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Abstract: The change of the learning and teaching definitions in psychology has 

also changed the nature of classroom assessment implementations. One of these 

important changes is that the targeted skills in the classroom assessment, and item 

structures utilized to measure these skills have changed. Teachers have started to 

use items and tasks that can represent the significant knowledge and skills of 

subject better and provide rich information and evidence for students’ development 

rather than utilizing items measuring only remembering the bits of knowledge or 

simple comprehension. The second important change has taken place in terms of 

why and how teachers and students use classroom assessment. Although there are 

a few studies on the change of targeted skills and item structures used in the 

classroom assessment in the related national literature, the number of studies 

providing information on how to apply classroom assessment in line with its recent 

definitions, aims and implementation is still limited. Thus, the current study aims 

at providing guiding information on why and how to implement classroom 

assessment to develop students’ learning, motivation, and self-assessment skills. 

1. INTRODUCTION 

The studies in the field of educational sciences widely aim at revealing the classroom 

implications that will contribute to the students’ academic achievement. The main target of the 

studies in this field is to provide findings for specifying the necessary developments and 

applications to increase students’ success in all elements of the educational system. In addition, 

the studies in the educational sciences are closely related to psychology, and they follow the 

contemporary perspectives suggested in psychology. Similarly, the studies carried out in the 

field of educational measurement and assessment have progressed aligning with the recent 

developments in psychology.  

1.1. How does the Psychology Affect the Classroom Assessment? 

The psychological approach that has dominated both psychology and education for a long time 

is behaviorism. In this approach, it is accepted that learning occurs by acquiring bits of 
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knowledge. The center of teaching is to teach the bits of information within a sequential and 

hierarchical process. Therefore, the focus of classroom assessment is to measure and evaluate 

to what extent students can remember the concepts and definitions of a specific subject matter 

rather than assessing if students can transfer their knowledge to new problems and situations. 

Moreover, the source of students’ motivation is attributed to external factors, and it is agreed 

that students’ motivation depends on reinforcing their small steps. In accordance with this 

approach to student motivation, the whole information obtained from classroom assessment is 

mostly used to enable students to get motivated externally instead of using the classroom 

assessment to contribute to students’ learning and motivation. In addition, classroom 

assessment is regarded as a separate activity following the completion of a teaching and learning 

process rather than an activity integrated with the whole teaching and learning process 

(Shepard, 2000).  

Since the 1960s, together with the development of cognitive and constructivist approaches in 

psychology, the definition of learning has extended by including implementing knowledge to 

new situations, problem-solving and other complex and higher order learning outcomes. The 

point of view underlying the learning has transformed to that student makes meaning of new 

knowledge and connects prior knowledge to new knowledge and experiences (Brookhart, 

2020). The student has been accepted as a person who not only reacts to the stimulus coming 

from his/her environment, but also reorganizes the new information to fit it into the pre-existing 

cognitive schema and develop new schemas (Senemoğlu, 2015). In accordance with the new 

definition of learning, the approaches to students’ role in the learning process have also 

changed. The students have been accepted as active participants and regulators of their own 

learning process. This transformation became clear with that the regulation has gained 

importance in most contemporary learning approaches (Bandura, 1977, 1993; Zimmerman, 

2000; Zimmerman & Schunk, 2001).  

The change of the learning and teaching definitions in psychology has also changed the nature 

of classroom assessment implementations. One of these important changes is that the targeted 

skills in the classroom assessment and item structures utilized to measure these skills have 

changed. Teachers have started to use items and tasks that can represent the significant 

knowledge and skills of the subject better and provide rich information and evidence for 

students’ development rather than utilizing items measuring only remembering the bits of 

knowledge or simple comprehension. The second important change has occurred related to why 

and how teachers and students use classroom assessment (Brookhart, 2020; McMillan, 2020; 

Shepard & Penuel 2018; Shepard, 2000). Although there are a few studies on the change of 

targeted skills and item structures used in the classroom assessment in the related national 

literature (Berberoğlu, 2006; Kutlu et al., 2014), the number of studies providing information 

on how to apply classroom assessment in line with its recent definitions, aims and 

implementation is still limited. Thus, the current study aims at providing guiding information 

on why and how to implement classroom assessment to develop students’ learning, motivation, 

and self-assessment skills. 

1.2. How does the Cognitive Approach Define the Classroom Assessment? 

According to the behavioristic approach to educational measurement, the most important aim 

of the classroom assessment is to measure and evaluate students’ degree of learning at the end 

of a specific teaching unit or process. However, the new perspectives on learning and teaching 

processes in cognitive approach define the primary aim of the classroom assessment as 

contributing to the development of students’ learning, motivation, and self-regulation. Under 

this contemporary point of view, the one of the most comprehensive definitions of classroom 

assessment has been made by McMillan (2013). In this definition, the classroom assessment is 

regarded as a process in which teachers and students attain, use, and evaluate the information 
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and evidence of students’ learning for various purposes. These purposes include specifying 

students’ strengths and weaknesses, monitoring their learning processes and providing feedback 

for their development and grading. The classroom assessment is a tool utilized by teachers to 

attain necessary information to make inferences supported by the evidence regarding what 

students can know, understand, and do. This tool can also develop students’ learning and 

motivation if it can be used effectively.  

There are two important points emphasized in the classroom assessment definition made by 

McMillan (2013). One of these points is that it becomes possible to make inferences regarding 

students’ learning based on the information and evidence attained from the classroom 

assessment implementations. Another point is to utilize the information and evidence obtained 

from assessments to develop students learning and motivation. Accordingly, the fundamental 

aim of the classroom assessment is to use the information to adjust students’ learning. The term 

“formative assessment” emphasizes this primary aim of the classroom assessment. A more 

recent term, which is “assessment for learning”, is another concept used to put an emphasis on 

this aim of the classroom assessment. In the current study, formative assessment (FA) is 

preferred to emphasize the formative purposes of classroom assessment. 

1.3. What is the Formative Assessment? 

One of the common points emphasized in the FA definitions is that the results obtained from 

the assessments with formative purposes provide evidences informing the decisions teachers 

and students must make during the teaching and learning processes (Black & William; 1998; 

Panadero et al., 2018). Another significant feature of the FA is that its general goal is to develop 

students’ learning. As stated by Wilson (2016), the primary function of the FA is to collect 

detailed information that can be used to improve teaching and student learning. The FA not 

only provides the necessary information and evidence regarding student learning but also 

improves instruction and learning by enabling students and teachers to decide what to do in the 

next steps based on that information (McMillan, 2020; Panadero et al., 2018; William, 2010). 

In order to achieve the two goals mentioned, which provide information and adjusting teaching 

and learning, the FA must be integrated with the whole teaching and learning process. This is 

another feature of the FA commonly emphasized by the researchers (Brookhart & Helena, 2003; 

Nitko & Brookhart, 2014). Education researchers state that the actions taken by the teachers 

and students to develop student learning are at the center of the FA. The classroom assessment 

with formative purposes requires teachers and students to take actions based on the information 

provided by the assessments (Ferrara et al., 2020). Therefore, teachers and students should 

reach the necessary information and evidence in time to take an action with the students who 

generated the results (Chappuis, 2009; Chappuis et al., 2013). To call assessment as formative, 

the results provided by the assessments should be able to inform decisions made by students 

and teachers (Moss & Brookhart, 2009, 2015). Lastly, the FA should be a well-planned process 

so that it can develop student learning by providing momentary and daily information regarding 

the teaching and learning process.  

To sum up, there are four keys commonly emphasized in the FA definitions: it provides 

information and evidence for student learning, its primary aim is to develop student learning, it 

proceeds in an integrated way with the teaching process, and it is planned in detail before the 

instruction starts. A comprehensive definition involving the four keys has been made by 

Popham (2011). According to that definition, the FA is a planned process in which the 

information and evidence obtained from assessments are used by teachers and students to 

improve instruction and learning.  

The comprehensive definition of the FA also clarifies some misconceptions regarding 

classroom implementations of the FA. For example, the FA is not a unit test or a type of test, 
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that is conducted on students to measure their learnings at the end of a specific unit. Instead, it 

is a planned process that proceeds in an integrated way with the teaching. Therefore, it includes 

the assessments conducted on students while they are still in the process of learning in the 

related unit. To call an assessment as formative, the information and evidence provided by the 

assessment should be used to develop current students’ learning or instruction given to the 

current students. If students do not have any chances to use the information attained from the 

assessment, or that information is only used to adjust instruction for the future students, then, 

these assessments cannot be considered as parts of the FA process. In addition, the FA 

comprises all assessments providing information that can be primarily used to develop student 

learning. Therefore, it differs from the assessments that are primarily used for accountability, 

ranking or assessment of learning purposes (Ferrara, 2020; Moss & Brookhart, 2015; Popham, 

2011). The FA definition also clarifies its characteristics and keys that should be considered 

when implementing the FA in the classroom.  

1.4. What are the Characteristics of the Formative Assessment? 

There are six important components of the FA process enabling it to develop student learning 

and instruction when implemented effectively: 1) defining the learning outcomes, learning 

progression and performance criteria clearly, 2) sharing the outcomes and performance criteria 

with students in a student-friendly language and by using samples, 3) attaining information and 

evidence showing students’ current state of learning, 4) giving formative feedback to students 

based on the information and evidences, 5) students’ self-assessment of  their own learnings 

based on the performance criteria and information attained from the assessments, 6) creating a 

classroom assessment climate enabling assessments to improve learning (Chappuis et al., 2013; 

Moss & Brookhart, 2009; Panadero et al., 2018). Those components are the most effective 

characteristics of the FA in developing students learning, motivation and self-regulation. 

Defining performance criteria and sharing them with the students: The first two components 

of the FA is the basis of planning and implementing the FA. Researchers consider that the FA 

is especially effective in developing and monitoring the skills that take a long time to develop 

and needed by the students during their whole life (Popham, 2011). Therefore, teachers should 

specify those kinds of information and skills and related sub-skills at the beginning of the FA 

process. In addition, they should also define the possible learning progressions followed by the 

students when they acquire those skills and success criteria that will be used to determine if 

students acquired the targeted skills. Sharing plans and definitions with the students in a 

student-friendly language have the equal importance with the planning. Researchers suggest 

teachers to use tasks embodying the learning outcomes to help students discover and develop 

conceptions of the learning outcomes and success criteria (Moss & Brookhart, 2009). It is 

necessary to share good and weak examples of work with students and make a discussion with 

them on the features that make those works good or weak. The examples of work and 

discussions on those examples enable students to transform learning outcomes from abstract 

outcomes to more concrete success criteria to be met to accomplish the task.  

Attaining information and evidence for student learning: Defining the targeted learning 

outcomes, learning progression and success criteria also reveal at which points of the learning 

progression teachers should attain information to monitor student learning. The students should 

work on the tasks embodying the learning outcomes first with the guidance of teacher, and then 

independently. Based on the information and evidence attained from assessments, it is 

necessary to specify the strengths and weaknesses of students’ performance by comparing 

students’ performance with the success criteria (Moss & Brookhart, 2015; Popham 2011). The 

tasks used in the assessments during the learning progression should be able to provide rich 

information for the development of students’ learning and the success criteria of the task should 

be defined clearly (Brookhart & Helena, 2003; Shepard & Penuel, 2018). 
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Formative feedback: Teachers should give feedback to the students so that the results obtained 

from the assessment can be used to develop students’ learning. The findings of the studies reveal 

that the quality of feedback matters, and all kinds of feedback do not develop student learning 

(Black & William, 1998; Kluger & DeNisi, 1996; Shepard, 2020). The related studies revealed 

that the feedback that is task dependent, compares student performance with the success criteria 

of the task, not only informs the strengths and weaknesses of the performance but also includes 

some suggestions for the next steps that should be taken to develop performance, helps students 

develop their learning (Brookhart, 2008, 2020; Sadler, 1989). Thus, teachers should give 

feedback to the students in which they define what to develop in student learning and suggest 

some strategies and methods that can be used by the students to develop their learning. In fact, 

it can be stated that the key point enabling the FA process to develop student learning is the 

formative feedback given by the teachers to the students.  

Self-assessment: In the FA, it is very important that students are in an active role, and they 

monitor and take the responsibility for their own learning process (Popham, 2011). It requires 

students to use their self-assessment and goal setting skills to use the information and evidence 

for their learning obtained from the assessments (Chappuis et al., 2013). Self-assessment is 

defined as a student-centered activity in which students evaluate their own performance on the 

assessment task (McMillan, 2020). Self-assessment includes the three steps that should be taken 

by the students. Firstly, students should clearly understand the success criteria of the task to be 

able to evaluate their own learning or performance. This puts an emphasis on sharing the 

targeted learning outcomes and success criteria with the students in a clear language one more 

time. Secondly, students should monitor their own performance and specify inadequacies of 

their performance by comparing their performance with the success criteria of the task. Lastly, 

they should set related, short-date and clear goals for themselves by defining the future steps to 

overcome inadequacies based on the evaluations they made in the second step (Brookhart & 

Helena, 2003; Wylie & Lyon, 2020).  

Classroom assessment climate: The FA requires teachers to embrace an appropriate classroom 

assessment approach and create a classroom assessment climate so that the FA process can 

develop students learning, motivation and self-regulation. The social and emotional dimensions 

of the classroom are closely related to how students are going to use the information and 

feedback provided by the assessments and teacher. Students are more willing to monitor and 

evaluate their own learning in a classroom characterized by interpersonal trust and in which 

mistakes are accepted as natural components of the learning process (Chappuis et al., 2013; 

Leighton, 2020; Shepard & Penuel, 2018). When teachers can create this assessment climate in 

their classrooms, students are not punished or rewarded for their wrong or correct answers. On 

the contrary, they are inside of a learning process during which their strengths and weaknesses 

are revealed thanks to continuous and personalized feedback. They are allowed to reach deeper 

and sophisticated learning by using feedback. Within this assessment climate, it is possible for 

students to focus on mastering targeted skills without feeling any anxiety to perform better than 

the others or being punished because of mistakes (Kutlu & Kula-Kartal, 2018).  

The mentioned characteristics of the FA enable teachers and students to answer the three 

questions they ask themselves momentarily, daily, weekly, and monthly in the classroom: 

“Where am I going?” “Where am I now?” “What should I do to close the gap between my 

current and targeted status?” (Chappuis et al., 2013; Moss & Brookhart, 2009; Sadler, 1989). 

Defining the learning outcomes, success criteria and sharing them with the students make the 

learning targets more concrete and clearer both for teachers and students. The results attained 

from formative assessments provide information for the current levels of student learning. The 

formative feedback, self-assessment and goal setting enables both teachers and students to 

specify the necessary future steps to develop current performance. Thanks to those 
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characteristics, the FA both provide answers to the three critical questions which adjust 

students’ learning process and develop students’ learning, motivation, and self-regulation.  

1.5. Why does the Formative Assessment Develop Learning, Motivation and Self-

Regulation? 

The FA, when it is implemented effectively, increases students’ academic achievement by 

changing their interactions with classroom assessments (Black & William, 1998; Chappuis et 

al., 2013). Students take the feedback given to them by the teacher more seriously and 

concentrate on assessment tasks more effectively when they perceive that the assessment is 

related to and consistent with learning outcomes, learning progression and success criteria. In 

addition, the FA enables students to develop their performances by providing them continuous 

feedback regarding the inadequacies of the performance that need to be developed and future 

steps should be taken to develop them (Brown et al., 2009; McMillan, 2018).  

Students can evaluate their own competencies realistically thanks to the clearly defined and 

shared success criteria, teacher’s formative feedback and their self-assessments. When students 

set goals consistent with the learning outcomes and their competencies, they can believe that 

they can accomplish those goals and trust their competencies more. If students can understand 

where they are going, in other words what the targeted learning outcomes are, their possibility 

of believing that they are going to accomplish those goals also increases. That increased self-

efficacy enables them to put more efforts into the tasks (McMillan, 2020). In addition, students 

have a clearer picture of the future steps that should be taken to develop learning thanks to 

assessments, feedback, and self-assessment. This information enables them to perceive the 

development under their control and to get motivated to take the necessary steps to develop 

learning (Brookhart & Moss, 2015).   

The FA increases students’ self-awareness of their thinking and enables them to use this 

awareness to adjust their own thinking processes. During the FA process, students evaluate their 

works by using the success criteria. They can define the inadequacies in their works when they 

have a clear picture of what a superior work looks like. This gives the responsibility back to the 

students and enables them to self-regulate their learning. In addition, teacher’s formative 

feedback develops students’ self-assessment skills by guiding them on how to evaluate their 

performances by using the success criteria (Moss & Brookhart, 2009; Panedero et al., 2018; 

Shepard & Penuel, 2018).  

1.6. How is the Formative Assessment Implemented in the Classroom? 

The implementation of the FA in the classroom is guided by the three questions mentioned in 

the previous sections. The question that should be addressed at the beginning of the FA process 

is “Where am I going?”. At the beginning of the process, teachers must decide which skills and 

sub-skills they are going to teach, which learning progression students may follow while they 

are acquiring those skills, when and how they are going to attain the information and evidence 

showing students’ current levels of learning and with which success criteria they are going to 

compare students’ performance. According to researchers, these plans are necessary to define 

the process called learning progression (Popham, 2011). For example, if the targeted learning 

outcome is writing a compare-contrast essay, then, teachers should define the related skills to 

this outcome and plan in what order and how they are going to teach these skills. To do this, 

teachers must consider and note down the features and qualities of a superior compare-contrast 

essay. These qualities make clear both the related skills that should be developed in students 

and the success criteria that will be used to determine students’ current levels in terms of those 

skills. The teacher may specify the qualities such as comparing and contrasting the given topic, 

situation or entities, supporting the thinking with appropriate samples and evidence, organizing 

an essay including an introduction, body and conclusion parts.   
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After planning the FA process, teachers must share this plan with students by using work 

examples embodying the learning outcomes and success criteria. Teachers should use good or 

weak examples of compare-contrast essays to provide students with a clearer picture of what a 

good compare-contrast essay looks like. Teachers and students should have a discussion on 

what features make the essay a good or a weak example of compare-contrast essay, and teachers 

should help students to discover those features by themselves by using strategical questioning. 

Thus, teachers can model their students how to evaluate their essays based on the defined 

success criteria. After modelling, students can examine and evaluate a good and a weak 

compare-contrast essay example by using the success criteria. When students complete their 

evaluations, teachers can start a discussion in which they attract students’ attention to the 

features of the sample essays mentioned by the students when they are sharing their evaluations 

with the teacher.  This step is crucial both for students and teachers to give a clear and concrete 

answer to the question of “where am I going?”. Using good and weak examples of compare-

contrast essay and evaluating them by comparing them with the features of a good essay 

(success criteria) help students to have a clear picture of what a good compare-contrast essay 

looks like.  

It is important for teachers and students to answer the question of “where am I now?” in the 

learning process. To answer that question, teachers should assess students’ current writing 

skills. The teacher can use a performance task in which students can write an essay based on 

their prior knowledge and experiences without making any research. For example, students may 

be asked to compare and contrast living in an apartment with living in a house with a garden. 

Students should assess their essays by comparing them with the performance criteria of the task. 

Teachers must also provide feedback including the information for the weak parts of the essay 

that need be improved and suggestions how to improve those parts. Students should have a 

second chance to work on their essays again to be able to use self-assessment and teacher’s 

feedback to develop their essays. If teachers find it necessary, the same process should repeat 

with a different performance task. When teachers decide that students are competent enough in 

writing compare-contrast essay, they can implement the main performance task in which they 

can ask students to write a compare-contrast essay on a topic that will require them to make 

some research.  

The FA process requires teachers and students to answer the question “what should we do to 

close the gap between the current and targeted learning?”. At this point, the information attained 

from assessments guides teachers and students on what to do to develop the writing skills. 

Teachers and students should specify the weak parts of their essays by using the performance 

criteria. For example, if majority of the students mention only differences in their essays or they 

are not competent in writing the topic sentence yet, then, the teacher should adjust the 

instruction to address those deficiencies. Students also review and edit their essays based on 

their self-assessment and teacher’s feedback. Similar to that example, The FA is an iterative 

process including goal setting, attaining information and evidence, self-assessment and 

formative feedback, and this process proceeds until students become competent in the targeted 

skills. 
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