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UNIT    1 

 

THE NATURE OF ASSESSMENT 

 

Definition of Concepts and Terms 

 

Assessment: The process of obtaining information that is used for making decisions about 

students, curricula and programs, and educational policy.  It includes the full range of 

procedures used to gain information about student learning.  These procedures may be 

formal (pencil and paper tests) or informal (observations).  Certain concepts and terms 

are associated with assessment.  These are tests, measurement and evaluation. 

 

Test: A task or series of tasks, which are used to measure specific traits or attributes in 

people.  In educational settings, tests include paper and pencil instruments, which 

contain questions that students and pupils respond to.  The responses provided to the 

questions help the test giver to obtain an estimate of the specific trait being measured.  

It answers the question, ‘How well does the individual perform?’  Two interpretations 

can be given to scores from tests.  These are norm-referenced and criterion-referenced 

interpretations. 

 

Norm-referenced interpretation:  These describe test scores or performance in 

terms of a person’s position in a reference group that has been administered the 

assessment.  The reference group is called the norm group.  For example, a student’s 
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performance may place him/her as the 15th out of 45. Or a student doing better than 

90% of the class. 

 

Criterion-referenced interpretation:  These describe test scores or performance in 

terms of the kinds of tasks a person with a given score can do.  The performance can 

be compared to a pre-established standard or criterion.  For example, a student may 

be able to solve 8 problems out of 10 concerning fractions.  A level of performance 

can be established at 6.  

 

Measurement:  The process of assigning numbers to the attributes or traits possessed by 

persons, events or a set of objects according to specific rules.  Educational measurement 

is the assignment of numerals to such traits as achievement, aptitude, and performance.  

It is limited to the quantitative descriptions of students.  It answers the question, ‘How 

much?’ 

 

Measurement involves three main steps.  These are: 

1. Identifying and providing a clear definition of the attribute/trait to be measured. 

2. Determining the set of procedures/operations by which the attribute is to be 

manifested. 

3. Establishing a set of procedures/rules for quantifying the attribute/trait. 

 

Scales of Measurement 

 

Depending upon the traits/attributes/characteristics and the way they are measured, 

different kinds of data result representing different scales of measurement.  For example, 

the number 4 can be interpreted in different ways depending on the source. 

 

There are 4 types of measurement scales: Nominal, Ordinal, Interval, and Ratio 

 

Nominal Scales:  A nominal scale classifies persons or objects into two or more 

categories. Whatever the classification, a person can only be in one category, and 

members of a given category have a common set of characteristics.  For identification 

purposes, categories are numbered. 

For example: 

Gender,    Male 1, Female 2.   

Halls of Residence: Atlantic 1, Oguaa 2, Adehye 3, Casford 4, VALCO 5, Kwame 

Nkrumah 6. 

Ordinal Scales: An ordinal scale not only classifies subjects but also ranks them in 

terms of the degree to which they possess a characteristic/attribute of interest. An 

ordinal scale puts subjects in order from highest to lowest, from most to least. With 

respect to height, 5 students can be ranked from 1 to 5, the subject with rank 1 being the 

shortest. 

 

Though ordinal scales do indicate that some subjects are higher or better than others, 

they do not indicate how much higher or better. i.e. intervals between the ranks are not 

equal. 

Interval Scales: An interval scale has all the characteristics of both nominal and ordinal 

scales and in addition has equal intervals. The zero point is arbitrary and does not mean 
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the absence of the characteristics/trait. Values can be added and subtracted to and from 

each other. But not multiplied or divided.  Examples include Celsius temperature, 

academic achievement. 

Ratio Scales: A ratio scale has all the advantages of the types of scales and in 

addition it has a meaningful true zero point.  Height, Weight and time are examples.  

Values can be added, subtracted, multiplied and divided. 60 minutes can be said to be 3 

times as long as 20 minutes. 

 

Evaluation: Stufflebeam (1973) defined evaluation as “the process of delineating, 

obtaining, and providing useful information for judging decision alternatives”.  The 

main concern of evaluation in the classroom is to arrive at a judgment on the worth or 

effectiveness of teaching and learning.  Evaluation may either be formative or 

summative. 

Formative evaluation is the process of judging the worth of teaching and learning 

constantly during the period of instruction.  It requires the gathering of detailed 

information on frequent occasions through such means as teacher observations, 

classroom questions, home assignments and short tests or quizzes.  The main 

purpose is to provide feedback to both the teacher and the learner about progress 

being made. 

Summative evaluation is the process of judging the worth of teaching and learning 

at the end of the period of instruction.  It is judgmental in nature.  It attempts to 

determine to what extent the broad objectives of teaching and learning have been 

attained. 

 

Continuous assessment 

Definition 

Ogunniyi (1984, p. 113) defined continuous assessment as ‘a formative evaluation process 

concerned with finding out, in a systematic manner, the overall gains that a student has 

made in terms of knowledge, attitudes and skills after a given set of learning experiences’.  

The definition implies that a student’s final grade after a programme of instruction is an 

aggregation of all the performances exhibited in the cognitive, affective and psychomotor 

domains during the duration of the course.  

 

Characteristics 

 Six desirable characteristics are expected in a continuous assessment programme.  It 

is expected to be cumulative, comprehensive, diagnostic, formative, guidance-oriented, and 

systematic (Ipaye, 1982, Ogunniyi, 1984; Ministry of Education Ghana, 1988). 

 

1. Continuous assessment is cumulative 

The final grade awarded a student at the end of the term or year is an accumulation of all 

the attainments through out the term or year. Any decision on the student is based on all the 

scores obtained in all measurements during the period under review. 

 A student for example might be declared to have attained the acceptable level of 

mastery in Mathematics to warrant a promotion. This means that the sum total of all his 

scores in class assignments, homework, weekly tests, mid-term tests, end of term tests, 

class discussions and projects, reached the desired level of competence.  The decision does 

not centre on only one score in an end-of-year examination.  Any decision made on the 

student therefore considers all the previous decisions made about him. 
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2. Continuous assessment is comprehensive 

Opportunities are provided for the assessment of the total personality of the student. This 

involves the assessment of tasks, activities and outcomes and demonstrated in the cognitive 

(knowledge), affective (attitude) and psychomotor (skill) domains. It must however be 

emphasised that these three domains must not always be included in the programme before 

the process is described as continuous assessment. 

 In addition, many types of evaluation procedures are used.  These include teacher-

made tests, classroom observations, class assignments and projects, oral questions 

standardized tests, interviews and autobiographies.  The score obtained from using all these 

procedures are combined to arrive at a final grade or classification of the student. 

3. Continuous assessment is diagnostic 

Continuous assessment involves a constant and continual monitoring of a student’s 

performance and achievement.  This process enables each student’s strengths and 

weaknesses to be identified. It also enables the teacher to identify which students’ have 

difficulties and problems and in what areas. With this knowledge, specific remedial actions 

are recommended and taken. 

4. Continuous assessment is formative 

Continuous assessment allows for immediate and constant feedback to be provided to the 

student on his performance.  The student, often with the help of the teacher and school 

counsellor, can analyse the feedback results. On the basis of the information derived for 

such an analysis, various strategies are adopted. 

 

5. Continuous assessment is guidance-oriented 

Guidance aims at helping the individual to accept his/her ‘worth’.  He/she identifies and 

accepts strengths and weaknesses. He/she works hard to consolidate the strong areas and 

improve upon the weak areas. 

 Continuous assessment aims at playing this guidance role. As the student is actively 

involved in the teaching-learning activities and tasks, his areas of weakness and strength 

are easily identified early, and from time to time. The teacher then helps the student to 

strengthen further his strong areas and attempts to improve upon his weaknesses, to attain 

the level of mastery needed. The student is thus directed and motivated in his learning. 

 Learning and taking tests is not an end in ‘itself’. It is a step to achieve the total 

growth and development of the student. Continuous assessment provides the facts and 

figures and all the necessary school information needed to goad the student to achieve 

growth and development. It also provides the necessary information for the student to 

decide his future career and his world of work. 

 

6. Continuous assessment is systematic 

Continuous assessment operates on a well-scheduled programme. Assessment is not 

spontaneous. A plan is desirable at the beginning of each year, term and week.  There could 

be long term, medium term and short-term plans. The plan should spell out what 

measurements are to be made. This includes the types of traits and behaviours to be 

assessed, and the procedure for assessing them. The procedures should indicate the types of 

class assignments and exercises, homework and projects, class tests and non-test 

techniques to be employed to collect the relevant data. 

 A decision needs to be taken on the dates and periods on which the various 

measurements will be made. It is also important to include in the plan the types of 

instruments to be used. These could be teacher-made tests, standardised tests, interview 
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schedules questionnaires, project sheets, observation schedules and checklists. Specific 

times should also be stated for the filling in the scores that students obtain on the 

appropriate forms. 

 

Strengths 

1. Continuous assessment provides an excellent picture of a student’s performance over a 

period of time.  In summative evaluation, a student’s attainment in a course of studies 

for example is measured by a single shot examination.  However, several influences 

like, malpractices, illnesses and inability to follow instructions influence a student’s 

final score.  The reliability of such scores is therefore doubtful. In continuous 

assessment, judgement on a student’s performance is based on several other previous 

performances.  This enables the effect of extraneous variables to be minimised a more 

representative sample of his performance is arrived at. 

2. It enables the classroom teacher as well as the school administration to be actively and 

more meaningfully involved in the assessment of the students throughout the period of 

teaching and learning. The teacher is expected to be alert, diligent and consistent in 

assessing the various behaviours expected. He gives exercises, assignments and tests; 

scores them and discusses results with the pupil. He also observes students behaviours 

in various domains and provides help where needed. The school s administration also 

provides the ‘back up’ services like the provision of stationery needed for class 

assignments, projects, tests and questionnaires. 

3. It enables the measurements of the three important domains in the taxonomy of 

education objectives viz cognitive, affective and psychomotor domains. This is 

important because while the cognitive objectives are measured under test and 

examination conditions, affective and psychomotor abilities such as courtesy, 

sociability, creativeness, leadership and responsibility could only be measured over a 

reasonable time lapse, and over repeated occurrences of such abilities. In the traditional 

one shot examination system, the emphasis has always been on the cognitive abilities. 

This ultimately provides a biased outcome of the students’ educational attainment. The 

possibility of spreading the measurement net over the other areas makes the assessment 

of the students’ exhibited behaviours more total. 

4. It helps to minimise the students’ fears and anxieties about failure in the examinations. 

The fear of performing poorly leads students to engage in examination malpractices 

such as copying and the exchange of answer scripts. Since the student is aware that 

several scores will be used to assess his final performance, tensions are often reduced. 

More desirable learning habits are developed.  Rote learning is discouraged.  Creativity 

and initiative are encouraged. A poor performance in one course is counter-balanced by 

an improved performance in another. Failure in one aspect of the course of study does 

not spell the doom of the student. The student has a great advantage here in that he has 

several opportunities to demonstrate the behaviours and objectives being measured. 

5. Continuous assessment encourages students to work assiduously throughout the period 

of teaching and learning. The student becomes more alert in the class.  He is punctual 

and attends classes regularly. This attitude comes about as a result of the fact that every 

stage of the instructional process is assessed and this counts towards the ultimate grade 

or score he would obtain. He knows that complacency, absenteeism, laziness and 

malingering would prove disastrous to his goals in academic achievement, and he 

therefore works hard. 
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6. Education under the traditional summative evaluation system could be termed, 

“syllabus-ish” or “syllabus-pulled”. This means that the emphasis is purely on what the 

syllabus prescribes as related to internal and external examinations. Any activity or 

task, which is not directly related to the syllabus for the examinations, is met with 

profound resistance from students. Continuous assessment discourages this attitude to a 

very large extent. Topics which are found relevant and interesting are included in the 

teaching and learning process. The aim here is that teaching should bring about a total 

growth in the individual and not only passing examinations. 

7. Constant feedback is given and this provides the groundwork for teachers to engage in 

diagnostic teaching. Feedback enables the teacher to identify the weaknesses of 

individual students early and across tasks. He is then in a position to provide remedial 

and individualised teaching. This corrective action reduces frustration, disappointment 

and disillusionment on the part of students.  The student is thus helped to progress. 

Continuous feedback guides the student to the most effective means of improving his 

performance. 

8. Record keeping is an important aspect of the teaching and learning process.  Records 

acknowledge the totality of what pupils have done in order to improve their motivation 

and help schools identify their needs more closely. It also provides a testimonial 

respected and valued by employers and colleges.  

Records also help to place students in appropriate stages when they transfer to another 

institution. Continuous assessment is a great instrument in the achievement of these 

goals. It provides the opportunity for the collection, preparation and keeping of up-to-

date records on students. This data includes family and health data, academic record, 

interests and hobbies, work experience and special talents. 

9. Parents are provided with better and clearer pictures of their wards’ performance and 

achievement in school over a period of time and learning experience. The “One Shot” 

traditional examination in most cases colours the actual performance of the student 

because of the variety of influences that affect the performance of a student. Due to 

repeated performances on various activities and tests in continuous assessment, the 

influence of these factors is greatly minimised. Parents thus receive a more accurate 

information on their wards and are put in a better position to plan more relevant 

programmes towards the future careers of their wards. 

 

Weaknesses 

Even though continuous assessment achieves much in terms of student and teacher 

evaluation of the instructional process and product, there are problems and weaknesses.  

1. Continuous assessment brings about an increase in the workload of teachers. Since the 

process is systematic and comprehensive, the teacher is expected to be active in 

designing and producing a variety of assessment instruments. In addition, he is 

expected to be scoring the class tests, assignments, projects and at the same time taking 

observations. He is also expected to provide up-to-date records on each pupil and 

simultaneously be involved in remedial and individual teaching. Where classes are 

large in size (and in Ghana most classes are large,) the load becomes unbearable.  The 

teachers then resort to unfair means in providing the requisite data for each pupil. 

2. To implement a continuous assessment programme, it is assumed that teachers have the 

requisite skill in test construction. However, in Ghana, most Ghanaian teachers lack the 

skills required for constructing tests, because most initial teacher training programmes 
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do not make provision for a course in testing.  In cases where teachers underwent a 

course of instruction in testing and assessment, few teachers use their knowledge in test 

construction. The effect is that, since each teacher designs his own instrument, the 

testing instruments yield unreliable information. Standards are also bound to vary from 

teacher to teacher. 

3. In Ghana, one problem is the inadequacy of materials and equipment. Continuous 

assessment is costly in terms of materials.  Finance is needed for the procurement of 

material and equipment such as cumulative record cards, stationery for testing 

instrument, chairs and tables, and well-built classrooms. The sizes of the classes are 

such that a huge financial outlay is needed. The experience in the Ghanaian classrooms 

is that these equipment and material are woefully inadequate. This situation puts great 

inhibition on the success of any continuous assessment programme. 

4. Continuous assessment, especially in the first and second cycle levels, means less 

dependence on an external examining body.  This implies that the uniformity that goes 

with external written examinations in the form of standard test items and scoring, are 

reduced to some extent. The fate of the individual student lies more in the hands of the 

classroom teacher. This situation generates fears, doubts and apprehensions in the 

minds of the public about the degree of fairness in assessing the achievement of 

students. It also makes it difficult to compare the performances from different schools 

since there is less uniformity in the use of instruments and techniques in assessing the 

performances of students. 

5. In the first and second cycle institutions, certificates obtained are based on 

performances and achievements in external examinations in Ghana. This situation 

enables the certificates to have credibility, since efforts are made to maintain standards 

across years and test items. However, with the continuous assessment, if schools award 

certificates based on the attainments of their own students, standards will vary from 

school to school as well as certificates.  The credibility of certificates becomes doubtful 

in most cases. To handle this problem, schools contribute 30% of the total scores of 

each student in a subject while an external examining body (WAEC) contributes 70%. 

6. Another problem is that of supervision. Continuous assessment requires co-operation 

and co-ordination at different levels. Close supervision is needed at all levels. 

Unfortunately, supervisors in most cases who are heads of institutions are already laden 

with loads of work. They are therefore not effective in their supervisory roles. 

7. There is also an additional problem of record maintenance. Continuous assessment 

requires the collection and storage of records.  In most institutions, adequate storage 

facilities are not available. Current storage and retrieval facilities like steel cabinets, 

personal computers and word processors are lacking in institutions.  Handling 

continuous assessment data is therefore extremely difficult. 

 

Role of the Ghanaian teacher 

The Ministry of Education, as a matter of policy expects each teacher to: 

(1)  Give class assignments/exercises fortnightly and record the scores of four of them with 

a maximum score of 10 each; 

(2)  Conduct three class tests in a term with a subtotal of 40; 

(3)  Give pupils at least four projects/homework in a term with a subtotal of 20. 
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The three assessments give a total score of 100, which is scaled down to 30% as the 

internal mark for each pupil.  The end of term examination is given 70%. 

 

At the end of the junior and senior secondary schools, all the scores a pupil obtains are 

scaled to 30% and forwarded to the WAEC where 70% is obtained for external assessment. 

 

For the policy to be successful, teachers are expected to perform the following roles. 

1. The teacher must accept the philosophy of continuous assessment. He must be 

convinced beyond all reasonable doubt that continuous assessment is a better form of 

assessing students’ academic attainment than the traditional summative system.  

2. The teacher needs to be knowledgeable about continuous assessment. He must know 

the characteristics of continuous assessment, the strengths and weaknesses of the 

system as a procedure for assessing students’ knowledge, attitude and manipulative 

skills. He must clearly understand and accept his roles and responsibilities as outlined 

by the programme, and be willing to contribute to its successful implementation. 

3. At the beginning of each academic year and term (or semester), the teacher must make 

a timetable for the assessments to be made. He must set specific dates on which the 

class tests, assignments/exercises, projects/homework tasks will be performed. He also 

needs to decide, what instruments to use in his assessment. 

4. The teacher must break the learning programme of the period of instruction into 

smaller, specific and well-defined units. A level of mastery must be set for each unit. 

5. The teacher must assess the learning outcomes and performances at the end of each unit 

of instruction.  He must follow the timetable laid out for assessment but should allow 

some degree of flexibility.  

6. The teacher must spread the assessment over all areas of student’s behaviour. These are 

the cognitive, affective and psychomotor domains. Appropriate assessment instruments 

such as pencil and paper tests, observation, autobiographies, questionnaires, checklist, 

rating scales and inventories should be used. 

7. The teacher must formulate measurable, specific and attainable instructional objectives 

for each unit for instruction. This helps him to make his teaching more effective and 

meaningful. It also makes his assessments easier since these are based on the objectives 

set out. 

8. The teacher must provide constant feedback. Class assignments and exercises, projects, 

tests and home wok must be promptly scored and returned to the students. This helps to 

direct and motivate student learning. 

9. The teacher must record all the assessment of the student in all the areas of learning and 

instruction in the appropriate records. This must be done promptly at the end of each 

measurement. The records must be well kept and maintained. 

10. The teacher must be involved in remedial and individualised teaching. At the end of 

teaching assessment the teacher should find out whether the whole class attained the 

required level of mastery. Remedial programmes should be organised if the requisite 

level of mastery was not reached.  In addition, the teacher must also devote time to 

individuals who do not perform well in the class assignments, exercises and tests and 

have difficulties. 

11. The teacher must also engage in guidance and counselling. He must identify the 

weaknesses and strengths of students in the various areas of learning. He should then 

use the information to guide and counsel the student for his full personal development 

and growth as well as preparing the student for his future career. 
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12. The teacher must engage in constant evaluation of himself and of the continuous 

assessment programme. The scores obtained from the various assessments should be 

used to measure his own performance and the effectiveness of his methods and 

techniques. He must also evaluate the success of the programme regularly to identify 

the lapses and improve upon them. This could be done weekly, monthly and at the 

term/semester. 

 

Current trends in assessment in Ghana 

The form of assessment in the new educational structure and reform, being implemented 

from September 2008, is based on two concepts and procedures.  These are: 

 

1. Assessment is based on profile dimensions of each subject. 

2. School-based assessment (SBA) replaces continuous assessment. 

 

Assessment is based on profile dimensions of each subject. 

 

Definition of Profile Dimensions 

A 'dimension' is a psychological unit for describing a particular learning behaviour.  More 

than one dimension constitutes a profile of dimensions.  A specific objective may be stated 

with an action verb as follows:  The pupil will be able to describe….. etc.  Being able to 

"describe" something after the instruction has been completed means that the pupil has 

acquired "knowledge".  Being able to explain, summarize, give examples, etc. means that 

the pupil has understood the lesson taught. 

 

Similarly, being able to develop, plan, solve problems, construct, etc. means that the pupil 

can "apply" the knowledge acquired in some new context.  Each of the specific objectives 

in each syllabus contains an "action verb" that describes the behaviour the pupil will be 

able to demonstrate after the instruction.  "Knowledge", “Understanding” and 

"Application", etc. are dimensions that should be the prime focus of teaching and learning 

in schools.  It has been realized unfortunately that schools still teach the low ability 

thinking skills of knowledge and understanding and ignore the higher ability thinking 

skills. Instruction in most cases has tended to stress knowledge acquisition to the detriment 

of the higher ability behaviours such as application, analysis, etc.   

 

The persistence of this situation in the school system means that pupils will only do well on 

recall items and questions and perform poorly on questions that require higher ability 

thinking skills such as application of mathematical principles and problem solving. For 

there to be any change in the quality of people who go through the school system, pupils 

should be encouraged to apply their knowledge, develop analytical thinking skills, develop 

plans, generate new and creative ideas and solutions, and use their knowledge in a variety 

of ways to solve problems while still in school.  

 

Each action verb indicates the underlying profile dimension of each particular specific 

objective.  Teachers are to read each objective carefully to know the profile dimension 

toward which you have to teach.  The major profile dimensions are: 

 

1.  Knowledge and Understanding (KU) 

2.  Application of Knowledge/Use of Knowledge (AK/UK) 
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3.  Attitudes and Values (AV)  

4.  Practical Skills (PS) 

 

In developing assessment procedures, select specific objectives in such a way that you will 

be able to assess a representative sample of the syllabus objectives. Each specific objective 

in the syllabus is considered a criterion to be achieved by the pupil. When you develop a 

test that consists of items or questions that are based on a representative sample of the 

specific objectives taught, the test is referred to as a “Criterion-Referenced Test”. In many 

cases, a teacher cannot test all the objectives taught in a term, in a year etc. The assessment 

procedure you use i.e. class tests, home work, projects etc. must be developed in such a 

way that it will consist of a sample of the important objectives taught over a period. 

School-based assessment (SBA) replaces continuous assessment 

School Based Assessment 

A new School Based Assessment system (SBA), formally referred to as Continuous 

Assessment is in use in Ghana as part of the new Educational Reforms starting September 

2008.  SBA is a very effective system for teaching and learning if carried out properly. The 

new SBA system is designed to provide schools with an internal assessment system that 

will help schools to achieve the following purposes: 

1. Standardize the practice of internal school-based assessment in all schools in the 

country. 

2. Provide reduced assessment tasks for each of the primary school subjects.  

3. Provide teachers with guidelines for constructing assessment items/questions and 

other assessment tasks. 

4. Introduce standards of achievement in each subject and in each class of the school 

system. 

5. Provide guidance in marking and grading of test items/questions and other 

assessment tasks. 

6. Introduce a system of moderation that will ensure accuracy and reliability of 

teachers’ marks. 

7. Provide teachers with advice on how to conduct remedial instruction on difficult 

areas of the syllabus to improve pupil performance. 

The marks for the SBA should together constitute the School Based Assessment component 

marked out of 60 per cent. The emphasis is to improve students’ learning by encouraging 

them to perform at a higher level. The SBA will hence consist of: 

 

➢ End-of-month tests 

➢ Home work assignments (specially designed for SBA) 

➢ Project 

 

The SBA system will consist of 12 assessments a year instead of the 33 assessments in the 

previous continuous assessment system. This will mean a reduction by 64% of the work 

load compared to the previous continuous assessment system. The 12 assessments are 

labeled as Task 1, Task 2, Task 3 and Task 4. Task 1-4 will be administered in Term 1; 

Tasks 5-8 will be administered in Term 2, and Tasks 9-12 administered in Term 3.  
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Task 1 will be administered as an individual test coming at the end of the first month of the 

term. The equivalent of Task 1 will be Task 5 and Task 9 to the administered in Term 2 and 

Term 3 respectively.  

Task 2 will be administered as a Group Exercise and will consist of two or three 

instructional objectives that the teacher considers difficult to teach and learn.  The selected 

objectives could also be those objectives considered very important and which therefore 

need pupils to put in more practice. Task 2 will be administered at the end of the second 

month in the term. 

 Task 3 will also be administered as individual test under the supervision of the class 

teacher at the end of the 11th or 12 week of the term.  

 

Task 4 (and also Task 8 and Task 12) will be a project to be undertaken throughout the 

term and submitted at the end of the term. Schools will be supplied with 9 project topics 

divided into three topics for each term.  A pupil is expected to select one project topic for 

each term. Projects for the second term will be undertaken by teams of pupils as Group 

Projects. Projects are intended to encourage pupils to apply knowledge and skills acquired 

in the term to write an analytic or investigative paper, write a poem  (as may be required in 

English and Ghanaian Languages), use science and mathematics to solve a problem or 

produce a physical three-dimensional product as may be required in Creative Arts and in 

Natural Science.  

 

Apart from the SBA, teachers are expected to use class exercises and home work as 

processes for continually evaluating pupils’ class performance, and as a means for 

encouraging improvements in learning performance. 

 

End-of-Term Examination 

 

The end-of-term examination is a summative assessment system and should consist of a 

sample of the knowledge and skills pupils have acquired in the term. The end-of-term test 

for Term 3 should be composed of items/questions based on the specific objectives studied 

over the three terms, using a different weighting system such as to reflect the importance of 

the work done in each term in appropriate proportions. For example, a teacher may build an 

end of term 3 test in such a way that it would consist of the 20% of the objectives studied in 

Term 1, 20% of the objectives studied in Term 2, and 60% of the objectives studied in 

Term 3.   

 

Combining SBA marks and End-of-Term Examination Marks 

 

The new SBA system is important for raising pupils’ school performance. For this reason, 

the 60 marks for the SBA will be scaled to 50 in schools. The total marks for the end of 

term test will also be scaled to 50 before adding the SBA marks and end-of-term 

examination marks to determine pupils’ end of term results. The SBA and the end-of-term 

test marks will hence be combined in equal proportions of 50:50. The equal proportions 

will affect only assessment in the school system. It will not affect the SBA mark proportion 

of 30% used by WAEC for determining examination results at the BECE. 
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Grading Procedure 

 

To improve assessment and grading and also introduce uniformity in schools, it is 

recommended that schools adopt the following grade boundaries for assigning grades: 

Grade A: 80 - 100% - Excellent 

Grade B: 70 - 79% - Very Good 

Grade C: 60 - 69% - Good 

Grade D: 45 - 59% - Credit (Satisfactory) 

Grade E: 35  -  44% - Pass 

Grade F: ≤       34% - Fail 

 

The grading system presented above shows the letter grade system and equivalent grade 

boundaries. In assigning grades to pupils’ test results, or any form of evaluation, you may 

apply the above grade boundaries and the descriptors. The descriptors (Excellent, Very 

Good etc) indicate the meaning of each grade. For instance, the grade boundary for 

“Excellent” consists of scores from 80 - 100. Writing “80%” for instance, without writing 

the meaning of the grade, or the descriptor for the grade i.e. “Excellent”, does not provide 

the pupil with enough information to evaluate his/her performance in the assessment. You 

therefore have to write the meaning of the grade alongside the score you write. Apart from 

the score and the grade descriptor, it will be important also to write a short diagnosis of the 

points the pupil should consider in order to do better in future tests etc.  

 

 

Comments such as the following may also be added to the grades: 

 

 Keep it up 

 Has improved  

 Could do better 

 Hardworking 

 Not serious in class 

 More room for improvement, etc. 

 

Note that the grade boundaries above are also referred to as grade cut-off scores. When you 

adopt a fixed cut-off score grading system as in this example, you are using the criterion-

referenced grading system.  By this system a pupil must make a specified score to earn the 

appropriate grade. This system of grading challenges pupils to study harder to earn better 

grades. It is hence very useful for achievement testing and grading. 

 

General Principles of Assessment 

 

1. Test developer must be clear about the learning target to be assessed.  This involves 

clearly specifying the intended learning goals and helps to select the appropriate 

assessment technique.   

2. The assessment technique selected must match the learning target.  The main criterion is 

whether the procedure is the most effective in measuring the learning target. 

3. Assessment techniques must serve the needs of the learners.  They should provide 

meaningful feedback to the learners about how closely they have approximated the 

learning targets. 
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4. Multiple indicators of performance provide a better assessment of the extent to which a 

student has attained a given learning target.  Assessment needs to be comprehensive. 

5. Proper use of assessment procedures requires that the user is aware of the limitations of 

each technique.  In interpreting the results of the assessment, these limitations must be 

considered.  

6. Assessment is a means to an end.  It is not an end in itself.  Assessment provides 

information upon which decisions are based. 

7. Evidence needs to be provided that the interpretations and use of students’ assessment 

results are appropriate and reliable. 

 

Purposes of Assessment 

Assessment provides information for decisions about students, curricula and programs, 

and educational policy.  These decisions are: 

1. Instructional Management decisions 

2. Selection decisions 

3. Placement decisions 

4. Counselling and Guidance decisions 

5. Credentialing and Certification decisions 

 

Instructional Management decisions 

1. Assessment provides knowledge about the readiness of individuals (pupils, students) to 

learn a new set of curricular content. 

2. Assessment enables the teacher to set realistic instructional goals and objectives for the 

class as well as individual pupils. 

3. Assessment helps the teacher to discover the learning difficulties of the pupils and to 

provide remedial action.  This diagnostic decision asks the question, ‘what learning 

activities will best adapt to this student’s individual requirements and thereby maximize 

the student’s opportunities to attain the chosen learning target? 

4. Assessment aids the teacher in the selection of the best instructional technique to adopt 

for the class and for each course. 

5. Assessment helps in the evaluation of the degree to which objectives in the classroom 

are being achieved. 

6. Assessment enables the teacher to determine the progress made by each individual 

student in learning. 

7. Assessment serves as a source of motivation and directs and facilitates students’ 

learning.  It helps them to set goals. 

8. Assessment provides feedback or knowledge of results to the students.  This helps 

students to identify their own strengths and weaknesses as well as progress. 

9. Assessment enables the teacher to assign grades to students which provide a record of 

their progress and achievement  

 

Selection decisions 

Assessments provide information to select the right calibre of people for admission, 

promotion, and awards of prizes.  Those not acceptable are rejected. 
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Placement decisions 

1. Assessments provide information to place students in courses and classes where they 

are likely to succeed in the future.   

2. Assessments provide the basis for grouping individuals for instruction in view of the 

individual differences. 

 

Counselling and Guidance decisions 

1. Assessments aid in providing guidance and counselling in social and psychological 

adjustment problems that affect the pupils’ performances in the classroom. 

2. Assessments are used to assist students to explore and choose careers and in directing 

them to prepare for the careers they select. 

 

Credentialing and Certification decisions 

Assessments enable students to acquire certificates that are needed for employment in 

the world of work. 

 

Assessment for Learning (AFL) 

 

Assessment for learning (Afl) is a recent term describing one of the important purposes 

of assessment.  It is one of the powerful ways of improving learning and raising standards 

(Black and William, 1998). Assessment for learning (Afl) is the process of seeking and 

interpreting evidence for use by learners and their teachers to decide where the learners are 

in their learning, where they need to go and how best to get there.   

 

Black and William (1998) also define assessment for learning as “all those activities 

undertaken by teachers and/or by their students, which provide information to be used as 

feedback to modify the teaching and learning activities in which they are engaged”. 

 

Assessment for learning (Afl) focuses on the gap between where a learner is in his/her 

learning, and where he/she needs to be – the desired goal. This can be achieved through 

processes such as sharing criteria with learners, effective questioning and feedback. 

 

Assessment for learning (Afl) 

• Comprises two phases—initial or diagnostic assessment and formative assessment  

• Assessment can be based on a variety of information sources (e.g., portfolios, works 

in progress, teacher observation, conversation)  

• Verbal or written feedback to the student is primarily descriptive and emphasizes 

strengths, identifies challenges, and points to next steps  

• As teachers check on understanding they adjust their instruction to keep students on 

track  

• No grades or scores are given - record-keeping is primarily anecdotal and descriptive  

• Occurs throughout the learning process, from the outset of the course of study to the 

time of summative assessment  

 

Assessment for learning (Afl) is distinguished from Assessment of learning (Aol) which is 

carried out purposely for grading and reporting.  Aol involves decisions about the merit of 

student performance in relation to standards of performance 

It is designed to measure student achievement and gauge what they have learned.  

http://www.ltscotland.org.uk/glossary/b/blackandwiliam.asp?strReferringChannel=assess
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Aol takes place at a point in time for the purpose of summarizing the current status of 

student achievement.  

 

It has well established guidelines including: 

1. It is accompanied by a number or letter grade (summative).  

2. It compares one student’s achievement with standards.  

3. The results can be communicated to the student and parents.  

4. It occurs at the end of the learning unit.  

 

The UK Assessment Reform Group (1999) identified the following seven key 

characteristics of assessment for learning. 

 

 

1. It is embedded in a view of teaching and learning of which it is an essential part. 

2. It involves sharing learning goals with learners. 

3. It aims to help pupils to know and to recognise the standards for which they are 

aiming. 

4. It involves pupils in self-assessment [and peer assessment]. 

5. It provides feedback that leads to pupils recognising their next steps and how to take 

them. 

6. It is underpinned by the confidence that every student can improve. 

7. It involves both teacher and pupils reviewing and reflecting on assessment data. 

 

 

 

The Assessment Reform Group in the UK in 2002 derived 10 principles for guidance in 

assessment for learning.  These principles are explained below. 

 

1. Assessment for learning should be part of effective planning of teaching and 

learning 

A teacher's planning should provide opportunities for both learner and teacher to obtain and 

use information about progress towards learning goals. It also has to be flexible to respond 

to initial and emerging ideas and skills. Planning should include strategies to ensure that 

learners understand the goals they are pursuing and the criteria that will be applied in 

assessing their work. How learners will receive feedback, how they will take part in 

assessing their learning and how they will be helped to make further progress should also 

be planned. 

2. Assessment for learning should focus on how students learn 

The process of learning has to be in the minds of both learner and teacher when assessment 

is planned and when the evidence is interpreted. Learners should become as aware of the 

'how' of their learning as they are of the 'what'. 

3. Assessment for learning should be recognised as central to classroom practice 

Much of what teachers and learners do in classrooms can be described as assessment. That 

is, tasks and questions prompt learners to demonstrate their knowledge, understanding and 
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skills. What learners say and do is then observed and interpreted, and judgements are made 

about how learning can be improved. These assessment processes are an essential part of 

everyday classroom practice and involve both teachers and learners in reflection, dialogue 

and decision making. 

4. Assessment for learning should be regarded as a key professional skill for teachers 

Teachers require the professional knowledge and skills to: plan for assessment; observe 

learning; analyse and interpret evidence of learning; give feedback to learners and support 

learners in self-assessment. Teachers should be supported in developing these skills 

through initial and continuing professional development. 

5. Assessment for learning should be sensitive and constructive because any 

assessment has an emotional impact 

Teachers should be aware of the impact that comments, marks and grades can have on 

learners' confidence and enthusiasm and should be as constructive as possible in the 

feedback that they give. Comments that focus on the work rather than the person are more 

constructive for both learning and motivation. 

6. Assessment for learning should take account of the importance of learner motivation 

Assessment that encourages learning fosters motivation by emphasising progress and 

achievement rather than failure. Comparison with others who have been more successful is 

unlikely to motivate learners. It can also lead to their withdrawing from the learning 

process in areas where they have been made to feel they are 'no good'. Motivation can be 

preserved and enhanced by assessment methods which protect the learner's autonomy, 

provide some choice and constructive feedback, and create opportunity for self-direction. 

7. Assessment for learning should promote commitment to learning goals and a shared 

understanding of the criteria by which they are assessed 

For effective learning to take place learners need to understand what it is they are trying to 

achieve - and want to achieve it. Understanding and commitment follows when learners 

have some part in deciding goals and identifying criteria for assessing progress. 

Communicating assessment criteria involves discussing them with learners using terms that 

they can understand, providing examples of how the criteria can be met in practice and 

engaging learners in peer and self-assessment. 

8. Learners should receive constructive guidance about how to improve 

Learners need information and guidance in order to plan the next steps in their learning. 

Teachers should: 

• pinpoint the learner's strengths and advise on how to develop them  

• be clear and constructive about any weaknesses and how they might be addressed  

• provide opportunities for learners to improve upon their work. 
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9. Assessment for learning develops learners' capacity for self-assessment so that they 

can become reflective and self-managing 

Independent learners have the ability to seek out and gain new skills, new knowledge and 

new understandings. They are able to engage in self-reflection and to identify the next steps 

in their learning. Teachers should equip learners with the desire and the capacity to take 

charge of their learning through developing the skills of self-assessment. 

10. Assessment for learning should recognise the full range of achievements of all 

learners 

Assessment for learning should be used to enhance all learners' opportunities to learn in all 

areas of educational activity. It should enable all learners to achieve their best and to have 

their efforts recognised. 

Assessment for learning (Afl) therefore results in assessments that: 

✓ Encourage, not discourage; 

✓ Build confidence, not anxiety; 

✓ Bring hope, not hopelessness; 

✓ Offer success, not frustration; 
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UNIT    2 

 

GOALS AND LEARNING TARGETS OF INSTRUCTION 

 

Definition of terms 

Instructional Objective: A stated desirable outcome of education or an intended learning 

outcome in terms of the types of performance students are able to demonstrate at the 

end of instruction to show that they have learned what was expected of them.  By the 

end of the lesson, students should be able to define the term, taxonomy. 

Behavioural objectives: A statement that specifies what observable performance the 

learner should be engaged in when the achievement of the objective is evaluated.  

Behavioural objectives require action verbs such as discuss, write, read, state. 

Learning objectives: These specify what the teacher likes the students to do, value, or 

feel at the completion of an instructional segment. 

 

Importance of learning objectives (targets) for classroom assessment 

1. Learning objectives make the general planning for an assessment procedure easier 

through the knowledge of specific outcomes. 

2. The selection, designing and construction of assessment instruments depend on 

knowing which specific outcome should be assessed. 

3. Evaluating an existing assessment instrument becomes easier when specific outcomes 

are known. 

4. They help to judge the content relevance of an assessment procedure.  Specific learning 

outcomes provide information for the judgment. 

 

Taxonomies of educational objectives 

 Taxonomies are hierarchical schemes for classifying learning objectives into various 

levels of complexity.  There are three main domains of educational objectives.   

These are (1) cognitive, (2) affective, (3) psychomotor 

 

Cognitive domain objectives produce outcomes that focus on knowledge and abilities 

requiring memory, thinking, and reasoning processes. 

Affective domain objectives produce outcomes that focus on feelings, interests, attitudes, 

dispositions and emotional states. 

Psychomotor domain objectives produce outcomes that focus on motor skills and 

perceptual processes. 

 

The Cognitive domain 

This domain was developed by Benjamin Bloom in 1956, hence it is known as Bloom’s 

taxonomy of educational objectives.  The taxonomy classifies educational objectives 

into 6 main headings. 

i. Knowledge.  This involves the recall of specific facts, methods and processes.  

They include those objectives, which deal with the recall or recognition of 

knowledge and the development of intellectual abilities and skills.  It is often 

defined as the remembering of previously learned material.  Illustrative verbs 

include define, identify, label. 
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ii. Comprehension.  It is the ability to grasp the meaning of material.  It is shown by 

translating material from one form to another, or by interpreting material 

(explaining or summarizing). Illustrative verbs include convert, explain, 

summarize  

 

iii. Application.  This refers to the ability to use learned material in new and 

concrete situations.  This includes the application of such things as rules, 

methods, concepts, principles etc.  Illustrative verbs include change, compute, 

and prepare. 

iv. Analysis.  This is the ability to break down material into its component parts so 

that its organizational structure may be understood.  This includes the 

identification of parts, analysis of the relationships between parts etc. Illustrative 

verbs include break down, differentiate, illustrate 

v. Synthesis.  This refers to the ability to put parts together to form a new whole.  

This may involve the production of a unique communication, or a plan of 

operations. Illustrative verbs include categorize, combine, organize 

vi. Evaluation.  This is the ability to judge the value of material (e.g. novel, poem, 

and research report) for a given purpose.  The judgments are based on definite 

criteria. Illustrative verbs include appraise, contrast, support. 

 

Revised Bloom’s Taxonomy 

1. Remember Retrieve relevant knowledge from long-term memory. 

✓ Recognizing (identifying) 

✓ Recalling (retrieving) 

2. Understand Construct meaning from instructional messages, including  

   oral, written, and graphic communication 

✓ Interpreting (clarifying, paraphrasing, representing, translating) 

✓ Exemplifying (illustrating, instantiating) 

✓ Classifying (categorizing, subsuming) 

✓ Summarizing (abstracting, generalizing) 

✓ Inferring (concluding, extrapolating, interpolating, predicting) 

✓ Comparing (contrasting, mapping, matching) 

✓ Explaining (constructing models) 

3. Apply  Carry out or use a procedure in a given situation. 

✓ Executing (carrying out) 

✓ Implementing (using) 

4. Analyze  Break material into its constituent parts and determine how the parts 

relate to one another and to an overall structure or purpose 

✓ Differentiating (discriminating, distinguishing, focusing, selecting) 

✓ Organizing (finding coherence, intergrating, outlining, parsing, 

structuring) 

✓ Attributing (deconstructing) 

5. Evaluate  Make judgments based on criteria and standards 

✓ Checking (coordinating, detecting, monitoring, testing 

✓ Critiquing (judging) 
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6. Create  Put elements together to form a coherent or functional whole;  

  reorganize elements into a new pattern or structure. 

✓ Generating (hypothesizing) 

✓ Planning (designing) 

✓ Producing (constructing) 

 

Quellmalz (1985) also proposed a cognitive taxonomy, which has five categories.  These 

are: 

 

i. Recall.  This requires that students recognize or remember key facts, definitions, 

concepts, rules, and principles.  They require students to repeat verbatim or to 

paraphrase given information.  e.g. Who wrote the story? 

ii. Analysis.  Students divide a whole into component elements, e.g. What are the 

different parts of the story? 

iii. Comparison.  This requires students to recognize or explain similarities and 

differences.  e.g. How was this story like the last one? 

iv. Inference.  Students are given a generalization and are required to recognize 

evidence or details and are required to come up with the generalization.  e.g. 

What might be a good title for the story? 

v. Evaluation.  Students are required to judge quality, credibility, worth, or 

practicality.  e.g. Is this a good story? 

 

The Affective domain 

This was developed by David Krathwohl, Benjamin Bloom and Masia in 1964.  They 

classified educational objectives in the affective domain into 5 categories. 

i. Receiving:  It is the lowest level of learning outcomes in the affective domain.  It 

is the willingness of a student/pupil to attend to particular phenomena/stimuli 

(e.g. classroom activities, reading textbook or library books, doing class 

assignments etc.).  Examples of general instructional objectives include; listen 

attentively, and attends closely to the classroom activities.  Illustrative verbs that 

are used include asks, chooses, follows, gives, holds, names. 

ii. Responding:  It is the active participation of a student/pupil in given activities.  

The student/pupil does not only attend to particular stimuli but also reacts to it in 

some way.  The student/pupil may read an assigned material or does an 

assignment or project.  Examples of general instructional objectives include; 

completes assigned homework, obeys school rules and regulations. Illustrative 

verbs that are used include answers, assists, complies, conforms, discusses, 

greets, practices, writes. 

iii. Valuing:  It is concerned with the worth or value a student/pupil attaches to a 

particular object, phenomenon or behaviour.  The value ranges from a simple 

acceptance of a value to a more complex level of commitment.  Examples of 

general instructional objectives include; shows concern for the welfare of others, 

appreciates the role of science in everyday life.  Illustrative verbs include 

completes, describes, differentiates, explains, follows, initiates, invites, joins, 

reads. 
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iv. Organization:  It is the ability to bring together different values, resolving 

conflicts between them, and beginning to build and internally consistent value 

system.  Students/pupils begin to develop philosophies of life.  Examples of 

general instructional objectives include; accepts responsibility for own 

behaviour, understands and accepts own strengths and weaknesses.  Illustrative 

verbs include adheres, alters, arranges, combines, compares, completes, defends. 

v. Characterization by a value or value complex:  This is the highest level in the 

affective domain.  At this level, the individual student/pupil has a value system 

that has controlled his/her behaviour for a sufficiently long time for him/her to 

have developed a characteristic lifestyle.  Examples of general instructional 

objectives include; practices cooperation in group activities, maintains good 

study habits.  Illustrative verbs include acts, discriminate, displays, influences, 

listens, modifies, performs, practices, proposes, qualifies. 

 

The Psychomotor domain 

Simpson (1972) and Harrow (1972) developed categories in this domain.  Simpson 

produced 7 categories while Harrow had 6 categories. 

 

Simpson’s categories 

1. Perception.  This is the lowest level.  It is the ability to use the sense organs to 

obtain cues that guide motor activity.  For example, relating the sound of drums 

to the dance type.  Illustrative verbs include, choose, describe, detect, identify. 

2. Set.  It is the readiness to take a particular type of action.  Demonstrating a proper 

position to save a penalty kick in a soccer game.  Illustrative verbs include, 

begin, displays, explains, shows, starts. 

3. Guided response.  It involves the early stages in learning a complex skill.  For 

example, starting a car while beginning to learn how to drive.  Illustrative verbs 

include, assemble, build, construct, display. 

4. Mechanism.  This occurs when a learned activity has become habitual and 

movements are performed with confidence and proficiency.  For example, 

typing, operating a video recorder.  Illustrative verbs include sketch, fix, fasten, 

dissect, assemble. 

5. Complex Overt Response.  It is the ability to perform complex acts.  For 

example, driving an articulator truck, performing skilfully on the piano.  

Illustrative verbs include assemble, build, construct, organize. 

6. Adaptation.  It is the ability to modify movement patterns from well-developed 

skills to fit special requirements or situations.  For example, modify piano 

rhythms to suit local songs.  Illustrative verbs include adapt, alter, change, 

reorganize. 

7. Origination.  This is the highest level.  It involves the ability to create new 

movement patterns to meet a specific need or particular problem.  Creativity and 

originality are emphasized.  For example, design a new computer software, create 

a new musical dance.  Illustrative verbs include arrange, create, design, originate. 
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Harrow’s (1972) categories 

1. Reflex movements are actions elicited without learning in response to some stimuli. 

Examples include: flexion, extension, stretch, postural adjustments. 

2. Basic fundamental movements are inherent movement patterns which are formed by 

combining of reflex movements and are the basis for complex skilled movements. 

Examples are: walking, running, pushing, twisting, gripping, grasping, manipulating. 

3. Perceptual abilities refers to interpretation of various stimuli that enable one to make 

adjustments to the environment. Visual, auditory, kinesthetic, or tactile discrimination. 

Suggests cognitive as well as psychomotor behavior. Examples include: coordinated 

movements such as jumping rope, punting, or catching. 

4. Physical activities require endurance, strength, vigor, and agility which produces a 

sound, efficiently functioning body. Examples are: all activities which require a) 

strenuous effort for long periods of time; b) muscular exertion; c) a quick, wide range of 

motion at the hip joints; and d) quick, precise movements. 

5. Skilled movements are the result of the acquisition of a degree of efficiency when 

performing a complex task. Examples are: all skilled activities obvious in sports, 

recreation, and dance. 

6. Non-discursive communication is communication through bodily movements ranging 

from facial expressions through sophisticated choreographies. Examples include: body 

postures, gestures, and facial expressions efficiently executed in skilled dance 

movement and choreographies. 
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UNIT    3 

 

CHARACTERISTICS OF TESTS 

 

TEST VALIDITY AND RELIABILITY 

 

Test Validity 

 

Definition:  Nitko (1996, p. 36) defined validity as the “soundness of the interpretations 

and use of students’ assessment results”.  Validity emphasizes the interpretations and use of 

the results and not the test instrument.  Evidence needs to be provided that the 

interpretations and use are appropriate. 

 

Nature of validity: 

 In using the term validity in relation to testing and assessment, five points have to be 

borne in mind. 

1. Validity refers to the appropriateness of the interpretations of the results of an 

assessment procedure for a group of individuals.  It does not refer to the procedure of 

instrument itself. 

2. Validity is a matter of degree.  Results have different degrees of validity for different 

purposes and for different situations.  Assessment results may have high, moderate or 

low validity. 

3. Validity is always specific to some particular use or interpretation.  No assessment is 

valid for all purposes. 

4. Validity is a unitary concept that is based on various kinds of evidence. 

5. Validity involves an overall evaluative judgment.  Several types of validity evidence 

should be studied and combined. 

 

Principles for validation 

 There are four principles that help a test user/giver to decide the degree to which 

his/her assessment results are valid. 

1. The interpretations (meanings) given to students’ assessment results are valid only to 

the degree that evidence can be produced to support their appropriateness. 

2. The uses made of assessment results are valid only to the degree that evidence can be 

produced to support their appropriateness and correctness. 

3. The interpretations and uses of assessment results are valid only when the educational 

and social values implied by them are appropriate. 

4. The interpretations and uses made of assessment results are valid only when the 

consequences of these interpretations and uses are consistent with appropriate values. 

 

Categories of validity evidence 

 

There are 3 major categories of validity evidence. 

 

1. Content-related evidence   

This type of evidence refers to the content representativeness and relevance of tasks or 

items on an instrument.  Judgments of content representativeness focus on whether the 



 25 

assessment tasks are a representative sample from a larger domain of performance.  

Judgments of content relevance focus on whether the assessment tasks are included in 

the test user’s domain definition when standardized tests are used. 

Content-related evidence answers questions like: 

i. How well do the assessment tasks represent the domain of important content? 

ii. How well do the assessment tasks represent the curriculum as defined? 

iii. How well do the assessment tasks reflect current thinking about what should be 

taught and assessed? 

iv. Are the assessment tasks worthy of being learned? 

 

To obtain answers for the questions, a description of the curriculum and content to be 

learned (or learned) is obtained.  Each assessment task is checked to see if it matches 

important content and learning outcomes.  Each assessment task is rated for its relevance, 

importance, accuracy and meaningfulness.   

 

One way to ascertain content-related validity is to inspect the table of specification which is 

a two-way chart showing the content coverage and the instructional objectives to be 

measured.  

 

2. Criterion-related evidence   

This type of evidence pertains to the empirical technique of studying the relationship 

between the test scores or some other measures (predictors) and some independent external 

measures (criteria) such as intelligence test scores and university grade point average.  

Criterion-related evidence answers the question, How well the results of an assessment can 

be used to infer or predict an individual’s standing on one or more outcomes other than the 

assessment procedure itself.  The outcome is called the criterion.  

 

There are two types of criterion-related evidence.  These are concurrent validity and 

predictive validity.   

Concurrent validity evidence refers to the extent to which individuals’ current status on a 

criterion can be estimated from their current performance on an assessment instrument.  

For concurrent validity, data are collected at approximately the same time and the purpose 

is to substitute the assessment result for the score of a related variable.  e.g. a test of 

swimming ability vrs swimming itself to be scored.   

Predictive validity evidence refers to extent to which individuals’ future performance on a 

criterion can be predicted from their prior performance on an assessment instrument.  For 

predictive validity, data are collected at different times.  Scores on the predictor variable 

are collected prior to the scores on the criterion variable.  The purpose is to predict the 

future performance of a criterion variable.  e.g. Using WASSCE results to predict the first 

year GPA in the University of Cape Coast. 

 

Criterion-related validation is done by computing the coefficient of correlation between the 

assessment result and the criterion.  The correlation coefficient is a statistical index that 

quantifies the degree of relationship between the scores from one assessment and the scores 

from another.  This coefficient is often called the validity coefficient and takes values from  

–1.0 to +1.0.   
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Expectancy tables can also be used for validation.  An expectancy table is a two-way table 

that allows one to say how likely it is for a person with a specific assessment result to attain 

each criterion score level. 

 

 

An example of an expectancy table 

 

Predicto

r 

test 

score 

Percent of pupils receiving each grade 

F D C B A Totals 

90-99   20 60 20 100 

80-89  8 33 42 17 100 

70-79  20 33 40 7 100 

60-69  22 44 28 6 100 

50-59 6 28 44 22  100 

40-49 7 40 33 20  100 

30-39 17 42 33 8  100 

20-29 25 50 25   100 

10-19 100     100 

 

Determine the degree of success by using a grade e.g. C or better.  A question will be, 

What is the probability that a person with a score of 65 will succeed in this course (i.e. 

obtaining grade C or better)?  The score of 65 lies in the 60-69 class and for this class, 78% 

(44+28 +6) are successful, so the person has a 78% chance of success. 

 

3. Construct-related evidence:  This type of evidence refers to how well the assessment 

results can be interpreted as reflecting an individuals’ status regarding an educational or 

psychological trait, attribute or mental process.  Examples of constructs are 

mathematical reasoning, reading comprehension, creativity, honesty and sociability. 

 

Methods of construct validation 

i. Define the domain or tasks to be measured.  Specifications must be very well defined 

so that the meaning of the construct is clear.  Expert judgment is then used to judge the 

extent to which the assessment provides a relevant and representative measure of the 

task domain. 

ii. Analyze mental process required by the assessment tasks.  Examine the assessment 

tasks or administer the tasks to individual students and have them “think aloud” as they 

perform the tasks. 

iii. Compare the scores of known groups.  Groups that are expected to differ on the 

construct, e.g. by age, or training may both be given the same assessment tasks. 

iv. Correlate the assessment scores with other measures.  Similar constructs are 

expected to produce high correlation. E.g. two assessments on creativity are expected to 

produce high correlation. 
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Factors affecting validity 

1. Unclear directions.  Validity is reduced if students do not clearly understand how to 

respond to the items and how to record the responses or the amount of time available. 

2. Too difficult reading vocabulary and sentence structure tends to reduce validity.  The 

assessment may be measuring reading comprehension which is not to be measured. 

3. Ambiguous statements in assessment tasks and items.  This confuses students and 

makes way for different interpretations thus reducing validity. 

4. Inadequate time limits.  This does not provide students with enough time to respond and 

thus may perform below their level of achievement.  This reduces validity. 

5. Inappropriate level of difficulty of the test items.  Items that are too easy or too difficult 

does not provide high validity. 

6. Poorly constructed test items.  These items may provide unintentional clues which may 

cause students to perform above their actual level of achievement.  This lowers validity. 

7. Test items being inappropriate for the outcomes being measured lowers validity. 

8. Test being too short.  If a test is too short, it does not provide a representative sample of 

the performance being interested in and this lowers validity. 

9. Improper arrangement of items.  Placing difficult items in the beginning of the test may 

put some students off and cause them to become unstable thereby performing below 

their level of performance thus reducing validity.  

10. Identifiable pattern of answers.  Placing the answers to tests like multiple-choice and 

true/false types enables students to guess the correct answers more easily and this 

lowers validity. 

11. Cheating.  When students cheat by copying answers or helping their friends with 

answers to test items, validity is reduced. 

12. Unreliable scoring.  Scoring of test items especially essay tests may lower reliability if 

they are not scored reliably. 

13. Student emotional disturbances.  These interfere with their performance thus reducing 

validity. 

14. Fear of the assessment situation.  Students can be frightened by the assessment situation 

and are unable to perform normally.  This reduces their actual level of performance and 

consequently, lowers validity. 

 

Test Reliability 

 

Definition 

Reliability is the degree of consistency of assessment results.  It is the degree to which 

assessment results are the same when (1) the same tasks are completed on two different 

occasions (2) different but equivalent tasks are completed on the same or different 

occasions, and (3) two or more raters mark performance on the same tasks. 

 

Points to note when applying the concept of reliability to testing and assessment. 

i. Reliability refers to the results obtained with an assessment instrument and not to the 

instrument itself. 

ii. An estimate of reliability refers to a particular type of consistency. 

iii. Reliability is a necessary condition but not a sufficient condition for validity. 

iv. Reliability is primarily statistical.  It is determined by the reliability coefficient, which 

is defined as a correlation coefficient that indicates the degree of relationship between 

two sets of scores intended to be measures of the same characteristic.  It ranges from 

0.0 - 1.0 
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Definition of terms: 

Obtained (Observed) score:  Actual scores obtained in a test or assessment. 

Error score:  The amount of error in an obtained score. 

True score:  The difference between the obtained and the error scores.  It is the portion of 

the observed score that is not affected by random error.  An estimate of the true score of a 

student is the mean score obtained after repeated assessments under the same conditions. 

X = T + E 

Reliability can be defined theoretically as the ratio of the true score variance to the 

observed score variance.  i.e. rxx = 
2

2

x

t

s

s
 

Standard error of measurement:  It is a measure of the variation within individuals on a 

test.  It is an estimate of the standard deviation of the errors of measurement.  It is obtained 

by the formula: Se = Sx xxr−1  or SEM = SDx√ ntycoefficiereliabilit−1 , where Sx or SDx 

is the standard deviation of the obtained scores.  For example, given that, rxx = 0.8, Sx = 

4.0,  

SEM = 4 8.01− = 4 2.0 = 4 x 0.447 = 1.788 

 

Interpreting standard errors of measurement 

1. It estimates the amount that a student is likely to deviate from her/his true score. e.g. 

SEM=4 indicates that a student’s obtained scores lies 4 points above or below the true 

score.  An obtained score of 75 means the true score is either 71 or 79.  The true score 

therefore lies between 71 and 79.  71-79 therefore provides a confidence band for 

interpreting an obtained score.  A small standard error of measurement indicates high 

reliability providing greater confidence that the obtained score is near the true score. 

2. In interpreting the scores of two students, if the ends of the bands do overlap as in 

Example 1, then there is no real difference between the two scores.  However, if the two 

bands do not overlap as in Example 2, there is a real difference between the scores.  

40       40 

 

             36 

        35     35    34        No overlap 

    Overlap 

       

         30     30    30 

  

  

       25 

Example 1.  SEM = 5    Example 2.  SEM = 2 

Suppose Grace had 34 and    Suppose George had 38 and Aku 32 

Fiifi 32 in a quiz.     in a quiz.  

There is overlapping.    There is no overlapping. 
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Reliability coefficient:  A correlation coefficient that indicates the degree of relationship 

between two sets of scores intended to be measures of the same characteristic (e.g. 

correlation between scores assigned by two different raters or scores obtained from 

administration of two forms of a test) 

 

Methods of estimating reliability 

1. Test-retest method.  This is a measure of the stability of scores over a period of time.  

The same test is given to a group of students twice within an interval ranging from 

several minutes to years.  The scores on the two administrations are correlated and the 

result is the estimate of the reliability of the test.  The interval should be reasonable, not 

be too short nor too long. 

2. Equivalent forms method.  Two test forms, which are alternate or parallel with the same 

content and level of difficulty for each item, are administered to the same group of 

students.  The forms may be given on the same or nearly the same occasion or a time 

interval will elapse before the second form is given.  The scores on the two 

administrations are correlated and the result is the estimate of the reliability of the test. 

3. Split-half method.  This is a measure of internal consistency.  A single test is given to 

the students.  The test is then divided into two halves for scoring.  The two scores for 

each student are correlated to obtain the estimate of reliability.  The test can be split into 

two halves in several ways.  These include using (i) odd-even numbered items, and (ii) 

first half-second half.  The Spearman-Brown prophecy formula is often used to obtain 

the reliability coefficient.  This is given by: 

 

ryy ( )
scores test halfbetween on correlasti  1

scores test halfbetween n correlatio x 2
yreliabilit test Whole

+
=  

 

Suppose correlation between half test scores was 0.75. 

ryy 86.0
75.1

50.1

0.75  1

0.75 x 2
==

+
=  

 

4. Kuder-Richardson method.  This is also a measure of internal consistency.  A single 

administration of the test is used.  Kuder-Richardson Formulas 20 and 21 (KR20 & 

KR21) are used mostly for dichotomously scored items (i.e. right or wrong).  KR20 can 

be generalized to more than one-correct response items (e.g. attitude scales ranging 

from 5 to 1 on a 5-point scale).  Such estimates are called Coefficient Alpha. 
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5. Inter-rater reliability.  Two raters each score a students paper.  The two scores for all the 

students are correlated.  This estimate of reliability is called scorer reliability or inter-

rater reliability.  It is an index of the extent to which the raters were consistent in rating 

the same students.   
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Factors influencing reliability 

1. Test length.  Longer tests give more reliable scores.  A test consisting of 40 items will 

give a more reliable score than a test consisting of 25 items.  Wherever practicable, give 

use more items. 

2. Group variability.  The more heterogeneous the group, the higher the reliability.  The 

narrower the range of a group’s ability, the lower the reliability.  Differentiate among 

students.  Use items that differentiate the best students from the less able students. 

3. Difficulty of items.  Too difficult or too easy items produce little variation in the test 

scores.  This in turn lowers reliability.  The difficulty of the assessment tasks should be 

matched to the ability level of the students. 

4. Scoring objectivity.  Subjectively scored items result in lower variability.  More 

objectively scored assessment results are more reliable.  For subjectively-scored items, 

multiple markers are preferred. 

5. Speed.  Tests, where most students do not complete the items due to inadequate 

allocation of time, result in lower reliability.  Sufficient time should be provided to 

students to respond to the items. 

6. Sole marking.  Using multiple markers improves the reliability of the assessment 

results.  A single person grading may lead to low reliability especially of essay tests, 

term papers, and performances.  Averaging the results of several markers increases 

reliability. 

7. Testing conditions.  Where test administrators do not adhere strictly to uniform test 

regulations and practices, students’ scores may not represent their actual level of 

performances and this tends to reduce reliability.  In cases of the test-retest method of 

estimating reliability, this issue is of a great concern. 

 
 


