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Abstract

Classroom-based assessment validation has received considerable critical attention and many
conceptualisations have emerged. While these conceptualisations are helpful in advancing our
assessment knowledge, there is a need for a more learning-oriented teacher assessment
practice validation. This paper builds on previous validation theories and approaches to
redefine the validity of classroom-based assessment in terms of practical, useful, and
trustworthy interpretation and uses of classroom assessment in enhancing learning and
teaching. Further, the paper sets relevant inferences and prioritises teachers as sources of
evidence in assessment evaluation based on pragmatic principles and Vygotsky s
sociocultural theory. This explication is valuable in exploring a learning-centred validation
approach for evaluating classroom assessment. The paper suggests practical principles for
evaluating learning-oriented, teacher-based assessment. Lastly, the paper concludes by
articulating implication of the approach in any contemporary assessment system.

Keywords: Evaluation, formative assessment practice, learning-centred assessment, validation,
validity

Introduction

Classroom-based assessment validation has received critical attention and many
conceptualisations have emerged (e.g., Bonner, 2013; Chapelle & Voss, 2013; Deluca, 2011;
Kane, 2016; Kunnan, 2018). While these conceptualisations are helpful in advancing our
assessment knowledge, there is a need for a more theoretical conceptualisation of a learning-
oriented teacher assessment practice validation. This paper provides a theoretical explication of
a classroom-based assessment validation approach as a practical alternative to the traditional
validation framework to address how teachers might be engaged to provide context-based
evidence for evaluating classroom assessment’ s practicality, trustworthiness, and usefulness.
The current validation approaches have failed to provide learning-oriented evidence for many
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reasons, such as the absence of learning-oriented interactions between evaluators, users of
assessment data, and students. Also, traditional validation approaches are influenced mainly by
positivist thinking, viewing learning as a structural activity, and using the deductive method to
provide evidence for the claims about learning, seen as an ordered phenomenon (Kaboub,
2008). Another shortcoming of traditional approaches is the need for more scaffolding for
teachers to implement this evaluation in their practice, as teacher education may be insufficient
in providing such expertise (Leung, 2015; Pea, 2004).

Based on these limitations, we argue that classroom-based assessment validation should
focus on the consequential use of assessment and assessment data based on the conceptual
framework of assessment for learning (AL). The classroom-based assessment validation would
be the most practical approach, especially when assessment is conceptualised within a broader
pedagogical model. Thus, evaluating the effectiveness of assessment should focus on how
assessment and assessment data are used to help improve learning and teaching activities. A
learning-centred validation approach is needed to account for the various assessment
processes that improve learning and teaching. Also, this approach would account for the actual
classroom context, with students having individual learning characteristics and needs, and
coming from diverse cultural and language backgrounds. This student diversity in the
classroom contributes to assessment content and constructs becoming more complex to
measure, as these constructs are value-laden with social and cultural implications (Deluca,
2011).

Given the current understanding of classroom assessment, which entails teachers
employing a range of assessments from informal contingent formative assessments to the most
formal summative assessment (Davison, 2007; Black & Wiliam, 2018), effective assessment
systems should be tailored towards improving learning and teaching. This paper proposes a
learning-oriented validation framework to evaluating teacher assessment practices by
answering the following questions:

1. What are the limitations of the traditional validation approaches for teacher

assessment?

2. How do pragmatic and sociocultural theories address the tensions of balancing

accuracy and diversity in validating socio-culturally informed classroom assessment?

3. What evaluation framework could be used to support teachers’ assessment

evaluation practices and embedding this into teacher professional practices?

Theoretical Framework

The Effective Assessment System

An effective, well-balanced classroom-based assessment system requires a learning-centred
validation framework and uses all forms of assessments and multiple sources of evidence
(qualitative and quantitative) in supporting learning and teaching activities (Chappuis, et al.,
2017; Davison & Michell, 2014). Any form of assessment, from contingent in-class formative
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assessment (FA) to the most formal summative assessment (SA), including national and
international tests, can be used to support learning and teaching activities and for reporting
student outcomes for accountability purposes (Davison, 2007).

The strategic placing of classroom assessment at the centre of instruction and pedagogy
is widely noted in an educational system due to its impact on learning and teaching (Black &
Wiliam, 1998, 2018). However, this impact seems limited, as the current debate highlights
teachers’ challenges in using formative and summative assessment data for learning and
teaching (Mosher & Heritage, 2017; Yan, et al,, 2022). Using assessment for learning and
teaching is the very essence of postulating a learning-oriented assessment influenced by
principles of assessment 7or learning (AL) (Assessment Reform Group, 2002). The AA principles
are increasingly taken up to underpin teacher assessment practices, including using SA to
enhance teaching and learning (Black, 1993: 199; Black, et al., 2011, 2003; Chappuis, et al., 2017;
Davison, 2019; Davison & Leung, 2009; Popham, 2017). This AL concept differs from the
traditional outlook on assessment, which is the assessment of learning (AoL), where assessment
is used to determine student achievement. Therefore, an effective assessment system, based on
AL principles, discourages teacher assessment practices that centre teachers using assessment
data in a summative way to meet the accountability requirements (Brookhart, 2020; Mosher &
Heritage, 2017; Shepard, 2020; Willis & Klenowski, 2018).

Consequently, research in assessment suggests that teachers can only fully understand
and implement effective assessment when they recognise the social, political, and economic
contribution and impact of their assessment practices and how these factors shape their
assessment practices (Gipps, 1999). Through this sociocultural lens, teachers should see
assessment as a tool that can be used to create a learning community (Hayward, 2015; Lave,
1991) of students and teachers, which then shapes teacher classroom practices and student
learning behaviour. From this perspective, learning is not just the individual cognitive processes
but also involves the social processes and cultural settings that influence learning. Similarly,
others have highlighted the importance of social interactions, cultural contexts, and the belief
systems of both students and teachers and how these factors shape students’ identity (Black,
et al., 2006; Cowie, 2005; Keppell & Carless, 2006; Marshall & Drummond, 2006; Munns &
Woodward, 2006), and the nature of control in the classroom shapes learning (Black & Wiliam,
2009). Although one of the aims of using assessment in the classroom is to guide students to
become self-regulated and independent learners, self-regulation is critically dependent on
interactions with their teachers and peers to activate and support their learning. The
conceptualisation of teacher assessment for learning (AA) literacy from a sociocultural
perspective highlights the pivotal place of teachers’ beliefs and roles in activating student
learning. Irrespective of the types of assessment being used in the classroom, the dynamics of
the sociocultural context of learners should be considered when interpreting and using
assessment results to improve instruction and promote learning (Gipps, 1999; Nortvedt, et al.,
2020).
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Given the complexities of an effective classroom-based assessment system, the current
validation approaches must provide the framework that accounts for the practicality,
usefulness, and trustworthiness of teacher assessment practices. There is a need to reframe it to
ensure that teachers can make relevant inferences based on the consequential validity of
assessment, where the main aim of using assessment is to improve learning and teaching
activities. The following section highlights the limitations of the current validation approaches,
arguing their insufficiency in addressing the issues around classroom assessment.

Inadequacy of Traditional Validation Approaches

The current validation approaches are measurement-oriented approaches, which are carried
out with psychometric principles by focusing on the consistent measurement of student
achievement (Farnsworth, 2013; Kane, 1992, 2001, 2006, 2013; Marion & Pellegrino, 2007;
Messick, 1989; Sireci, 2013). Although it started as a systematic process of determining the
validity of a test, validation, however, has been approached in different ways since the formal
treatise of validity by Frank Freeman, who discussed the ‘technique and validity of test
methods’ in the annual report of the Psychological Bulletin of 1914 and the 1921 call for a
consensus meaning of validity by the National Association of Directors of Educational Research
(Newton & Shaw, 2014). In this section, we present a snapshot of the theoretical positions
underpinning traditional validation, how these apply present-day classroom assessment
evaluation and then highlight some of the limitations in applying them to classroom
assessment evaluation. Educational assessment validation, therefore, has been influenced by
two broad theories — the standard-based validation approach and the argument-based
approach.

Standards-based validation theories

Standards are conventions that are usually associated with a formal document developed by an
organisation, used for regulating the activities of professionals and as a means of ensuring
good practices in a particular profession. Various standards have been promulgated to direct
assessment evaluation. The National Association of Directors of Educational Research led the
first formal attempt to set standards in the design, development, and implementation of
educational measurement. However, the widely used document is the Standards for
Educational and Psychological Testing (henceforth Standards), by the American Educational
Research Association (AERA), the American Psychological Association (APA), and the National
Council on Measurement in Education (NCME), which have gone through different editions
(1966, 1974, 1985, 1999, and 2014).

Standards for assessment validation were informed by validity theory, considered as the
extent to which a test measures what it was supposed to measure (Newton & Shaw, 2014). This
understanding ensures evidence is provided for physical quality and content accuracy to
support conclusions from an assessment. This approach limited the potential of using
assessment to support teaching and improve learning, while the approach to investigating
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validity was inadequate due to how it was conceptualised (Xi & Sawaki, 2017). Evidence to
validate assessment was not informed by test users, particularly teachers and learners, but only
by undertaking correlational and test item analyses (Xi & Sawaki, 2017).

Secondly, the trinitarian theory of validity directs all measurement-oriented validation by
providing evidence for the content validity, criterion validity, and construct validity as
determined by the combined effort of the AERA, APA, and NCME. The trinitarian framework
involves investigating the  ‘validity (face validity, validity by content, validation of the
conditions required to answer test items, and empirical validation, namely, concurrent and
criterion-based validation) and reliability’ (Kunnan, 2018: 37). Although the articulation of the
trinitarian framework was commendable, yet this approach heavily relied on providing the
psychometric properties of the test by using some advanced statistical methods, which were
neither within the professional competency of classroom teachers nor ingrained into the
teacher education curriculum (Leung, 2015; Xi & Sawaki, 2017).

Another validity theory is the unified construct approach that addresses the multifaceted,
trinitarian approach and shifts the focus from test, to test score interpretation and uses, as
identified in the subsequent Standards (1985, 1999 and 2014). Thus, validity is seen as ‘the
appropriateness, meaningfulness, and usefulness of the specific inferences made from test
scores’ ; at the same time, test validation was taken to be ‘the process of accumulating
evidence to support such inferences’ (AERA, APA, & NCME, 1985: 9). Kunnan (2018: 37)
describes it as an  ‘expanded conceptual framework of validity that included facets of validity
of test-score interpretation in terms of values and social consequences of tests and testing’
However, this approach was not without criticism. For instance, the 1985 Standards lacked
explicit discussion of ‘modern psychometric issues, such as structural equation modelling,
function and model fit statistical comparisons of reliability, item response theory,
generalizability theory, or computerised testing applications’ (Boyle, 1987: 236). There was
also the concept of test fairness that could not be fully addressed in situations such as using
assessment for teaching and learning and test truthfulness in serving diverse examinees,
thereby questioning the fairness of tests in different social situations (Kunnan, 2018).

Moreover, it raises the issue of how a construct should be defined for various learners
with different learning needs and ability levels, particularly in a diverse classroom, where
examinees come from diverse socio-cultural backgrounds and assessment is tailored to
individual student needs. Therefore, there is a need to contextualise the construct and the
assessment language, as tests for a particular group may not be suitable in a different context.
Thus, specifying the interpretations of the use of a test is somewhat a concern in today’ s
classroom assessment, as many issues arise around the social and political implications of test
use as well as various understandings of language ability informed by the contexts of its uses
(Bachman, 2013). Given the need to contextualise proficiency, a validation study of assessment
use should be based on the purpose of the assessment. In supporting assessment score
interpretation and use, the consequential validity would require triangulation of data sources,
as rightly argued by Chan (2014: 12):
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... ho singular source of evidence sufficient to support a validity claim. Construct validity is
the central component in validation work, encompasses the following five sources of
evidence germane to the validation of the interpretation and use of the score of an
instrument. The five sources include (1) evidence based on test content, (2) evidence
based on response processes, (3) evidence based on internal structure, (4) evidence
based on relations to other variables, and (5) consequences.

Lastly, these interpretations of test scores are informed by using statistical methods and
psychometric evidence of the test items. Due to the very sophisticated process of the
Standards, teachers cannot implement the Standards by themselves but rely heavily on external
evidence provided by assessment developers. Thus, the Standards need to be clearer on how
to evaluate teacher-based assessments. Given this scientific process required in the Standards,
some experts have prescribed an argument-based approach, which, however, still needs to
fully provide teachers with a fuller understanding of a classroom-based assessment evaluation.
The subsequent discussion highlights the works of authors who have prescribed argument-
based validity and applied the framework in assessment evaluation.

The argument-based approach
The argument-based approach to evaluating assessment has been widely used for many years
since Kane' s (1992, 2001, 2006, 2013, 2016) explication of the framework. The argument-
based framework is preferred among assessment evaluation researchers (Chapelle & Voss,
2013; Xi & Sawaki, 2017). This approach was first cited by Cronbach (1988), who considers
validation an evaluative argument based on five perspectives: functional, political, operationist,
economic, and explanatory, and validators as debaters. These views about assessment
validation are critical to the present-day evaluation study. For example, a functional perspective
to assessment evaluation is instructive — the view about test scores being solely absolute in
decision-making should be debunked and a context-based view of test score interpretation is
critical in the present-day educational system. Any decision based on the test score only can
become dysfunctional in many contexts and, thus, bring about negative consequences
(Cronbach, 1988; Messick, 1980). Therefore, validation is considered an evaluative argument
that takes into consideration the potentially diverse assessment stakeholders. It ‘must link
concepts, evidence, social consequences, and values ... an affirmative argument should make
clear and, to the extent possible, persuasive the construction of reality and the value weightings
implicit in a test and its application’ (Cronbach, 1988: 4-5). While the social dimension of
assessment is critical (McNamara & Roever, 2006); however, a limitation to this approach is how
teachers are articulated in the framework to take on the responsibility of accumulating evidence
in the validation process.

The argument-based evaluation requires an integrative, evaluative judgment of the
degree to which evidence and theoretical rationales support the adequacy and appropriateness
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of inferences and actions based on test scores. As such, validity is an inductive summary of
both the existing evidence for and the potential consequences of test interpretation and use.
Hence, what is to be validated is not the test as such, but the inferences derived from the
scores - inferences about score meaning or interpretation and about the implications for action
that the interpretation entails (Messick, 1987: 1; Messick, 1989: 13).

Furthermore, assessment validation entails the use of inferences, which is the hypotheses
made about test score interpretation and uses. The process of answering these questions
(inferences), i.e., providing evidence for these inferences, is validation. Messick (1987 6)
describes the evidence as ‘both data, or facts, and the rationale or arguments that cement
those facts into a justification of test-score inferences’ . Expectedly, the sources of this
evidence are limitless and are determined by the type of inference made about test score
interpretation and uses. These sources could be identified when evaluating the content of the
domain of reference or analysing the relationship between individual test responses and
assessment tasks. Still, sources of evidence can be informed by the internal structure of test
responses and the external background factors of the examinees. Other sources come from
evaluating test processes and structure through repeated testing, establishing the relevance of
the test based on instructional and remedial implications as well as motivation. Lastly,
evaluation could mean tracing the social consequences of test scores interpretation and uses
by reporting the intended and unintended outcomes of the test (Messick, 1987, 1989).

Also, the argument-based framework is based on Toulmin' s argumentation model
(Toulmin, 1958, 2003; Toulmin, et al., 1979, 1984). In this approach, an argument structure is
formulated to guide validation studies of educational assessments (Chapelle, et al., 2008;
Fulcher & Davidson, 2009; Mislevy, 2003). Elsewhere, this approach is referred to as the
interpretive argument and the interpretation and use argument (IUA) framework (Kane, 1992,
2001, 2006, 2013). According to this framework, assessment evaluation integrates score
interpretations and uses because claims about assessment scores are based on the
interpretation of such scores and uses, which require ‘decisions about these units of
analysis’ (Kane, 2013: 2). Kane’ s framework uses Toulmin’ s argument layout that defines
the logical, functional procession in the argumentation process, containing six parts: claim,
grounds, warrant, qualifier, rebuttal, and backing. Claims from assessment score interpretation
and uses are based on grounds (i.e., assessment data) that require warrants. The warrants in the
argument-based framework are made stronger by backings. The process requires scrutiny of
the grounds (data) upon which the claim is made by providing qualifiers to accept the claim or
using rebuttals in rejecting the claim. In Kane’ s view, the types of evidence in the interpretive
argument are observation, generalisation, extrapolation, theory-based implications of decisions
made about test scores, and technical issues (Kane, 1992).

Given the relevance of the interpretation and use argument (IUA) framework to evaluate
the plausibility of the assessment score, providing a balance between score interpretation and
score uses (Kane, 2006, 2013), this approach to classroom assessment has limitations. Bachman
and Palmer (2010) objected to Kane' s view about evaluating test score interpretation and
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uses, as the argument approach was perceived to be too specific, and the claims made exclude
emerging usefulness of an assessment in different contexts. A context-specific framework is
critical to providing evidence of assessment evaluation (Xi & Davis, 2016). Another shortcoming
of the argument-based framework is the accessibility of the framework due to the complex
levels and the sophisticated construction of the argument (Bachman & Palmer, 2010).
Evaluators, particularly teachers, are yet acquainted with some of the intricacies of
implementing an argument-based validation. Therefore, a practical, simplified framework is
needed to serve teachers in evaluating their assessment strategies and practices.

To simplify the contextuality, complexity and sophistication of implementing an
argument-based validation, another framework was proposed - Assessment use argument
(AUA) (Bachman & Palmer, 2010). The AUA is significant in evaluation studies as it helps
streamline assessment into justifying the uses of assessment scores and evaluating the potential
impacts and consequences of assessment. However, ignoring the interpretation of test scores
and focusing assessment evaluation on the uses of test scores can limit the essence of
accumulating evidence of the claims made. Both interpretation and uses of test scores are
interwoven and potentially challenging to separate in the assessment process (Cronbach, 1988;
Kane, 2013).

Lastly, argument-based frameworks are limited, like the Standards; hence, many of their
applications were in other settings besides classroom. For instance, the argument-based
framework, with formulated inferences, was used to evaluate the Test of English as a Foreign
Language (TOEFL) (Chapelle, et al., 2008). Chappelle, et al.” s (2008) inferences (domain
description, evaluation, generalisation, explanation, extrapolation, and utilization) can be
adapted to suit the claims being made in the classroom context. Hence the methodology is
different for a learning-oriented assessment evaluation. The argument-based validation
approach strongly focuses on high-stakes standardised assessment and fails to consider the
dynamics of classroom assessments.

Given the limitations of the various approaches to evaluating the validity of teacher
assessment practices, we explore the potential use of pragmatic and sociocultural theories to
guide a learning-centred validation of teacher assessment practices.

The Potential Use of Sociocultural and Pragmatic Theories

This part explains two different theories — the sociocultural theory of learning and the
pragmatic approach and what they offer in setting up a learning-oriented argument-based
framework suitable for evaluating teacher assessment. These two theories shape our
understanding of what should be an essential consideration during validation activities. The
sociocultural aspect of assessment highlights the concerns about the limitations of traditional
assessment validation approaches, which are not suitable for use by teachers in a multicultural
classroom. Then, we explain that the pragmatic principles offer an opportunity to address the
limitations of the traditional validation approaches.
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Sociocultural theory

The concept of Sociocultural theory (SCT) (Penuel & Wertsch, 1995; Wertsch, 1985) was implied
from the work of Vygotsky whose idea of learning and education is explained from a cultural-
historical perspective (Fleer, 2015). SCT concerns the interplay of human cognition and social
processes or cultural artifacts (Lantolf, et al., 2015). Social factors contribute significantly to
learning activities. Learning is, therefore, dependent on the prior existence of more complex
cognitive structures, but these more complex cognitive structures are situated in the culture,
not in the child. The child acquires them through interaction with adults, who help the child do
things that it could not do alone. Through such shared activities, the child internalises the
cognitive structures necessary to carry on independently (Bereiter, 1985: 206).

According to this theory, human development is evaluated ‘through participation in
cultural, linguistic and historically formed settings, such as family life, peer group interaction,
and in institutional contexts like schooling, organised social activities, and workplaces ...
(Lantolf, et al., 2015: 1).

The application of SCT to educational activities, especially in the practice of educational
assessment, has been argued for in many studies (Brookhart & Helena, 2003; Gipps, 1999;
Mislevy, 2008; Moss, 2008; Moss, et al., 2008; Shepard, 2000b; Shepard, et al., 2018b).
Therefore, the tenets have informed the design, development, and validation of classroom-
based assessment and language assessments. Further, the consciousness of these tenets is
evident in the past and in the most recent debates about using assessment to promote
learning and teaching and student engagement (Black & Wiliam, 1998, 2004, 2018; Shepard, et
al., 2018a; Stiggins, 2005). Moss (2008) and Moss, et al. (2008) studied the implications of the
SCT on classroom assessment.

SCT can help develop a context-based validation approach to address the validity of
using assessment to promote teaching and learning by providing context-based claims on
assessment use (Bachman, 2013; Bachman & Palmer, 2010). The sociocultural theory advocates
for meaningful and democratic interactions to promote learning. Hence, an important purpose
of classroom assessment is using the assessment to promote healthy teacher-student and
peer-to-peer interactions. Also, SCT helps to develop a framework to scaffold teacher
understanding of assessment evaluation and simplify the complex levels involved in the
traditional argument-based framework (Pea, 2004; Xi & Sawaki, 2017). Thus, the learning-
centred framework for evaluating classroom-based assessment promotes teacher learning
through their engagement in the evaluation process. It is believed that learning is not just a
structural activity but a result of many cultural interplays and awareness of self in constructing
learning. As an essential principle of SCT, the framework can serve as a scaffold to enhance
teacher understanding and evaluation of teacher assessment practices. Involving a teacher in
the evaluation process is deemed more practicable than leaving the process entirely in the
hands of assessment specialists. The diversity in classrooms requires a conscious harnessing of
the social and cultural resources within the classroom setting to accumulate context-based
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evidence of an assessment in enhancing teaching and learning. The following section briefly
discusses how pragmatism, as a philosophical stance, contributes positively to proposing a
framework for classroom assessment validation.

Pragmatism in assessment validation
This section evaluates pragmatism and borrows from past theoretical discussions from
pragmatists, to justify suggesting a learning-oriented validation approach. Using pragmatism in
assessment validation attempts to answer the most central question about assessment - “How
might we provide evidence for evaluating the practicality, trustworthiness and usefulness of
classroom assessment or even externally provided assessment?” . What, then, does
pragmatism bring to a teacher-based validation framework? The immediate answer would be
whatever is feasible for teachers and applicable to justify assessment for learning theory.
However, further explanations will be provided to support the contribution of pragmatism.

In applying a pragmatic approach, we need to consider the meaning of pragmatism as a
branch of philosophy and past theorisation about pragmatism in validation research.

Pragmatism finds a balance between ' an empirical philosophy that is not religious enough,
and a religious philosophy that is not empirical enough’ (James, 1907: 15). In defining
pragmatism, James (1907) cited Charles Peirce, also a pragmatist philosopher, who first
introduced pragmatism into philosophy. The following extract of Charles Peirce’ s response to

pragmatism summarises the very principle of pragmatism:

to develop a thought’ s meaning, we need only determine what conduct it is fitted to
produce: that conduct is for us its sole significance. And the tangible fact at the root of all
our thought-distinctions, however subtle, is that there is no one of them so fine as to
consist in anything but a possible difference of practice. To attain perfect clearness in our
thoughts of an object, then, we need only consider what conceivable effects of a practical
kind the object may involve — what sensations we are to expect from it, and what
reactions we must prepare. Our conception of these effects, whether immediate or
remote, is then for us the whole of our conception of the object, so far as that conception
has positive significance at all. (Cited in James, 1907: 46-47)

From this explanation, the understanding of truth is how transferable the truth is in real-
life application. Thus, ‘pragmatism seeks to account for how people make sense of the world
through action in the world’  (Stone & Zumbo, 2016: 557). Through the proposed framework,
teachers could help to establish the meaningfulness of assessment in enhancing their teaching
and promoting learning, using their cultural and social knowledge of the classroom as a
resource, contributing to an appropriate approach to classroom assessment evaluation.

Within this philosophical understanding, we provide a “possible difference of practice”
in the evaluation of a learning-oriented assessment. The purpose is to provide an accessible
framework with which teachers can easily connect. The technicality of most past evaluation
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practices is far-fetched for the classroom teacher leaving the evaluation the sole responsibility
of assessment specialists. Unlike many measurement-oriented validation studies, this
pragmatist, learning-oriented approach can promote stakeholders’ interaction with
assessments. We suggest this approach, taking inspiration from Stone and Zumbo (2016), who
reaffirmed the potentially global usefulness of pragmatist thinking in accumulating evidence for
test use and as a possible fit for addressing local issues. Thus, learning-oriented assessment
evaluation would require a specific approach informed by pragmatic principles, as Stone and
Zumbo (2016) highlighted. Their four principles of a pragmatic approach can be summarised:
Acceptable actions should proceed with ease. Any impediments to our actions require us to
chart new courses of action to make a distinction. Like empiricism, pragmatism appeals to
senses; what is considered valuable is the meaning we make concerning the particularity of our
actions, contexts, and situations; what works well for the context is the primary concern of the
pragmatic approach (Stone & Zumbo, 2016).

Given that ‘pragmatism is concerned with what works in practice’ ; and theories and
concepts ‘are instruments that we use to guide our actions’ (Stone & Zumbo, 2016: 559-
560), we argue that a practical approach to classroom assessment evaluation should involve
teachers. Teacher engagement is critical as they possess a socio-cultural understanding of the
classroom and can constantly review the “possible difference of practice” through reflections
and democratic interactions between the teachers and their students regarding teaching and
learning. We believe this teacher reflection on practice can provide a pragmatic way to address
the tension of balancing assessment usefulness trustworthiness, and diversity in a modern
classroom.

With the potential of sociocultural and pragmatic theories to address the tensions of
balancing accuracy and diversity in validating teacher assessment practices and to account for
the co-construction nature of learning among the stakeholders, we propose a context-based
validation approach for evaluating teacher assessment practices that is practical, trustworthy,
and useful and as an alternative to the standards and argument-based approaches.

The Proposed Learning-centred Assessment Evaluation Framework

This section describes a learning-centred assessment evaluation framework underpinned by
sociocultural learning theory. It seeks to provide an alternative to traditional approaches,
expanding some of the tenets of educational assessment evaluation in the Standards as well as
the argument-based framework. First, we highlight important principles guiding assessment
evaluation and discuss appropriate hypotheses (inferences) related to classroom assessment
practices. Then, we explain how this approach to evaluation can enhance teacher assessment
learning and improve assessment for learning practices. Finally, we draw on past explanations
about classroom assessment practices and validity theories to construct a teacher-based
validity argument by highlighting claims from score interpretations and uses relevant to
classroom assessments. This section would be a step towards using an adaptable framework for
evaluating teacher-based assessment practices because, presently, ‘despite an extensive
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tradition and literature on validation of standardised educational and psychological tests,
appropriate methods for validation of assessments used by teachers in classrooms are not well
defined” (Bonner, 2013: 87).

Key principles and inferences for evaluating classroom assessment

There are guiding principles that guide the psychometric approach to validity. Some of these
principles apply to classroom assessment evaluation. This section briefly provides practical
tenets of applying validation theory to classroom assessments. We discuss four useful principles
for a learning-centred validation framework.

First, the foundational principle for classroom assessment design is that it is built for
learning purposes. One criticism of the traditional assessment validation approach is that it
focuses on measurement, i.e.,, measuring student ability, progress, and skill. In contrast, we
propose a learning-centred assessment evaluation practice using assessment to enhance
learning and teaching activities. Decisions made from score uses are purely for learning
purposes. Further, in this framework, plausible inferences for a test score interpretation and use
in a classroom context are domain definitions, evaluation, explanation, utilisation, and
ramification inferences. It is assumed that both generalisations and extrapolation inferences are
unlikely to address claims relating to the uses of assessment to improve learning and teaching.
Instead, both assumptions focus on the comparison of test scores interpretation and use with
criteria external to classroom contexts. The purpose of using assessment to predict future
performance is antithetical to assessment for learning principles (Shepard, et al., 2018b).
Learning is not structural but is expressed as developmental progress, referred to as a learning
progression (Briggs & Furtak, 2020; Lehrer & Schauble, 2015). Teacher perception of learning
as a progression is critical to evaluating assessment claims.

Second, the teacher-made inference is made deductively and based on the teacher’ s
conceptual framework (Black, et al., 2010; Bonner, 2013). However, conceptualisation of
classroom assessment primarily relates to claims which address where a student would need to
reach curriculum expectations; where learners are already; how best to help students reach
learning goals (Black & Wiliam, 2018). To address these claims, relevant inferences teacher
could make about test score interpretations and uses are domain definitions, evaluation,
explanation, utilisation, and ramification. In addition to teachers developing inferences before
using an assessment approach, this inference could also be set for teachers by external
institutions, especially for externally developed assessments for formative purposes (Chapelle,
et al., 2015; Koizumi, 2015). It is important to note that externally produced assessment should
employ a bottom-top approach in the design and development of assessment, including
setting purposes of assessment. What this means to a learning-centred assessment validation is
that the setting up of the interpretive argument, which usually takes place in the development
phase of assessment, should integrate teacher-own purposes, and intended use of the
assessment. The more teachers are involved in the test design and development, the more
substantial the evidence a teacher provides in the evaluation of the assessment (Bonner, 2013).
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The third principle is that the purposes of assessment evolve. For an emerging
interpretation, purpose and use, new validation should be carried out to address its context.
Hence, evaluation can be carried out formatively (Kane, 2006) due to the fluid nature of teacher
assessment practices (Bonner, 2013). Also, all possible sources of evidence (quantitative and
qualitative) should be explored by all assessment stakeholders before attempting to use
assessment data (Bachman & Palmer, 2010). There should be a triangulation of sources to
either accept or reject assessment claims. A teacher works towards accumulating evidence to
approve or disapprove the claims. In an instance of disapproval, evidence of rebuttals to the
claims should be provided to develop a holistic argument for assessment score interpretation
and use (Kane, 2006, 2013).

Lastly, the validity argument must be time-sensitive in responding to assessment tasks. A
teacher can seek immediate feedback from the student about the cognitive processes
undertaken by the students. Some evidence is collected during test administration, while some
are best collected after test administration. Therefore, teacher involvement in assessment
evaluation is a continuous and recursive approach to assessment evaluation. Evaluation is never
a one-time effort but a circular process from planning the assessment process to developing
and designing the assessment. A teacher-based evaluation approach should be an embedded
process built into daily activities of teacher assessment practices. The discussion section of this
paper provides how the framework can be used to develop teacher assessment evaluation
literacy. Next, we present the framework for evaluating classroom assessment.

The learning-centred evaluation framework

This section presents the learning-centred framework (Figure 1) for evaluating teacher
assessment practices. As argued above, the framework’ s purpose is to provide a practical
approach to assessment validation, which can be entrenched in teacher assessment praxis. The
framework relies on pragmatic philosophy and supports a socio-cultural, learning-oriented
evaluation approach as argued for in several classroom-based assessment literatures
(Brookhart & Helena, 2003; Gipps, 1999; Moss, 2003, 2008, 2016; Moss, et al., 2008; Shepard,
2000b, 2009).

The learning-centred framework is drawn from the extant theories on validation
framework, such as the one presented by Chapelle, et al. (2015). However, we provide a more
adaptable model to evaluating teacher assessment practices. As argued, we use socio-cultural
and pragmatism theories to develop this framework, evident in our outline of the inferences,
warrants and claims considering the context-specific teacher assessment practices.
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Domain Definition:
Assessment addresses the
relevant aspects of
development in the
subject area

My assessment

practices

- are aligned to the
learning
outcomes/curriculum
standards

- are diverse to
provide
opportunities for
students to best
demonstrate their
learning

- are differentiated to
meet the learning
needs of my students

- are authentic and
relevant to students

- encourage students’
active engagement

- relate to the learning
progression in the
subject area

- help to measure skills
relating to the domain
area

- covers all the levels of
student leaming
progression in the
subject area

Evaluation: Assessment
system/process is
adequate to provide
relevant information
about the targeted
constructs

My assessment

practices

- measure a range of
knowledge and skills

- include clear
expectations using
levels of proficiency
(rubrics)

- provide information
about individual
students’ strengths
and areas of
improvement

- allow students to
monitor their
learning

- allow for integration
of multiple sources
of information

Assessment reflects
student performance
describes the constructs

My assessment
practices
- provide a coherent
picture of individual
students’
achievement/learning
involve ensuring
trustworthiness of
marks awarded
involve clarifying
with students about
their learning
clearly identify what
learning outcomes
have been
achieved/not
achieved by
individual students
minimise factors that
compromise
students’ learning
their weaknesses and
address them

Utilization: Assessment
and assessment data are
used to inform leaming
and teaching activities

I use assessment data

- to adapt my learning,
teaching and
assessment activities

- to identify individual
students” needs

- to confirm miy judgment
about student’s progress

- to set leaming goals for
my students

- help my student to
understand their learning
targets

- to place students on the
developmental
contimnun

o I integrate multiple
sources of information
to develop a holistic
picture of student
learning

o I give ongoing feedback
to support students’
learning

e ] use assessment to
engage students in their
learning

o My assessment practices
help me develop
sppopre eaming
activities

Figure 1. Inferences, warrants, and claims in the proposed leaming-centred assessment evaluation framework.

Ramiification: Critical
evaluation of the link
between learning and

Reflection: Teacher
engages in a reflective
practice to identify
their content and
assessment needs.

The following

questions can guide

teacher self-reflection:

- What contents are
least demonstrated
by students and
how does it
resonate my
knowledge in this
area?

- What assessment
strategies have best
improved student
outcomes?

- What assessment
modifications
would I need to do
for the next
iteration?

- What assessment
strategies I will
implement in the
next iteration?

- What assessment
knowledge and
skills do I need to
further develop?
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To undertake a learning-oriented assessment evaluation, we articulate six inferences
relevant to plausible claims from assessment score interpretation and use, based on the
principles of effective assessment practices. First, we use a domain definition to set important
considerations in classroom assessment. Domain definition inference supports teachers in
ensuring that assessment tasks align with the relevant aspects of curriculum expectations and
are suitable for the context of classroom assessment. We highlight some of the claims in the
proposed framework, requiring evidence to evaluate teacher assessment practices based on
domain definition inference.

The second inference is the evaluation inference, which helps to collect evidence
regarding how learners are evaluated, the scoring process, and linking the evaluation stage to
the appropriate curriculum content and learners’ characteristics.

Explanation seeks further confirmation about the quality of teacher assessment practice,
prompting teachers to gather evidence on the strategies learners used in undertaking
assessment tasks. The explanation inference also helps to connect student performance with
the construct being assessed.

Utilisation and ramification inferences are critical to evaluating classroom assessment
practices (Chapelle, et al., 2008, 2015), though there is only a thin line between the two
inferences. While utilisation inference deals with decisions made because of the assessment
result, the ramification inference considers those claims about improved learning when an
assessment result is used, especially by a student. Teacher s reflective practice provides
evidence of assessment use. In other words, the reflection inference ensures that assessment
practice promotes self-reflection for teachers.

Following each inference, a warrant leads teachers to the claims to support assessment
practice. The claims are numbered under each warrant and are not in any way exhaustive. The
claims presented are speculative of what we consider could apply to the intended purposes of
and theoretical explanations of classroom assessment practices in the literature (e.g., Black &
Wiliam, 2018; Chapelle, et al., 2015, 2008). Lastly, it is assumed that the evidence required for
each claim is within reach of classroom teachers, however, we acknowledge that there are
challenges teacher may encounter in using the learning-oriented framework. For instance,
teacher cultural orientation about assessment may hinder student autonomy in learning,
discouraging student-led assessment approaches. Another issue is the culture of accountability
in many jurisdictions, which may hinder teacher to imbibe the principles of learning-oriented
assessment evaluation. There are several factors that could impact teacher involvement in this
framework, which we do not intend to address in this exploration, but we believe, when
applied, the framework contributes positively to the way classroom-based assessment
evaluation is implemented. In the next section, we discuss the contributions of this framework
to the field of classroom assessment practice and research.

Discussion
The section discusses the contributions of the framework to teacher assessment practices and
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professional development. There are six contributions to the field of classroom assessment and
educational evaluation that our paper seeks.

First, we extended the current conceptualisation of validation approach that accounts for
the socio-cultural context of assessment. A learning-oriented validation framework advocates
giving attention to the context of assessment use in evaluating teacher assessment practices.
Many of the evaluation studies were mostly carried out by external evaluators. However, the
teacher as the evaluator can understand the primary purpose of using assessments in their
context and justify the context of student learning, i.e., using student and the classroom context

‘for making inferences about student learning’ (Black & Wiliam, 2018: 2), as the context of
assessment differs from one classroom to another. In the same way, justifiable use of externally
developed assessments can be established based on teacher evaluation of such assessment use
in the classroom.

Second, through the framework, we have provided a way by which validation of
assessment practices becomes an integral component of teacher assessment practices. Given
that the teacher education process is limited in equipping classroom teacher’ s understanding
of what assessment is, not to mention evaluating the process and has resulted in a narrow-
minded classroom assessment practice (Hamp-Lyons, 2007), the framework can be a reflective
tool to improve assessment practices. Hence, we argue the need to imbibe in teachers a
process of evaluating their assessment practices. This study helps to fill this gap in teacher
assessment education and argues for integrating assessment evaluation into teacher
assessment practice, viewed as a means to an end and not as an end in the teaching and
learning process. Further, the framework can best be implemented as part of a teacher s
professional responsibility for ensuring an effective assessment practice. With the framework, a
teacher can provide evidence of intended and unintended impacts of an assessment process.
This idea of embeddedness follows the scholarly argument of best assessment practice, which
is integrating assessment into teachers’ instructional activities (Black & Wiliam, 1998, 2018;
Shohamy, 1998; Wiliam & Leahy, 2015).

Thirdly, the framework advances teacher assessment for learning (AA) practices
(Assessment Reform Group, 2002) and ensures teachers use assessment to promote student
learning. As this paper advocates, the tenets of AL are entrenched in the learning-centred
framework that can help to promote teacher theory of assessment evaluation in undertaking a
learning-focused assessment practice. Thus, the framework guides against the negative
washback of Aol practices, consistently reported in the literature (Alderson & Wall, 1993;
Kunnan, 2010, 2018; McNamara & Ryan, 2011). We have used this framework to argue that the
focus of assessment validation is student learning rather than the validity of the measurement
(Bonner, 2013; Shepard, 2000a). Claims that support improved learning should be supported
appropriately by teacher evaluation of the assessment process. Assessment should support the
teacher in the important facets of student learning. Essentially, teachers use assessment to
answer crucial questions of where a learner needs to get to, where a learner is currently, and
how best to get a learner to the next level. These three questions are critical aspects of AL
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strategies (Black & Wiliam, 2018). Thus, the teacher assessment evaluation framework
developed in this paper is informed by the traditional measurement theory (argument model)
but heavily influenced by the non-measurement (learning) theory. The two theories, already
discussed in this paper, inform the learning-centred validation framework (in Figure 1),
highlighting the inferences that inform the possible claims that could be made on using an
assessment in promoting student learning.

The framework supports previous conceptualisations of teacher-led evaluation practice.
As Bonner (2013: 103) argues that ‘teacher self-inquiry may be more effective than
researcher-driven inquiry for improving the validity of teacher practice’ . The more a teacher
uses the framework, the more they develop expertise, such as communicating effectively,
motivating students, and enhancing other assessment strategies (Zhao, et al., 2018). Similarly,
the fundamental logic behind a learning-centred assessment validation concerns the
teacher’ s ability to provide a defensible assessment practice. Literature also suggests that
teacher learning can be improved when a teacher ‘engage(s) in continuous (ongoing)
classroom assessment integrated with teaching, in a potentially formative role’ (Ratnam &
Tharu, 2018: 121). Teacher-based evaluation can contribute positively to enhancing teacher
assessment knowledge, beliefs, and orientation, thus promoting teacher ‘understandings of
the fundamental assessment concepts and procedures deemed likely to influence educational
decisions’ (Popham, 2017: 25). Teacher participation in the assessment evaluation process is
another way of improving assessment expertise (Davison, 2019; Michell & Davison, 2019). As
Lam (2018: 115) noted, teacher learning is a ‘complex process, which is beyond the provision
of initial teacher education, short-lived professional development ..." . Teacher-led assessment
evaluation promotes teacher understanding of their evaluative function of providing ‘the
kinds of data called for in the standard to support the valid interpretations of the test results for
their intended purposes’ (AERA, et al., 2014: 4). As a teacher gets involved in the study of
assessment evaluation, the search for evidence to justify the consistency and accuracy of
her/his judgment of the learner’ s progress can be actualised. Moreso, what an assessment
says about such a learner, is a way of confirming or disconfirming teacher judgment, which in
turn gives more confidence to a teacher. In Australia, teachers regularly judge students’
progress towards state and national curricula (Willis & Klenowski, 2018). Therefore, prompts
from the evaluation framework can ‘sustain extensive teacher learning about assessment, but
also curriculum, instruction, their students, and about themselves' (Hill, et al., 2018: 195).
Hopefully, teacher learning can be improved through a teacher-led assessment evaluation
framework. The framework proposed in this paper can help to usher a teacher into a conscious
consideration of the potential areas of importance in evaluating assessment practice and a
balanced assessment system (Black, 1993; Black, et al., 2011; Chappuis, et al., 2017).

Inclusive assessment and democratic participation of assessment stakeholders can be
enhanced using the proposed framework. Teacher assessment practice involves determining a
student's current level, as progress towards curriculum expectations (Black & Wiliam, 2018), in a
democratic atmosphere. Also, teacher practice is concerned with using assessment to identify
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specific strengths and weaknesses of learners and using assessment outcomes to inform
instructional decisions (Alderson, et al., 2015; Zhao, et al., 2018). Using the framework, a teacher
gets to articulate assessment responsibility more clearly. Also, searching for evidence through
student feedback and peer feedback can enhance positive interactions in the classroom (Asadi,
et al., 2017; Black & Wiliam, 2018; Hattie & Timperley, 2007). This active participation of teacher
and student in assessment evaluation promotes dialogic interaction between a teacher and
students (Dixon & Hawe, 2018; Sadler, 2010). For instance, a teacher’ s investigation into the
test takers’ cognitive functioning can be an important source of evidence to back a claim
based on explanation inference. Some of the claims in the framework would require the teacher
to ask questions from the student and take questions from learners regarding the assessment
process. More learning-based evidence is provided through teacher-student relationship and
using assessment strategies, such as simple questioning, student reflective writing and other
advanced techniques to explain test-takers' cognitive processes while evaluating the usefulness
and practicality of assessment process.

The framework can be a valuable way to evaluate an externally designed summative-
based formative assessment, with teachers responding to the claims in the framework. Teacher
responses to the claims can then be used as sources of evidence for the usefulness,
trustworthiness, and practicality of an assessment in enhancing teacher assessment practices.
The claims raised in the framework are inexhaustible, just a guide. They were informed by
theories in the field of classroom assessment and the result of an exploratory qualitative phase
during a doctoral study and recently used to evaluate teacher assessment practice (ljiwade &
Alonzo, 2023). Therefore, the evidence a teacher can provide is wider than the claims
addressed in the teacher-based evaluation argument. For instance, a teacher can investigate
students’ cognitive functioning immediately after the assessment to justify that students’
responses to the assessment are not because of a lucky guess. The use of simple questioning,
student-reflective writing, and other advanced techniques can be deployed by a teacher to
explain the cognitive processes of test-takers (Bonner, 2013). Hopefully, the sources of
evidence for the claims would be within reach of every teacher. Evaluating assessments based
on this framework would increase teacher confidence about her/his assessment practices and
the authenticity of the assessment approach to the classroom context.

Conclusions

Educational assessment validation has evolved over the years. While various approaches have
been developed, an argument-based framework for evaluating educational assessments is still
popular despite its limitations in addressing many context-based issues. Moreso, the practice
and the purpose of assessment has evolved, making the argument-based framework
misaligned to classroom assessment evaluation. Hence, a pragmatic philosophy and
sociocultural theory must provide an adapted argument framework for implementing a
learning-oriented assessment evaluation. Although the learning-centred validation approach
proposed in this paper is still in its developmental stage, this concept maybe useful to guide
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teachers’ assessment practices, mainly using the framework to evaluate their assessment for
learning practice designed to support teaching and promote student learning. Lastly, the
framework could be helpful for test developers and classroom assessment researchers,
providing important considerations in developing and evaluating the usefulness,
trustworthiness, and practicality of assessments promoting learning and teaching.
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