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On-going assessment of student learning is an essential
aspect of effective teaching. Teachers can use a variety of assess-
ment methods to diagnose students’ strengths and needs, plan
and adjust instruction, and provide feedback to students and
parents regarding progress and achievement. We take the posi-
tion that the primary purpose of classroom assessment is to in-
form teaching and improve learning, not to sort and select stu-
dents or to justify a grade.

While the choice of particular assessment methods should
vary according to the purpose of the assessment, the content of
the curriculum, and the age levels of students, we discuss a set of
common principles that underlies effective classroom assessment.
We also consider the strengths and limitations of a variety of per-
formance-based classroom assessment approaches and methods
and present a series of vignettes to illustrate these methods of
action. Finally, we offer a set of guiding questions and a frame-
work for planning performance-based classroom assessments to
improve teaching and learning.

Principles of Effective Classroom Assessment

A wide variety of methods is available to teachers for
assessing student learning (Airasian, 1991; Cross & Angelo, 1988;
Ferrara & McTighe, 1992). Regardless of the particular methods
employed, effective classroom assessment is guided by three



fundamental principles. Classroom assessment
should (1) promote learning, (2) use multiple
sources of information, and (3) provide, fair, valid,
and reliable information.

The first principle is based upon the premise
that the primary purpose of classroom assessment
is to inform teaching and improve learning
(Mitchell & Neill, 1992). This premise suggests
assessment be viewed as an on-going process in-
stead of a single event at the conclusion of instruc-
tion. Rather than waiting until the end of a unit of
study or course to assess students, effective teach-
ers employ formative assessments at the beginning
of instruction to determine students’ prior know-
ledge. They assess regularly throughout the unit or
course of study to obtain information to help them
adjust their teaching based on the learning needs of
students. They recognize that assessment results
can inform them about the effectiveness of their
teaching as well as the degree of student learning,

When using performance-based assessments,
teachers can make their evaluative criteria explicit
in advance to serve as a focus for both instruction
and evaluation. Effective teachers help their stu-
dents understand that criteria describe the desired
clements of quality. They provide regular feedback
to students based on the identified criteria, and
allow students to revise their work based upon this
teedback. They also involve students in peer- and
self-evaluation using the criteria in order to engage
students more actively in improving their perfor-
mance.

Assessment for learning recognizes the mu-
tually-supportive relationship between instruction
and assessment. Like a mobius strip where one
side appears to seamlessly blend into the other,

classroom assessment should reflect and promote
good instruction. For example, teachers following
a process approach to teaching writing would

*allowtheir students to develop drafts, receive feed-

back, and make revisions as part of the assessment.
Likewise, if we teach science through a hands-on,
experimental approach, our assessment should
include hands-on investigations.

A second principle of sound classroom
assessment calls for a synthesis of information
from several sources. The importance of using
multiple sources of information when assessing
learning in the classroom may be illustrated
through a photographic analogy. A single assess-
ment, such as a written test, is like a snapshot in
that it provides a picture of student learning.
While a snapshot is informative, it is generally
incomplete since it portrays an individual at a
single moment in time within a particular context.
Itis inappropriate to use a one-time snapshot of
student performance as the sole basis for drawing
conclusions about how well a student has achieved
desired learning outcomes. The classroom context
offers a distinct advantage over large-scale assess-
ments in that it allows teachers to take frequent
samplings of student learning using an array of
methods. To continue the photographic analogy,
classroom assessment enables us to construct a
“photo album” containing a variety of pictures
taken at different times with different lenses, back-
grounds, and compositions. The photo album re-
veals a richer and more complete picture of each
student than any single snapshot can provide.
Applying the principle of multiple sources is es-
pecially important when the assessment informa-
tion is used as a basis for important summative
decisions, such as assigning report card grades or
determining promotion.

A third principle of classroom assessment
concerns validity, reliability, and fairess. Valid-
ity has to do with whether an assessment measures
what it was intended to measure. For example, if a
media specialist seeks to assess the capabilities of
her students to conduct research using primary

--and secondary sources, she should observe their

use of these sources directly as they work on their
research projects. For this learning outcome, a
paper-and-pencil test of student knowledge of



library references would be an indirect and less
valid assessment since it does not reveal the ability
to actually use the references purposefully.

Reliability refers to the dependability and con- -

sistency of assessment results. If the same assess-
ment yielded markedly different results with the
same students (without intervening variables such
as extra instruction or practice time), one would
question its reliability. Performance assessments
present an additional challenge since they call for
judgment-based evaluation of student products
and performances. A truly reliable evaluation
would result in equivalent ratings by the same
rater on different occasions. For instance, an obser-
vation checklist can be used reliably as long as
teachers are careful to ensure that their ratings
would not differ substantially from occasion to
occasion (e.g., Monday morning versus Friday
afternoon). When teachers are involved in school-
or district-level evaluations based on a set of cri-
teria used throughout the school or district, inter-
rater reliability must also be considered. In this
case, scores on a writing assessment would be con-
sidered reliable if different raters assign similar
scores to the same essays.

Fairness in classroom assessment refers to
giving all students an equal chance to show what
they know and can do. Fairness is compromised
when teachers assess something that hasn’t been
taught or use assessment methods that are incon-
gruent with instruction (e.g., asking for recall of
facts when the emphasis has been on reasoning
and problem solving). The faimness of teacher
judgments is also challenged by the “halo” and
“pitchfork” effect, where expectations based on a
student’s past attitude, behavior, or previous per-
formance influence the evaluation of his or her
current performance.

Subtle, unintended racial, ethnic, religious, or
gendet biases also present roadblocks to the fair
assessment of students. Such biases may nega-
tively influence students’ attitudes toward, and
performances on, classroom assessments. For
example, the junior high mathematics teacher who
routinely uses sports statistics as a main sourcefor
problem-solving tasks could “turn off” those stu-
dents who are not sports fans. Likewise, insensi-

tivity to diverse religious beliefs (e.g., choosing
reading passages involving only Christian holi-
days), gender/radal images (e.g., depicting all
doctors as white males), or socio-economic status
(e.g., assuming that all kids have access to a tele-
phone or home computer) may result in unfair
evaluation of individuals or groups. Teachers must
be on guard so that biases do not influence their
evaluations of a student’s performance.

Given these three general principles, we now
consider a set of fundamental questions related to
planning classroom assessments.

Key Questions in Planning

Classroom Assessments

Just as teachers have numerous instructional
techniques and strategies from which to choose, a
variety of methods are available for assessing
learning. The selection of particular assessment
methods should be determined in response to sev-
eral key questions. These questions are incorpor-
ated in the chart, “Classroom Assessment Plan-
ning: Key Questions” (Figure 1).

The first question concerns learning out-
comes, or the intended results of our teaching:
What do we want students to understand and be able to
do? Learning outcomes typically fall into three
categories: (1) declarative knowledge — what we
want students to understand (facts, concepts, prin-
ciples, generalizations); (2) procedural knowledge —
what we want students to be able to do (skills,
processes, strategies); and (3) attitudes, values, or
habits of mind — how we would like students to be
disposed to act (e.g., appreciate the arts, treat
people with respect, avoid impulsive behavior).
The choice of specific assessment methods should
be determined in large part by the nature of the
learning outcomes being assessed (Marzano,
Pickering, & McTighe, 1993). For example, if we
want students to demonstrate the capacity to write
an effective persuasive essay, then our assessment
should involve gathering samples of persuasive
writing and evaluating them against specified cri-
teria. In this case, a multiple-choice test would be
ill-suited to measure the intended outcome. Like-
wise, if we wish to develop students’ ability to
work cooperatively on a research project, then we
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would assess group processes and products as well
as individual performance.

In addition to considering outcomes, we need .

to raise questions related to the purpose(s) and
audience(s) for classroom assessments: Why are we
assessing? How will the assessment information be
used? For whom are the assessment results intended?
The purpose(s) and audience(s) for assessments
influence not only the methods selected, but the
ways in which the classroom assessment results are
communicated. For example, if we wish to provide
parents of a primary-grade student with an interim
report of progress in language arts, we might
arrange a conference to describe the child’s reading
skills in terms of a developmental profile and re-
view a work folder containing samples of her
writing. :

The Framework of Assessment

Approaches and Methods

Given identified outcomes, purposes, and
audiences, how might we assess student learning in
our classrooms? The “Framework of Assessment
Approaches and Methods” (see Figure 2) offers a
systematic guide to the purposeful selection of
assessment methods.

Each of the five columns in the Framework
identifies an assessment approach and contains
examples of specific assessment methods corre-
sponding to that approach. Given the focus of this
article on performance-based assessment,. we'll
skip the first column (selected-response formats)
and concentrate on the approaches in the second
through fifth columns of the Framework. We'll
describe each general approach, examine the
strengths and limitations of each, and provide
vignettes of teachers using particular assessment
methods in their classrooms.

Performance-Based Assessment

By performance-based assessment, we are refer-
ring to assessment activities that directly assess
students’ understanding and proficiency. These
assessments allow students to construct a response,
create a product, or perform a demonstration to
show what they understand and can do. Since

they call for students to apply knowledge and
skills rather than simply to recall and recognize,
performance-based assessments are more likely to

reveal student understanding. They are well suited

to assessing application of content-specific know-
ledge, integration of knowledge across subject
areas, and lifelong learning competencies such as
effective decision making, communication and
cooperation (Shepard, 1989).

Constructed—Resgonse Formats

Unlike selected-response items that call for a
selection from given alternatives, constructed-
response assessment tasks ask students to generate
brief responses to open-ended questions, problems,
or prompts. Short written answers and visual
representations (e.g., concept map, flow chart,
graph) are examples of widely-used constructed-
response assessment methods. While constructed-
response tasks may seek a correct or acceptable re-
sponse (e.g., fill-in-the-blank), they are more likely
to yield a range of responses. Thus, the evaluation
of student responses requires judgment, guided by
criteria. This approach may be used for assessing
declarative knowledge and procedural proficiency.
In addition, constructed-responses can provide in-
sight into understanding and reasoning when stu-
dents are requested to show their work and explain
or defend their answers in writing.

Constructed-responses offer several advan-
tages as classroom assessments. They require less
time to administer than other types of perfor-
mance-based assessments. Since they elicit short
responses, a variety of constructed-response tasks
may be used to assess multiple outcomes. Evalua-
tion of student responses is straightforward,
guided by criteria or model responses.

Constructed-responses are limited in their
ability to adequately assess attitudes, values, or
habits of mind. In addition, as with any open-
ended assessment, judgment-based evaluation
takes time, and introduces potential problems of
scoring reliability and fairness. For summative
assessments, constructed-response tasks should not
be regularly reused in order to avoid memorized
responses to known questions and tasks.
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Classroom examples:

A middle school science teacher involves her
students in an investigation of the absorbency
rates of different brands of paper towels. Follow-

. ing the investigation, they record results of their
data collection on a chart and state their conclu-
sions in writing. Students are evaluated on the
effectiveness of their charts in communicating
results and of the accuracy of their written con-
clusions.

A fifth grade mathematics teacher asks her stu-
dents to show their work as they attempt to solve
multi-step word problems. In addition to examin-
ing their solutions, she looks at their work for evi-
dence of appropriate use of algorithms and prob-
lem-solving strategies. She provides feedback
through brief written comments.

Product Assessments

Student products provide tangible indicators
of the application of knowledge and skills. Many
educators believe that product assessment is es-
pecially “authentic” because it closely resembles
the real work outside of school. Teachers may
evaluate written products (e.g., essays, research
papers, laboratory reports), visual products (e.g., 2-
and 3-dimensional model, displays, videotapes),
aural products (e.g., an audiotape of an oral pre-
sentation), and other types of products to deter-
mine degrees of proficiency or levels of quality.

One application of product assessment occurs
when representative samples of student work are
systematically collected over time in portfolios.

; o
] I
Portfolio N I
Assessment Sl
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Portfolios allow teachers, students, parents, and
others to observe development and growth in

--learning. Portfolio assessment has been widely

used over the years in the visual arts, architecture,
and certain technical areas. Currently, educators
are witnessing a growing use of portfolios to docu-
ment learning in other subject areas, especially the
language arts.

The use of products and portfolios is appeal-
ing because of their instructional relevance. When
students are given opportunities to produce au-
thentic products, they often become more engaged
in, and committed to, their learning. Unlike stan-
dardized assessments which strive for uniformity,
product assessment often presents students with
opportunities to express their individuality. Pro-
duct assessment highlights what students can do,
while revealing what they need to learn or im-
prove. The criteria used to evaluate products,
when made public, make the elements of quality
known to students, and serve as a guide for stu-
dent peer- and self-evaluation. Previously-de-
veloped products can serve an instructional
purpose when they are presented as models of
excellence for students (Wiggins, 1992).

Despite their benefits, product assessments
have their drawbacks. Criteria for judging the
products must be identified, and product evalua-
tion can be a time-consuming process. In addition,
teachers must be careful when evaluating student
products that their judgments aren’t unduly
influenced by extraneous variables, such as neat-
ness or spelling. Practicality must also be con-
sidered. The time required to develop quality
products may compete with other instructional
priorities. Product assessments require resources,
including funds for materials and space for display
and storage.

la X

Students develop a computer program for an
advanced high school computer class. Their

.. teacher evaluates students’ programming know-
ledge and skills by examining the program’s
written code for accuracy and efficiency. In
addition, students must run the program to
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demonstrate that it performs the specified func-
tions. Unsuccessful programs must be "de-
bugged” until they satisfactorily fulfill the
requirements.

A second grade teacher collects bi-weekly exam-
ples of representative student work in a language -
arts portfolio. The collected student samples are
reviewed with parents during mid-year confer-
ences. The portfolio provides parents with tan-
gible illustrations of their child’s literacy develop-
ment. The teacher uses the actual products, along
with a developmental scale of reading and writing
Sfor the primary grades, to discuss the student’s
strengths and point oul areas needing special
attention.

Fifth grade art students create a landscape using
tempera paints. Using a skills checklist, their art
teacher assesses their paintings to determine their
proficiency in using the medium. He also assesses
their understanding of the use of compositional
elements for creating an illusion of depth. Indi-
vidual student conferences are arranged to provide
Sfeedback.

A nuddle school science teacher revicws her stu-
dents’ laboratory reports to determine their effec-
tiveness in applying the experimental procedures
and the accuracy of their data collection. Her
written comments in the margins point out errors
and offer specific suggestions for improvement.
The reports are returned, discussed, and filed in
the students’ science folders for future reference.

Performance Assessments

Using performance assessments, teachers are
able to directly observe the application of desired
skills and knowledge. Performance assessments
can be amonrg the most authentic types of student
assessments since they can replicate the kinds of -
actual performances occurring in the world outside
of school. Performances have been widely used to
assess learning in certain disciplines, such as vocal
and instrumental music, physical education,
speech, and theater, where performance is the
natural focus of instruction. However, teachers in
other subjects can routinely include performances,

such as oral presentations, demonstrations, and
debates, as part of a broad array of assessment

] methods.r

The evaluation of performances becomes
instructionally valuable when students apply the
scoring tools for peer and self-evaluation. Such
involvement helps students to internalize the ele-
ments of quality embedded in the criteria. Many
teachers have observed that students are motivated
to put forth greater effort when they perform be-
fore “real” audiences of other students, staff, par-
ents, or expert judges. In addition to the influence
on students, schools often benefit from positive
public relations when students perform for the
community.

Despite their positive features, performance
assessments can be time- and labor-intensive for
students and teachers. Time must be allocated for
rehearsal as well as for the actual performances.
The evaluation of performances is particularly
susceptible to evaluator biases, making fair, valia
and reliable assessment a challenge.

Classroom examples:

Students in the school orchestra participate in a
“dress rehearsal” two weeks before the public per-
formance. The music teacher works with the stu-
dents to evaluate their performance during the
rehearsal and identify areas of weakness. During
the ensuing practices, the orchestra members
concentrate on making improvements in these
areas prior to the actual performance before a live
audience.

A high school social studies teacher sets up an in-
class debate as a culminating activity for a con-
temporary issues unit. Students work as part of a
teamn to debate the issue of gun control. The



teacher will rate students’ performances in the
debates on several dimensions including their
understanding of the Bill of Rights, persuasive-
ness of their arguments, use of supporting factual
information, effectiveness in countering rebuttals,
and observance of rules of debating.

An elementary physical education teacher uses a
skills checklist during the unit on introductory
gymnastics to assess students” proficiency. Each
student receives a copy of the checklist and works
with a partner to try to successfully perform the
identified skills. The:completed checklists are used
as one component of the culminating grade for the
unit.

A high school speech teacher works with a home
economics teacher in preparing students to make
oral presentations to communicate the results of a
nutrition research project. Using a rating scale,
the home economics teacher evaluates the students
on accuracy and completeness of their knowledge
of the “food pyramid.” The speech teacher uses a
scoring rubric for delivery of an informative
speech to evaluate the oral presentations.

Process-focused Assessments

Process-focused assessments provide infor-
mation on students’ learning strategies and think-
ing processes. Rather than focus on tangible re-
sponses, products, and performances, this ap-
proach seeks to gain insights into the underlying
cogrutive processes used by students. A variety of
process-focused assessments are routinely used as
a natural part of teaching. For example, teachers
may elicit students’ thinking processes using oral
questions such as, “How are these two things alike
and different?” or by asking students to “think out
loud” as they solve a problem or make a decision.
Teachers may ask students to document their
thinking over time by keeping a learning log.
Finally, teachers can learn about students’ thinking
processes by observing students as they function in
the classroom. This “kid watching” method is es-
pecially well suited to assessing the development
of attitudes or habits of mind, such as persistence.

12

il

Process-focused assessments are formative in
that they provide diagnostic information to teach-
ers and feedback to students. They also develop
students’ metacognition by heightening their
awareness of cognitive processes and worthwhile
strategies. Process-focused assessment methods
are typically used over time, rather than on single
occasions. Thus, they are rarely used in standard-
ized, high stakes evaluations of students.

Classroom exa mples:

A high school literature teacher regularly poses
oral questions to assess students’ interpretation of
a text. Their responses sometimes reveal misun-
derstandings that need clarification by the teacher.

A kindergarten teacher interviews each of her
children in the beginning of the year. This infor-
mal assessment provides useful information about
cognitive and linguistic development, social skills,
and areas of personal interest.

A muddle school social studies teacher carefully
observes students to assess their cooperative skills
as they work on a social studies project in learning
groups. He also selects students to serve as pro-
cess observers, giving them a checklist of observ-
able indicators of cooperative skills. The teacher
and student observers periodically provide feed-
back to the class on the effectiveness of their inter-
actions in cooperative groups.



A high school mathematics teacher asks students
to describe their reasoning processes by thinking

of criteria that describe the characteristics for each
score point. Rubrics are frequently accompanied

out loud duting the solution of “open-ended” - - - *--by-examples of student products or performances

problems. By listening to students as they articu-
late their thoughts, the teacher can identify falla-
cious reasoning and the appropriateness of strat-
egy use so as to provide needed assistance.

Evaluation and Communication Methods

In addition to making choices about class-
room assessment methods, teachers should con-
sider options for evaluating student work and for
communicating assessment results. As before, the
selection of evaluation and communication .
methods is guided by a consideration of the key
questions presented in the “Evaluation and Com-
munication Methods” chart (see Figure 3).

Evaluation Methods

How will we evaluate student knowledge and
proficiency? The selection of evaluation methods
should be determined largely by the assessment
approach and the nature of the student responses
to the assessment item or task. Performance-based
assessments result in a wider range of responses,
products, or performances that reflect different
strategies, varying degrees of quality, and different
levels of proficiency. We rely on judgment-based
methods to evaluate responses to these open-ended
assessments. Five primary types of evaluation
methods are used in conjunction with perfor-
mance-based assessments: scoring rubrics, task-
specific scoring guides, rating scales, checklists,
and written and oral comments.

Since performance-based assessments gen-
erally do not yield a single correct answer or solu-
tion method but allow for a wide range of re-
sponses, evaluations of student products or per-
formances are based upon judgment. The evalua-
tive judgments are guided by criteria which define
the desired elements of quality. One widely-used
scoring tool is a rubric, a generic scoring tool used
to evaluate the quality of products and perfor-
mances in a given outcome areca. Rubrics consist of
a fixed measurement scale (e.g., 4-point) and a list

to illustrate each of the points on the scale. These
examples are called anchors.

Scoring rubrics can be holistic (intended to
provide an overall impression of the elements of
quality and levels of performance in a student’s
work), analytic (designed to indicate the level of
performance of a student’s work on two or more
separate elements of quality), or primary trait
(global in nature like holistic rubrics but focused on
a specific feature, such as language usage).

In contrast to generic rubrics, task-specific
scoring guides are designed for use with a specific
assessment activity (e.g., an open-ended question
about a particular reading assignment or concept
from a class discussion). While they also contain a
fixed scale and descriptive criteria, task-specific
guides cannot be used to evaluate responses to
different performance tasks (Goldberg, 1993).

Both rubrics and task-specific guides are most
effectively used for evaluation or instruction when
they are accompanied by examples of responses for
each score point. These examples or anchors pro-
vide tangible illustrations of the various points on
the scale. Perhaps the greatest advantage of ru-
brics and task-specific guides lies in their capacity
to clearly. communicate elements of quality to stu-
dents and evaluators. The clarity provided by cri-
teria and anchors assists raters in reliably evaluat-
ing student responses, products, or performances.
The criteria also provide targets toward which'
teachers can teach and students can aim. When
students internalize the criteria contained in ru-
brics or guides, they are better equipped to engage
in self-evaluation and revision of their own work.

These evaluation methods require time to
collect or develop rubrics and task-specific guides,
to identify representative anchors, to develop pro-
ficiency in applying them reliably, and to use them

. -for.evaluating student products and performances.

Nonetheless, some schools and districts have
recognized the significant professional develop-
ment benefits of providing opportunities for



1

Figure 3

EvarLuaTion anD COMMUNICATION MEeTHODS

Evaluation E : Communication/
valuation Roles
Methods Feedback Methods
ow will we evaluate shldent - Who will be involved in waluahng shi-
: owledge tmd proﬁaency? dent responses, products or perfonnanccs?

Selected-Response Items:

Q answer key
Q scoring template
Q machine scoring

Performance-Based
Assessments;

Q generic rubric
Q task-specific guide
Q rating scale

¢ bi-polar

* hierarchical

Q checklist

Q written/oral comments

ludgment-Based Evaluation by;

Q teacher{s)/instructor(s)
Q peers

Q expert judges (external
raters)

Q student (self-evaluation)

Q parents/community members

Q other:

Q numerical score
¢ percentage scores
¢ point totals

Q letter grade

Q developmental/proficiency
scale

* generic rubric

* task-specific guide

* rating scale '
narrative report (written)

checklist

written comments

0O O O O

verbal report/conference

from McTigbe and Ferrana (in press) © 1994 Natlonal Education Association

41



teachers to work together on scoring student pro-
ducts and performances and identifying anchors.

I addition to generic rubrics and task-speci-
fic guides, responses to open-ended questions and
tasks may be evaluated using rating scales and
checklists. While these scoring tools are easy to
use, they generally do not provide the detailed,
explicit criteria found in rubrics and guides.

Written and oral comments can also be used
to evaluate student work because they enable
teachers to clearly and directly communicate with
their students about elements of quality, expected
standards of performance, areas of strengths, and
needed improvements. Although they are time-
consuming, these methods allow teachers to pro-
vide specific evaluative feedback to students. The
effectiveness of personal comments may be dimin-
ished if teachers provide only negative feedback
(identifying errors or problems), make non-specific
positive comments that do not acknowledge par-
ticular aspects of student effort and work, or make
comments that do not address all important ele-
ments of quality.

Roles in Classroom Assessment

Who will be involved in evaluating student re-
sponses, products, or performances? As always, this
guiding question should be answered with assess-
ment outcomes, purposes, audiences, and methods
inmind. The question also reminds us of the
opportunity to involve others in the evaluation
process. When students are engaged in applying
criteria for self- and peer-evaluation, they begin to
internalize elements of quality and performance
standards in ways that can lead to improvements
in the quality of their work and learning. Teachers

may also involve other staff members, parents, or
community experts in the evaluation of student
products (e.g., science fair projects) and perfor-
mances (e.g., public speaking exhibitions).

Communication Methods

How will we communicate assessment results? A
variety of methods can be used to communicate
assessment results, including numerical scores,
letter grades, developmental/proficiency scales,
checklists, verbal and written comments/reports,
and conferences. The choice of communication
methods should be determined by assessment
purposes and methods, evaluation methods, feasi-
bility considerations (e.g., time required), and es-
pecially the audience for the assessment.

Conclusion

Assessment is an essential component of the
teaching-learning process. Without effective class-
room assessment, it is impossible for us to know
whether our students are “hitting the target” —
that is, learning what is important for them to
learn. However, the significance of classroom
assessment extends beyond the role of measuring
learning. What we assess, how we assess and eval-
uate, and how we communicate results sends a
clear message to students about what is worth
learning, how it should be learned, what elements
of quality are most important, and how well we
expect them to perform. By considering the key
questions and principles presented here, teachers
will be better equipped to develop and use per-
formance-based classroom assessments that pro-
vide fair, valid, and reliable information that will
inform teaching and promote learning.
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