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Abstract

Analytic rubrics are promoted as important tools to assess learner performance and to improve
learning outcomes. Rubrics, however, are not appropriate for every classroom assessment,
particularly given the time and effort required to construct well-designed rubrics. In classroom
assessment, instructors must balance the beneficial consequences of the assessment with the
practicality to construct and implement the assessment in a timely manner. Informed by theory and
empirical studies, this article reviews various assessment tools and practices that benefit learning.
After a critique of analytic rubrics, it describes the strengths and weaknesses of three more
practical tools for classroom assessment.: checklists, scaled checklists, and detailed grading lists.
Since the use of a more practical assessment tool might risk lowering the beneficial consequences
of the assessment, the article then reviews three strategies which have been found to boost learning
outcomes. discussing exemplars, providing effective feedback, and encouraging reflection. These
assessment practices can be used in combination and with any assessment tool. The final section
compares the tools for classroom assessment and summarizes how beneficial assessment practice
can supplement the assessment tool, resulting in a balanced classroom assessment.

Keywords: grading, scoring, assessment tools, practicality, washback, feedback

Classroom assessment can be challenging, particularly because instructors often have to balance
the competing ideals of having highly valid and beneficial assessments with reliable and practical
assessment practice. Instructors often employ constructed response questions, where learners
respond to assessment prompts, ranging from short responses (e.g., phrases, sentences) to long ones
(e.g., paragraphs, essays, projects, portfolios) for classroom assessment (Hogan, 2013), and
instructors typically use some type of assessment tool (e.g., answer keys or rubrics) to guide the
assessment process. Each assessment tool should be well-matched for that assessment’s purpose
and task type (Brown, 2012). For instance, an analytic rubric is often a good fit for a longer
performance-based task with a broad focus (e.g., general speaking ability). When the assessment
task is more formative or narrowly focused, the assessment tool can be simpler. Regardless of the
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assessment tool, assessment practice which engages the learner in the assessment process is likely
to be more beneficial for learning.

The ultimate objective of classroom assessment is to benefit the learning outcomes (Green, 2020).
Well-designed classroom assessments can benefit learning by influencing what happens
both before and after the assessment. A classroom assessment should give clear information about
the expectations of assessment, the success criteria, so learners can use that information to prepare
for the assessment (Andrade, 2013). For example, when a learner knows a vocabulary quiz is
scheduled, they often study those vocabulary words beforehand, boosting both learning and their
performance. Likewise, sharing the success criteria for essay and project assessments can help
learners improve their work before submission. Thus, good assessment practice requires that the
assessment tool is given to the learners before the assessment so they will be more likely to submit
work that meets the stated expectations (Ambrose et al., 2010). Additionally, from a learning-
oriented assessment perspective, teachers should help learners understand the success criteria
(Turner & Purpura, 2016). After the assessment, the results give feedback to the learner about their
strengths and weaknesses. In other words, the assessment process helps learners recognize the gap
(or lack thereof) between their performance and the learning objectives which can be used to inform
subsequent learning. In summary, assessment practice can increase the beneficial consequences of
the assessment (Andrade, 2013), when the learner has detailed information about learning targets
and receives detailed information about their strengths and weakness. An assessment that offers
these benefits can often be less practical in that it takes more time and effort to create and implement.
In classroom assessment, instructors must therefore find a balance between practicality and the
benefits of a particular assessment within the specific teaching context.

The goal of this pedagogical research-informed article is to provide an overview of various
assessment tools which can be useful in classroom assessment followed by an overview of
assessment practices which can boost learning outcomes. It first reviews the main purpose and
relevant shortcomings of rubrics, a commonly promoted assessment tool. It then reviews other
assessment tools, with each subsection focusing on a different assessment tool. Each of these
assessment tools is more practical than an analytic rubric but does not offer the detailed information
of one, which means they give less support to the learners about what successful task-completion
looks like. The third section suggests methods for building beneficial consequences into classroom
assessment practice, regardless of the assessment tool. The final section offers a summary,
including a comparison of the strengths and weakness of the reviewed assessment tools, and a recap
of assessment practices which have been found to boost learning outcomes. By the end of this
article, readers will know which assessment tools are well-matched for various assessment tasks
and how to boost learning outcomes by incorporating specific assessment practices.

Shortcomings of Rubrics

Analytic rubrics are considered the gold standard in assessment (Suskie, 2009) and have become
the go-to tool for all performance-based assessments (e.g., essays, presentations, and projects).
They are used in all classroom teaching contexts, from elementary to college classrooms (Jeong,
2015). Analytic rubrics, however, are not the best assessment tool for every task (Wolf & Stevens,
2007). This assessment tool works well for longer language performances (such as presentations or
essays) and when the purpose is to assess a more global skill, such as overall speaking or writing
ability (Vercellotti & McCormick, 2021). For such tasks, the main purpose of rubrics is to help the
instructor assess the quality of the work when there are no discrete correct answers. In addition to
guiding the scoring, the use of an analytic rubric can benefit learning. First, analytic rubrics list
specific categories connected to the stated learning objectives, making the expectations of the
assessment clear. Second, analytic rubrics describe what successful performance looks like for each
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success criteria, which helps illustrate any gaps between the expectations and the learner’s
performance for each in the rubric. (See Vercellotti & McCormick, 2021 for a review of analytic
rubrics.) Analytic rubrics are expected to benefit learning because they combine these two features:
explicit statement of the success criteria and descriptions of quality (Brookhart, 2018).

Nevertheless, the use of analytic rubrics in classroom assessment requires a balance between the
beneficial consequences, which are high, and practicality of the assessment, which is low.
Previously, assessment specialists created rubrics, but classroom instructors now often create
rubrics for their own classrooms (Goldberg, 2014). Well-designed analytic rubrics are time-
consuming to construct (Suskie, 2009; Wolf & Stevens, 2007). Poorly-designed rubrics can actually
hinder learning by being too exact (which can reduce learner creativity) or too vague (Wolf &
Stevens, 2007). In fact, instructors have difficultly outlining every attribute of a strong performance,
and instructors admit that they rate learners on criteria that were not included in the rubric (Jeong,
2015). Certainly, if success criteria are not or cannot be clearly articulated in the rubric, the value
of using analytic rubrics is weakened, in that they do not help learners understand how to be
successful in the task. Further, although the use of an analytic rubric does likely improve the
practicality during the grading process (Ambrose et al., 2010), a well-designed rubric can be
impractical to create and use to grade assessments within a reasonable timeframe for each
classroom assessment.

Analytic rubrics are dense with information in order to differentiate the performance along a
continuum of quality. That density can become overwhelming, so much so that the learner may not
benefit from detailed descriptions (Andrade & Du, 2005) because the learner may simply not read
them or may not understand how to use them to improve. The analytic rubric can only boost
learning outcomes when learners can make comparisons between their own work and the stated
expectations, but learners do not always have this skill. Learners tend to be overconfident when
they compare their work to the stated objectives (Guest & Riegler, 2021). Likewise, a long or overly
detailed rubric can hinder the instructor’s ability to focus on assessing fairly (Baryla, Shelley &
Trinor 2012). Because the analytic rubric is overwhelming, the time and effort spent constructing
a rubric for classroom assessment may be too high a price to pay if the rubric does not fulfill its
promise of clarifying expectations and of supporting learning. Other assessment tools might offer
a better balance between beneficial consequences and practicality for at least some assessments
measuring productive skills.

Other Assessment Tools

Each assessment tool may have an application within a language classroom; the key is the match
between the assessment goal and the assessment type. Instructors assess productive language skills
with a range of tasks (e.g., short answers, essays, dialogues, monologues, projects) for a variety of
pedagogical purposes, and so the instructor’s classroom assessment toolbox should have a variety
of assessment tools. In order to create effective assessments, instructors must know various options
(Brown & Trace, 2016). This section reviews three practical assessment tools, checklists, scaled
checklists and detailed grading lists, by describing the format of the tools, their potential uses, and
their capacity to benefit learning.

Checklists

A checklist itemizes specific requirements of the task, and the instructor scores each item
dichotomously (Brookhart, 2018), which means that checklists generally record task completion
rather than differentiating the quality of the work. Each item on the checklist can correspond to a
learning objective (e.g., use of standard writing conventions) or components of a learning objective
(e.g., capitalization, punctuation). See Figure 1. A tally is a variation of a checklist, which records
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the number of times (i.e., not just presence/absence) that the learner produces a particular task
requirement (e.g., transition words used effectively). This assessment tool should not record errors,
though, because a focus on errors may discourage production (Green, 2020), and therefore may
hinder learning. Further, error counts ignore the severity of the error (Green, 2020). Instead, the
tally checklist can be used to record the learner’s demonstrated skill, rewarding successful attempts
without penalizing unsuccessful ones.

Figure 1. Example — Checklist

Since this assessment tool is a list of the success criteria for the task, checklists can benefit learning
outcomes by supporting successful completion of the task (Brown & Harris, 2013). Ironically, the
simplicity of checklists might discourage accurate self-evaluation. Checklists that require
supporting evidence that proves adherence to the checklist requirements has been shown to be more
effective than a checklist where learners only have to tick each box (Wood & Wood, 2018).
Such interactive checklists are more likely to boost learning outcomes by requiring learners to
engage more with the success criteria. Benefits to learning after the assessment tends to be quite
low with this assessment tool in that the presence (checked) or absence (unchecked) of success
criteria offers little feedback to learners.

Scaled Checklist

A scaled checklist (also called simple rating scales) lists the success criteria, and a way for the
instructor to evaluate each criterion on a basic rating scale. By replacing a checklist’s checkbox for
a simple scale (Green, 2020), scaled checklists can gauge some measure of quality (not just
presence/absence). The simple scale, however, does not describe the quality needed for the rating,
as analytic rubrics do (Brookhart, 2018). Scaled checklists, therefore, are still less complex, which
then allows the possibility of several success criteria to be assessed. Figure 2, for instance, lists ten
success criteria with three levels of performance.
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Figure 2. Example — Scaled Checklist
Detailed Grading List

A detailed grading list describes each required element of the task performance with its point value.
The list aligns with the learning objectives of the task (i.e., the success criteria) and any required
elements. (See Figure 3.) A detailed grading list works well for smaller assessments with a few and
for larger tasks with several success criteria. This tool can also be used with more objective
assessments as well as to measure quality of performances in open-ended productive tasks, where
differing point values represent differing levels of quality. This assessment tool is appropriate for
both lower- and higher-stakes summative assessments. The detailed grading list in Figure 3 was
created from the levels of performance descriptions in an analytic rubric (Vercellotti & McCormick,
2021), but the detailed grading list also includes a task requirement (time limit) which is less
appropriate for inclusion in a rubric. Figure 4 shows a detailed grading list for a multimodal project-
based assessment.

Without descriptions of performance describing how points are earned along a continuum of quality,
this tool is easier to create for classroom assessment, and using points is easier than analytic rubrics
to use when grading (Brookhart, 2018). Additionally, scoring can be more granular because this
assessment tool allows varying point values and a scoring procedure with partial points. For
instance, in Figure 3, the vocabulary category can be scored from 0-10 including '% points in
between the whole numbers. As a result, using a detailed grading list for an assessment gives the
instructor flexibility during the scoring process to distinguish quality in learner work. Admittedly,
the ability to assign partial points may result in inconsistent scoring, so the instructor should
document how partial points are to be assigned during the grading process (or even before the
scoring begins).
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Figure 3. Example — Detailed Grading List

There is a clear alignment between the success criteria and the detailed grading list for learners,
and the detailed grading list states the expectations, without other levels of performance, which
focuses learners’ attention to those requirements. With each learning objective (or part of each
objective) assessed individually, this tool provides information to the learner about any gaps
between the work and the stated expectations, but, as it does not describe levels of success for each
criterion, there is less information about how to be successful. Further, given that a detailed grading
list may only provide a score for each success criterion, the tool by itself gives little specific
feedback to learners about how their work differs from the expectations. Beneficial consequences
can be improved by having space on the assessment tool for feedback, either general comments (as
in Figure 4) or both general comments and category specific comments (shown in Figure 3).

Figure 4. Example — Detailed Grading List for Multi-modal Project
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To summarize, checklists, scaled checklists, and detailed grading lists are tools with varying
advantages and limitations. Given the range of pedagogical tasks used in classroom assessment,
instructors can identify which assessment tool matches its purpose.

Strengthening Beneficial Consequences

As stated, classroom assessment can boost learning outcomes when the students understand the
success criteria and receive sufficient feedback. Importantly, learners can be encouraged to take
responsibility in meeting the learning objectives (Cheng & Fox, 2017) by engaging in the
assessment practice. Learner engagement is an important part of assessment (Turner & Purpura,
2016). This section reviews specific assessment practices which have been empirically shown to
strengthen the beneficial consequences: discussing exemplars, adding individual feedback
comments, and encouraging reflection. These assessment practices can be used in combination and
paired with any assessment tool. In each subsection, the assessment practice is explained and then
justified with supporting research, followed by suggestions of the use of the practice in classroom
assessment.

Discussing Exemplars

Providing exemplars or student examples (e.g., a student-created essays or portfolios), particularly
with highlighted strengths and weaknesses, can help illustrate the expectations to the learner
(Ambrose et al., 2010). Of course, instructors may be concerned that learners will copy from or
mimic the exemplar, so the student examples should differ from the assessment in some way, such
as topic (Hendry et al., 2012). Sowell (2019) suggested various ways instructors can guide learners
to better understand the purpose of exemplars, such as by asking them to identify key features of
the genre, and similarities and differences in the examples. As shown in Figure 5, the guide can ask
learners to compare exemplars to identify the structure of a particular genre and to identify features
of a more successful example. These instructor-led activities make it less likely learners will simply
copy the example. Further, the instructor can decide whether the learners have access to the
exemplars during all stages of the assignment or only limited access to the examples (Sowell, 2019),
such as when introducing the assessment and reviewing the success criteria. Hendry et al. (2012)
found significantly higher performance for learners who participated in a review of exemplars with
a teacher-led discussion of the scoring rationale of multiple examples that ranged from weak to
strong, but simply sharing the student examples did not improve performance. Exemplars are
particularly needed in second-language classrooms because students may not have experience with
the genre (Sowell, 2019) and the genre’s rhetorical patterns may be quite different in their own
culture (Kim, 2012). Given the possibility of learner differences in exposure to specific genres, the
use of exemplars is a matter of equity, as well as pedagogical practice. In other words, the
discussion of exemplars makes the expectations clearer to the learners, leveling the field, rather
than expecting all learners to know the conventions of that genre.
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Figure 5. Example — Questions to Guide Exemplar Discussion

Moreover, the instructor and the learners could use the student examples in order to identify the
success criteria, which is more pedagogically powerful than simply providing the success criteria
to the learners (Andrade, 2013). Although constructing an analytic rubric is challenging, learners
may be more able to co-create a simpler assessment tool, such as a scaled checklist or detailed
grading list. Since the benefit of exemplars seems to come from the instructor’s guidance
connecting features of the exemplars to the stated expectations of the assessment, the assessment
tool does not have to include all the information. A simpler assessment tool can outline the success
criteria without overwhelming detail while the exemplars illustrate quality work.

Providing Effective, Individual Feedback Comments

Feedback (beyond a score or grade) is a common strategy to improve learning outcomes. Effective
feedback is specific and task-referenced, rather than generic and learner-referenced (Green, 2020).
For instance, “Successful use of descriptive words!” is detailed and directly related to the task while
“Good effort!” is generic and referencing the learner (Green, 2020). Feedback should be
understandable to students and actionable, meaning that the learners should have a better idea of
what to do to be more successful. Table 1 offers some examples of task-focused positive and
corrective feedback for the success criteria from Figure 1. The additional comments are particularly
useful when the learner’s performance fails to meet stated expectations, earning only partial points.
As Figure 3 shows, the assessment tool can have a dedicated space for such comments. Similarly,
explanations or strategies for reaching the objectives has been found to result in larger learning
gains (Wiliam, 2013).
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Table 1. Example -Task-focused, Actionable Feedback Comments

Success Criteria Positive Feedback Corrective Feedback

Greeting was too formal for this task —

Greeting Friendly greeting : ) speaking with a roommate.

Described reason Reason was short; share more information
Reason for request was clear. ,
for request when asking a favor.

Request included all necessary Phrases, such as “I was wondering if...”
Made request . . .
information. makes the request more polite.
Al reat u Ilipsis with direct . .
nsv&{ered Grea Si of ellip st w direc Answer the question more directly.
question answer. “Yes, I will .
Closin Adding “thanks, again” in your Closing was short which can seem impolite.
& closing was a great choice! What other phrases have we practiced?

In addition, feedback must be timely (Ambrose et al., 2010; Green, 2020), which does not always
mean immediate. Actually, feedback that is too quick may hinder the learner’s reflection on their
performance, but feedback about basic knowledge and understanding should be provided sooner
(Ruiz-Primo & Li, 2013). Timely feedback is provided to the learner before the next assessment
(on the same concepts) so that learners have the opportunity to improve their work (Green, 2020).

Accepting that providing individual feedback boosts learning but can be time-consuming,
instructors can use strategies to make the process efficient. A class review of common issues is one
potential strategy, and this review is likely more beneficial when the review is learner-led with the
learners working together to resolve errors. This type of problem solving supports learning transfer
(James, 2017). The use of technology can also save time in giving individual feedback. For instance,
QuickMark in Turnitin allows instructors to save crafted feedback comments within an assessment
and across assessments, which saves time, while also allowing personalized feedback (van der
Hulst, et al., 2014). Van der Hulst et al. (2014) found that instructors estimated that using
QuickMark reduced grading time by 10-30%. Even a simple word document can be used to write
and save feedback comments to copy and paste as needed while using a learning management
system (e.g., Canvas, Blackboard) in-document comment feature.

The use of technology can even improve the quality of the feedback. The instructor can connect
feedback to specific phrases or sentences in the work, unlike summary comments, and pinpointing
of specific parts of the learner’s work helps the learner implement the feedback (van der Hulst et
al., 2014). Also, knowing that the comments may be used multiple times, instructors can take time
to craft higher quality comments (van der Hulst et al., 2014). Given the pedagogical advantages of
individual feedback, many instructors devote time to this practice, which can become impractical.
If providing feedback is delayed, the beneficial consequences are diminished, so finding ways to
simplify the assessment procedure is critical in classroom assessment. Technology and choice of
assessment tool are two ways to boost practicality when providing individual feedback comments.

Encouraging Reflection on the Assessment

Simply giving time for reflection after the assessment supports learning (Ambrose et al., 2010;
Suskie, 2009). Providing the opportunity for learners to reflect on their own learning is the main
principle of assessment as learning (Cheng & Fox, 2017, p. 64). This reflection can be before
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submission of the assessment or after receiving the results of the assessment.

Before receiving a grade or instructor feedback, learners could be asked to reflect on the quality of
their work in relation to the success criteria. Lesley (2015) described a self-assessment checklist
with the expectations which also asked learners to identify a strength and a weakness of their
participation in a group discussion. An example which requires more specific reflection is shown
in Figure 6. Along with the success criteria (in the middle column), there are columns for the learner
to note how that objective has been met and a column for the learner to note what changes can be
made to meet or exceed the stated objectives. Fluckiger (2010) has called similar guides single
point rubrics [1] and stressed that their use is formative reflection. The purpose is similar to an
interactive checklist in that the tool requires the learner to provide support for their evaluation,
specifically connecting their work with the stated expectations. The success criteria were copied
from the detailed grading list (Figure 3) which minimizes the time needed to create this reflection
guide.

Figure 6. Example — Reflection Completed before Submission

After the assessment, engaging with any instructor’s feedback is crucial. Learner engagement with
the feedback is the bridge between the instructor’s feedback and improved learning outcomes
(Winstone et al., 2017). If learners do not read or understand how to act on the feedback, it will
obviously not improve learning outcomes, regardless of the quality of it. Accordingly, instructors
can create a post-assessment activity to encourage engagement with the feedback (Cheng & Fox,
2017; Winstone et al., 2017), which can be easy to add (Thompson, 2012). For instance, the
reflection can ask learners to identify specific strengths and weaknesses, as shown in Figure 7.
Cheng and Fox (2017) described a pair activity of “Thinking about doing better” where learners
can list problems they see in their work and how to fix them. These types of guiding questions
provide another opportunity to notice the gap between what they know and the target language.
When given an opportunity, language learners tend to self-correct specific language forms
(Vercellotti & McCormick, 2018), and self-correction activities have been found to be beneficial
to subsequent language performances (e.g., McCormick & Vercellotti, 2013). Further, reflection
on learning can facilitate noticing of patterns, which supports learning transfer (James, 2017), so
learners can also be asked about language generalizations (e.g., patterns) and transfer (e.g., where
can this learning be used in the real world) in the reflection (James, 2017).
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Figure 7. Example — Guide for Reflection after Assessment

Because learners often need support to process feedback, it is more effective if the reflection
opportunities are offered during class meetings, encouraging learners to review and summarize the
feedback and set learning goals (Ambrose et al., 2010; Ruiz-Primo & Li, 2013) rather than
expecting learns to read, interpret, and implement the feedback independently. Without time for the
learners to reflect, the instructor’s effort spent on feedback may be wasted which threatens
practicality as well as the intended beneficial consequences. Since classroom meeting time is
valuable, this assessment practice might be reserved for larger or more important assessments.

In summary, each of these assessment practices take time, but these practices have been empirically
shown to boost learning, and learning is the ultimate purpose of assessment. The beneficial
consequences of these practices can supplement or complement any assessment tool. Pairing a more
practical assessment tool with the one of these assessment practices can provide a good balance
between the benefits to learning and the practicality of the assessment procedure.

Assessment Tools and Practice Summary

Even though measurement tools are imperfect (Suskie, 2009), they have possible applications
within the language classroom (Brown & Hudson, 1998). The key is the match between the
assessment goal and the assessment tool. For instance, an analytic rubric would be an inefficient
tool to use when assessing the proper capitalization in a writing sample, just as a tally checklist
would be an ineffective tool to assess overall speaking ability. The purpose of the assessment
(formative or summative) and the focus of the assessment (form-focused or broad skills) are critical
when deciding which assessment tool to use.

As shown in Table 2, when comparing these assessment tools, a pattern emerges where assessment
tools which tend to be more practical offer weaker beneficial consequences while assessment tools
that tend to be less practical are more likely to benefit learning through more detailed expectations
and feedback. Checklists (simple, tally, or scaled) offer a list of expectations without specifics of
how to be successful. A detailed grading list provides more detailed success criteria than a scaled
checklist but avoids the complexity of an analytic rubric. Given the concerns about an
overwhelming analytic rubric, a detailed grading list may offer the best balance between practicality
and beneficial consequences in how the success criteria is presented. The review showed that a
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detailed grading list can be used in a variety of assessments, and this assessment tool offers flexible
scoring with variable point values and a continuum of partial points able to be awarded.

Table 2. Summary of Tools for Classroom Performance Assessment by Least- to Most-
focused on Quality

Tool Strengths Weaknesses

Little focus on differentiating quality

Checklist o Simple list of expectations
o Little chance for detailed feedback
o Simple list of expectations e Limited feedback about the quality of the
Scaled o . work
Checklist o Distinguishes some quality of o Consistency is threatened with under-
performance specified descriptions of quality
e Detailed list of expectations e Does not describe the expected quality
Detailed e Can assess many requirements e Learners may not understand how their
Sridmg e Separate scores for each requirement performance fails to meet expectations
is . . . .
e Scores distinguishes quality of . RISk. of inconsistency when awarding
performance with partial points partial points
o . ¢ Creating detailed descriptions of each
) * Distinguishes quality of performance level of performance is time-consuming,
ﬁggg:lc e Separate scores for each category challenging

e Dense rubrics can be overwhelming for

¢ Descriptions of each performance level ;
learners and instructors

A creative hybrid assessment tool may be designed when an assessment would benefit from the
flexibility of a detailed grading list and clear descriptions of the expected quality of work at several
levels of performance. For instance, an assessment may have a point system for completion of
objective features and a one or two category analytic rubric which describes how to successfully
meet the quality expectations.

Regardless of the assessment tool, the instructor can support learning outcomes by incorporating
assessment practices which engage the learner (Brown & Harris, 2013). The underlying belief is
that assessments can be learning tools in addition to measuring tools (Gezer-Templeton et al., 2017).
First, learning outcomes are improved when the connection between the assessment and the
learning objectives is more transparent and explicit to the learners. Second, learners need support
in understanding how to be successful, which can be accomplished with the assessment tool or with
a combination of the assessment tool and assessment practice, such as using exemplars to illustrate
how to be successful. Third, the assessment should provide learners with clear feedback of the gap
between their work and the stated expectations. This goal can be accomplished with the
combination of the assessment tool showing the results of the assessment and assessment practice
giving feedback and the opportunity to reflect. The feedback comments and the reflection should
be specific and focused on how the learners can meet the learning objectives. As shown in Table 3,
any concerns about each of these assessment practices can be resolved by intentionally guiding the
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learners to use the practice effectively, rather than expecting the learners to know how to
successfully use exemplars, feedback, and reflections independently.

Table 3. Summary of Assessment Practices for the Classroom

Tool Benefits Concerns and Resolution

e Offer a model of how to be successful
Exemplars (especially important with cultural-
dependent genres)

e Learners may copy or mimic — Guide
learners in the appropriate use of examples

e Specific, task-focused, timely, e Time consuming — Use technology to

Individual actionable feedback is very powerful improve efficiency
Feedback method for improving learning e May be unread — Give time and guidance
outcomes

in implementing comments

e Time consuming — Modify existing

e Centers the learner as the benefactor
documents

] of the assessment
Reflection e Reflection may be superficial —
Encourage focus on content and

implementation

o Creates opportunity to process the
instructor feedback

Classroom assessment is a frequent and an on-going part of the teaching process, particularly in
language learning. Every assessment should provide learners with explicit expectations, details of
how to be successful, and feedback about strengths and weaknesses. The assessment tool does not
have to provide all these beneficial consequences, however, because that attempt can result in an
overwhelming and unwieldy classroom assessment tool. Additionally, learners should be engaged
as partners in their own learning during the assessment process which facilitates robust learning.
With several tools in their assessment toolkit, instructors can pair the right assessment tool with
beneficial assessment practice to clarify the success criteria and provide sufficient feedback.

Note

[1] Since the format (no continuum of descriptors) and the purpose of a single point rubric
(formative not grading) differs from an analytic rubric, this term seems like a possible source of
confusion. [back to article]
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