǎǎŜǎǎƳŜƴǘ ǘƻƻƭǎ such as rubrics ς holistic 

and analytic; performance lists and checklists are well-suited to assessing created products. 

A note on the portfolio as a created product ς the word portfolio comes from the Latin 

words portare which means Ψto carryΩ and foglio which means Ψa sheet of paperΩ. Thus a 

portfolio refers to a collection of work samples ς writing, documents, artworks and artefacts 

which can demonstrate quality of the work of the person. It is common in the art and 

business world to maintain a portfolio to showcase your range of skills and creativity. In the 

classroom, a portfolio can have different functions. It can be used by the learner with the 

teacher to collect and organise samples of work to monitor progress and show individual 

growth. The main purpose of this is to engage the learner in evaluation of their own work 

and for them to identify their own strengths and weaknesses. In this guided process, the 

responsibility for choosing samples of work shifts from the teacher to the learner and this 

forges a partnership between the two in the pursuit of 

ƭŜŀǊƴŜǊΩǎ ǇǊƻƎǊŜǎǎ ƛƴ ƭŜŀǊƴƛƴƎΦ ¢Ƙǳǎ ǘƘŜ ǇƻǊǘŦƻƭƛƻ ǎŜǊǾes 

a formative assessment purpose. If the portfolio is part 

of a school-based assessment that is serving a 

summative purpose, then the portfolio must reflect the 

ƭŜŀǊƴŜǊΩǎ ōŜǎǘ ǿƻǊƪΦ Lǘ ƛǎ ƛƳǇƻǊǘŀƴǘ ŦƻǊ ǘƘŜ ǘŜŀŎƘŜǊ to 

be clear about the purpose of the portfolio in order for 

it to be valid and fair. 
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G. Assessment Tools 

The summaries that follow are simply to identify the different assessment tools. Each will be 

discussed in more detail in the following chapter. 

1. Marking Memoranda (Memos) 

A marking memorandum is an exemplar of a test ς a perfect solution. Marks are allocated to 

ŀƴǎǿŜǊǎ ǇǊƻǾƛŘŜŘ ŀƴŘ ǘƘŜǎŜ ŀǊŜ ŎƻƳǇŀǊŜŘ ǿƛǘƘ ǘƘŜ ƭŜŀǊƴŜǊΩǎ ŀƴǎǿŜǊǎ ǘƻ ŎƻƳǇƛƭŜ ŀƴ ƻǾŜǊŀƭƭ 

score for the assessment. Here is an example of a simple test: 

 

... and its marking memorandum: 
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2. Anecdotal Records 

An anecdotal record is a written record of learner behaviour or performance on an 

assessment task. It may focus on one targeted learner or a group or class of learners 

performing a specific task. An anecdotal record can also be known as an observation record. 

 

3. Rating Scales 

A rating scale is a very simple assessment tool made up of a list of assessment criteria and a 

numbered rating scale for scoring each of these criteria. 
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4. Checklists 

A checklist is an assessment tool 

identifying criteria for assessment  

and two alternative levels of  

achievement of these ς usually:  

¶ can do /  ŎŀƴΩǘ ŘƻΤ  

¶ present /  absent or  

¶ yes /  no. 

 

 

 

 

 

5. Performance Lists 

A performance list is more sophisticated than a checklist because it includes a scale of levels 

with descriptors. However the rating descriptors for a particular level are identical for each 

of the different assessment criteria. 
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6. Rubrics 

Rubrics are detailed assessment tools and because of this, provide the richest feedback.  

A rubric includes specific level descriptors for achievement on each level for each criterion. 

Rubrics can be analytic where each criterion is identified and scored individually. A learner 

assessed using an analytic tool is able to identify their strengths and weaknesses but not 

necessarily know how they have performed on the overall task. Rubrics can be holistic 

where performance on the whole task has been described for each level. A learner assessed 

with this tool knows how well they have done overall, but does not know how they have 

fared on individual components of the task.  

Here are two examples of rubrics ς one analytic and one holistic for the same task. 
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H. Methods of Assessment 

This refers to how the assessment task is structured for completion and assessment. There 

are two components to this: how the task is completed and how the task is assessed. 

 

How the task is completed  

¶ By individual learners ς 
 

If the task is completed by each individual learner then each learner produces their own 

evidence of learning for assessment. There is no collaboration between learners and each 

learner is responsible for their own work. 

 

¶ By a pair of learners ς 
 

If the task is completed by a pair of learners then the responsibilities of the work are shared. 

There is some collaboration required and each learner is responsible for their contribution 

to the completed task as well as the completed work as a whole. Paired learners can provide 

effective peer-to-peer tutoring if carefully monitored by the teacher. 

 

¶ By a group of learners ς 
 

In this case, small groups of three to six learners work on an assessment task. Each group 

member is accountable for his or her own learning and contribution to the group project. 

These groups work effectively when all members cooperate with each other to complete 

the task and learners learn from each other. 

 

How the task is assessed  

¶ By the teacher ς Teacher Assessment ς 
 

The teacher is the traditional assessor in most classrooms but there are a number of 

different ways in which the teacher can act in this role: 

¶ ǘƘŜ ǘŜŀŎƘŜǊ ŀǎǎŜǎǎŜǎ ŜŀŎƘ ƛƴŘƛǾƛŘǳŀƭ ƭŜŀǊƴŜǊΩǎ ǊŜǎǇƻƴǎŜ ǘƻ ǘƘŜ ŀǎǎŜǎǎƳŜƴǘ ǘŀǎƪ ŀƴŘ 
collects their scores; 

¶ the teacher assesǎŜǎ ŜŀŎƘ ƛƴŘƛǾƛŘǳŀƭ ƳŜƳōŜǊΩǎ ŎƻƴǘǊƛōǳǘƛƻƴ ǘƻ ǘƘŜ ǘŀǎƪ ŀƴŘ ŎƻƭƭŜŎǘǎ ǘƘŀǘ 
individual score for each learner; 
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¶ ǘƘŜ ǘŜŀŎƘŜǊ ǎŎƻǊŜǎ ŜŀŎƘ ƛƴŘƛǾƛŘǳŀƭ ƳŜƳōŜǊΩǎ ŎƻƴǘǊƛōǳǘƛƻƴ ǘƻ ǘƘŜ ǘŀǎƪ ŀƴŘ ǘƘŜǎŜ ǎŎƻǊŜǎ 
are added together and the same total is allocated to all members of the pair or group; 

¶ the teacher scores the evidence of the task produced by a pair of learners or a group of 
learners and allocates that same score to each member of the pair or group that 
produced the work; 

¶ the teacher scores the evidence of the task produced by a pair or a group of learners, 
multiplies that total by the number of learners in the group, and gives that total score 
back to the members of the group for negotiation and re-allocation (includes peer 
assessment). 
 

¶ By the individual learner ς Self Assessment ς 
 

Self-assessment gives learners a sense of ownership and responsibility for their learning. 

Self-assessment can take a number of forms: 

¶ the learner assesses their own individual performance on a task. This may be used to 
develop self-assessment skills by comparing it with a teacher assessment of the same 
task; 

¶ the learner assesses their own contribution in a group activity. This can be used to focus 
a learner on their participation in the group, their contributions and collaborative efforts. 
It can also be used to improve self-assessment skills by comparing it with peer 
assessment by the other group members. 
 

¶ By Peers ς Peer Assessment ς 

Peer assessment is used when learners work in pairs or small groups on cooperative tasks. 

Peer-assessment involves each learner in the group scoring their fellow members and can 

take a number of different forms: 

¶ each member of the group scores the whole group and all members receive the average 
score from these; 

¶ ŜŀŎƘ ƳŜƳōŜǊ ǎŎƻǊŜǎ ǘƘŜ ƻǘƘŜǊ ƳŜƳōŜǊǎΩ ŎƻƴǘǊƛōǳǘƛƻƴǎ ǘƻ ǘƘŜ ƎǊƻǳǇ ŀƴŘ ŜŀŎƘ ƳŜƳōŜǊ 
receives the average of these individual scores; 

¶ the teacher scores the completed product or performance and provides feedback to the 
group on the strengths and weaknesses of what they produced. This score is multiplied 
by the number of members in the group and the total score is distributed amongst the 
members of the group. Each learner has to justify their own contribution and negotiate 
their share of the score. 

 

¶ By the Group ς Group Assessment ς 

Group assessment can be used when learners work individually, in pairs or in groups. The 

score for each learner is decided by the group and it can take a number of forms: 
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¶ each learner presents their work to the group and the score is decided on by the group 
either by averaging all the individual scores or by consensus. Hand held score-cards (or 
electronic clicker systems) can simplify the process in the case of the latter; 

¶ each pair or small group of learners presents their work to the class group and the score 
is decided on by the class group either by averaging all the individual scores or by 
consensus. Hand-held score cards (or electronic clicker systems) can simplify the process 
in the case of the latter. 

 

When using pairings or groups of learners in learning and assessment activities it is 

important that there is a particular purpose in this. Working with a partner or in a group 

rather than individually must be justifiable as an optimal practice and should encompass a 

chosen learning target. Pairing and groups can be randomly composed or chosen by the 

learners or chosen by the teacher using criteria such as knowledge-based (mixed), ability 

(same or mixed), or interests (same, complementary or diverse). Again, the choice of group 

composition should be by design to accomplish a particular learning and/or assessment 

goal. 

 

I. Principles of Assessment 

 

1. Fairness 

Assessment must be fair. Most learners have a well-developed sense of fairness. To 

maintain faith in the assessment process, the assessor and the assessment must be seen to 

be fair. Fairness incorporates a number of factors. It must be appropriate for the learners in 

terms of their age, development and experience. It must be unbiased and non-

discriminatory against any learners in terms of their gender, race, culture, religion, 

geographic and socio-economic circumstances. It must be reasonable in terms of the 

evidence to be produced, sufficient time to produce this, support required etc. A fair 

assessment is one which provides all learners an equal opportunity to achieve. The 

assessment strategy must match the methods used in learning and teaching. 

 

2. Transparency 

Assessment must be transparent.  The learner must know before the assessment what 

evidence must be produced, why it is being assessed, and how it will be assessed. In this 

way a learner can take some responsibility for their own learning and can be held 
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accountable for their learning progress. In the same way, the teacher is also accountable for 

the assessment process.  

 

3. Validity 

The most important principle for assessment is validity. If an assessment lacks validity, then 

it is not a successful assessment. A valid assessment is one which actually measures what it 

sets out to measure. For example, does an assessment of laboratory skills actually measure 

these or does it simply measure reading ability and ability to follow instructions. A teacher 

uses their professional judgement to determine whether their assessment is valid or not. 

 

4. Alignment to Curriculum 

Assessment must be aligned to curriculum. In South Africa, curriculum policy is presented in 

the Curriculum and Assessment Policy Statement (CAPS) for each Grade and each Subject. In 

ǘŜǊƳǎ ƻŦ ǘƘƛǎ ǇƻƭƛŎȅΣ ŀǎǎŜǎǎƳŜƴǘ ǎƘƻǳƭŘ ōŜ άŀƴ ƛƴǘŜƎǊŀƭ ǇŀǊǘ ƻŦ Řŀƛƭȅ ƭŜŀǊƴƛƴƎ ŀƴŘ ǘŜŀŎƘƛƴƎέ ς 

άŀ Ŏƻƴǘƛƴǳƻǳǎ ŀƴŘ ǇƭŀƴƴŜŘ ǇǊƻŎŜǎǎέ Χ άŎƻƳǇƭŜƳŜƴǘƛƴƎ ƭŜŀǊƴƛƴƎ ŀŎǘƛǾƛǘƛŜǎέΦ {ǇŜŎƛŦƛŎ ŘŜǘŀƛƭǎ 

of requirements in each Grade and Subject are available in the appropriate CAPS document. 

 

5. Alignment to Teaching Practice 

Assessment must be aligned to teaching practice. As assessment should be embedded in 

classroom practice, so methods of assessment should correlate with methods of teaching 

and learning. This is to ensure other principles such as fairness, transparency and validity. 

Assessment results can redirect and adapt teaching practice to best reach learning targets. 

 

6. Alignment to Learning Targets 

Assessment must be aligned to learning targets.  In fact, identifying learning targets is the 

starting point of assessment strategy design. Assessment must measure achievement of the 

identified learning targets.  

 

7. Authenticity 

!ǳǘƘŜƴǘƛŎ ƳŜŀƴǎ ΨǊŜŀƭΩΦ !ƴ ŀǳǘƘŜƴǘƛŎ ŀǎǎŜǎǎment provides opportunities for learners to use 

information and skills in realistic situations. It engages learners in tasks that simulate life 
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experiences. An assessment should be authentic in both the evidence which is produced 

and the level of performance achieved. Authenticity provides relevance for learners and 

creates interest and motivation. 

 

8. Engagement 

Assessment needs to be engaging. Learners who are engaged in the assessment, see the 

relevance of what they are doing and the value in it. This principle goes hand-in-hand with 

authenticity and keeps learner interest up and motivates learners to succeed. 

 

9. Practicality 

A high-quality assessment must be practical. The information obtained from the assessment 

must be worth the resources and the time required to obtain it. Factors to weigh up when 

designing the assessment are: teacher familiarity with the assessment methods, techniques 

and tools; time for learners to complete the assessment; the complexity of administering 

the assessment; the ease of scoring and the ease of interpretation of the results. 

 

10. Variety 

Assessment strategies should be varied: formal and informal; in timing (pre-learning, mid-

learning and post-learning); different purposes (baseline, formative ς diagnostic, 

developmental, consolidative, summative); different methods (teacher-assessment, self-

assessment, peer-assessment, group-assessment); techniques (tests and examinations, 

observations and dialogue, performance tasks and created products); and tools (marking 

memoranda, anecdotal records, checklists, rating scales, performance lists and rubrics ς 

holistic and analytic). Variety in assessment strategies results in more reliable overall 

assessment. 

 

11. Reliability 

A reliable assessment is one which will yield the same results when repeated under the 

same circumstances. Reliability is concerned with consistency, stability and dependability of 

scores. There is always a degree of error in any assessment ς if there is little error, reliability 

is high but much error results in low reliability. A reliable assessment shows consistency 

across assessors, over time, or different versions of the same assessment. Reliability is thus 

only evident over time and with repeated assessments.  
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J. Putting it all together in a Plan 

These vital decisions made during the design process can be recorded in a Teacher 

Assessment Task Plan. Such a plan can serve as lesson preparation and can be shared with 

other teachers who could use the same assessment tasks with their learners. 

Here is an example of a Teacher Assessment Task Plan. 
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CHAPTER 2 
More About Assessment Tools 

 
 

Different assessment tools are best suited to different learning targets. 

 

Learning Target 

 

Assessment Tool 

Knowledge & Simple Understanding  

Learning Targets 

Å selected-response or constructed-response test with 

marking memorandum  

Å constructed-response test with analytic rubric 

Reasoning & Deep Understanding  

Learning Targets 

Å constructed-response test with marking memorandum 

Å constructed-response test with analytic rubric 

Å anecdotal record from dialogue 

Skill Learning Targets Å analytic rubric 

Å performance list 

Å rating scale 

Å checklist 

Å anecdotal record from observation 

Product Learning Targets Å analytic or holistic rubric 

Å performance list 

Å rating scale 

Å checklist 

Dispositional Learning Targets Å rating scale 

Å performance list 

Å checklist 

Å analytic rubric 
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A. Tests & Memos 
 
A test is a formal assessment usually performed by a learner as a pen and paper activity 

although it may be administered orally or via new technology clicker systems. It is usually 

used in conjunction with a marking memorandum as the assessment tool. 

Tests can be of two types: selected-response or constructed-response. 
 
Here is an example of a simple, selected-response test; 

 

ΧŀƴŘ ƛǘs corresponding memo. 
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Here is an example of a constructed-response test and memo. 
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All tests and memoranda need to be carefully designed and structured to cover all aspects 

of the topic being tested, appropriate to their importance and graded levels of performance 

achievable. 

A marking memorandum is an exemplar of a test ς a perfect solution. Marks are allocated to 
ŀƴǎǿŜǊǎ ǇǊƻǾƛŘŜŘ ŀƴŘ ǘƘŜǎŜ ŀǊŜ ŎƻƳǇŀǊŜŘ ǿƛǘƘ ǘƘŜ ƭŜŀǊƴŜǊΩǎ ŀƴǎǿŜǊǎ ǘƻ ŎƻƳǇƛƭŜ ŀƴ ƻǾŜǊŀƭƭ 
score for the assessment.  
 

In the planning and design of a test and marking memorandum, a Test Blueprint can be 

used.  

A Test Blueprint is a weighting grid for test construction and analysis. It ensures that topic 

areas and test objectives are weighted according to their importance. It takes class time on 

topic into consideration and balances levels of question difficulty to create a balanced and 

effective test. 

 Here is an example of a test blueprint: 

 Low Difficulty 
Level 

Medium Difficulty 
Level 

High Difficulty 
Level 

TOTAL  

Content Area 1 
 

   25% 

Content Area 2 
 

   25% 

Content Area 3 
 

   25% 

Content Area 4 
 

   25% 

TOTAL % 35% 50% 15% GRAND TOTAL = 
100% 

 

Low Difficulty Level = Remembering & Comprehending 

Retrieving, recognising  and recalling relevant knowledge and constructing meaning from 

information through classifying, inferring, summarising,  interpreting  and explaining.  

Medium Difficulty Level = Applying & Analysing 

Implementing a procedure or process to a question and breaking material into constituent 

parts, determining how the parts relate to one another and to an overall structure or 

purpose through differentiating, organizing, and attributing.  

High Difficulty Level = Evaluating & Creating 

Making judgments based on criteria and standards through checking and critiquing and 

putting elements together to form a coherent or functional whole; reorganizing elements 

into a new pattern or structure through generating, planning, or producing.  
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An effective teacher will be continuously evaluating their own teaching as well as their 

ƭŜŀǊƴŜǊǎΩ ƭŜŀǊƴƛƴƎΦ tŀǊǘ ƻŦ ŀǎǎŜǎǎƛƴƎ ƻƴŜΩǎ ǘŜŀŎƘƛƴƎ ƛǎ ŀǎǎŜǎǎƛƴƎ ƻƴŜΩǎ ŀǎǎŜǎǎƳŜƴǘ ǎǘǊŀǘŜƎƛŜǎΥ 

the decisions made, the techniques chosen and the assessment tools created.  

The following is a meta-tool (assessment tool to assess an assessment tool). It can be used 
to evaluate a created assessment test and memo in order to constantly develop, improve 
and enhance teaching practice. 

 

TEST & MEMO EVALUATION CHECKLIST 

 

My created TEST & MEMO: 

1. Χ ǎƘƻǿǎ ǿƘŀǘ Ƴȅ ƭearner knows?        Ã 

2. Χ ǎƘƻǿǎ ǿƘŀǘ L ǘŀǳƎƘǘΚ         Ã 

оΦ Χ ƛǎ ŜŦŦŜŎǘƛvely timed in relation to learning and teaching?    Ã 

4. Χ ǳǎŜǎ ŀǇǇǊƻǇǊƛŀǘŜ ǉǳŜǎǘƛƻƴ ŦƻǊƳŀǘǎΚ       Ã 

5.  Χ ǳǎŜǎ ŎƭŜŀǊΣ ǳƴŘŜǊǎǘŀƴŘŀōƭŜ ŀƴŘ ŜȄǇƭŀƴŀǘƻǊȅ ƭŀƴƎǳŀƎŜΚ    Ã 

6. Χ ƛǎ ŦŀƛǊƭȅ weighted to reflect importance of different content components?  Ã  

7. Χ ƛǎ ŎŀǊŜŦǳƭƭȅ ǿŜƛƎƘǘŜŘ ǘƻ ǊŜŦƭŜŎǘ ŘƛŦŦŜǊŜƴǘ ƭŜǾŜƭǎ ƻŦ ŘƛŦŦƛŎǳƭǘȅΚ    Ã 

8.  Χ ŀƭƭƻǿǎ ǎǳŦŦƛŎƛŜƴǘ ǘƛƳŜ ŦƻǊ ŎƻƳǇƭŜǘƛƻƴΚ       Ã 

9. Χ ǘŜǎǘǎ ǾŀƭǳŀōƭŜ ƪƴƻǿƭŜŘƎŜ ƻǊ ǎƪƛƭƭǎ ƴŜŜŘŜŘ ŦƻǊ ŦǳǘǳǊŜ learning?    Ã 

10. Χ ǘŜǎǘǎ ǾŀƭǳŀōƭŜ ƪƴƻǿƭŜŘƎŜ ƻǊ ǎƪƛƭƭǎ ƴŜŜŘŜŘ ŦƻǊ ƭƛŦŜ-long learning?   Ã 

 


