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Abstract 
Continuous evaluation is intended to make assessment an integral part of classroom teaching rather than an 
activity restricted to periodic examinations. Its effectiveness, however, depends substantially on teachers' 
assessment literacy and on the time and institutional conditions available for conducting assessment. This 
article examines the relationship between teacher assessment literacy, workload, and the quality of continuous 
evaluation in schools in Odisha. The analysis is situated within Odisha's experience with Continuous and 
Comprehensive Evaluation (CCE), which envisages regular collection of information about students' learning, 
diagnosis of learning difficulties, remedial intervention, and systematic documentation of progress. Evidence 
from the state's CCE framework and implementation review indicates that although continuous assessment 
was formally incorporated into school practice, difficulties remained in translating the principles of formative 
assessment into meaningful classroom processes. In particular, teachers' limited understanding of formative 
assessment, reliance on isolated activities for assigning marks, inadequate use of qualitative feedback, and 
documentation requirements have implications for the quality of evaluation. The article develops a conceptual 
model in which assessment literacy is expected to improve the validity and instructional usefulness of 
continuous evaluation, whereas excessive workload may weaken the relationship by reducing teachers' time 
for observation, feedback, analysis, and remedial action. The paper argues that improving the quality of 
continuous evaluation in Odisha requires more than additional assessment formats. It requires sustained 
professional development, reduction of unnecessary documentation, practical assessment tools, collaborative 
moderation, and institutional support. The article concludes with recommendations for strengthening teacher 
assessment capacity and creating a more manageable and instructionally meaningful system of continuous 
evaluation. 
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Introduction 
Assessment occupies a central position in the 
teaching-learning process. Traditionally, school 
assessment in India has often been associated with 
examinations, marks, grades, and certification. 
Such approaches can provide information about 
achievement at particular points in time, but they 
may provide limited information about how 
students learn, where they experience difficulties, 
and what teachers can do to address those 
difficulties during instruction. 
Continuous evaluation emerged partly in response 
to this limitation. The underlying principle is that 
assessment should be integrated with everyday 
teaching and should generate information that can 
be used to improve learning. Odisha's framework 
for Continuous and Comprehensive Evaluation 
(CCE) similarly conceptualised assessment as a 

cyclical process involving teaching, assessment, 
diagnosis, and remedial intervention. The 
framework expected teachers to collect information 
about students' curricular, co-curricular and socio-
personal development at regular intervals and to 
maintain individual records of progress.  
However, introducing continuous evaluation 
through policy does not automatically ensure high-
quality assessment practice. Teachers need 
knowledge of assessment purposes, methods, 
criteria, interpretation and feedback. In addition, 
continuous evaluation requires time for observing 
students, preparing assessment tasks, recording 
evidence, analysing performance, communicating 
feedback and planning remedial activities. 
Consequently, teacher assessment literacy and 
teacher workload are closely connected to the 
quality of continuous evaluation. 
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This issue is particularly important in the context 
of Odisha. The state's CCE experience 
demonstrates both the potential of school-based 
assessment and the difficulties associated with 
implementing it at classroom level. A review of 
CCE implementation in Odisha reported that 
teachers sometimes relied on individual activities, 
classwork or oral tests to assign formative marks, 
resulting in records that did not necessarily 
represent students' progress across the term. The 
review also identified a need for stronger teacher 
understanding of formative evaluation.   
The article contributes to the discussion by treating 
assessment quality not simply as a technical issue 
but as an interaction between teacher competence, 
workload, institutional support and assessment 
design. 
 
Conceptualising Teacher Assessment Literacy 
Teacher assessment literacy refers broadly to the 
knowledge, skills, dispositions and professional 
judgement required to design, conduct, interpret 
and use assessment effectively. It extends beyond 
the ability to prepare tests or assign marks. 
An assessment-literate teacher should be able to: 

 identify the purpose of an assessment; 
 establish clear learning outcomes or 

success criteria; 
 select an appropriate assessment method; 
 construct meaningful questions and tasks; 
 observe and document student learning; 
 interpret assessment evidence; 
 provide useful feedback; 
 identify learning gaps; 
 modify teaching in response to evidence; and 
 use assessment information ethically and fairly. 

This distinction is important because an assessment 
can be technically completed without being 
educationally useful. For example, a teacher may 
conduct frequent oral questions or class tests but 
fail to analyse the responses sufficiently to identify 
misconceptions. Similarly, maintaining a large 
number of records does not necessarily indicate 
that formative assessment is taking place. 
Research outside Odisha also suggests that 
teachers' use of assessment can influence the 
accuracy of their understanding of students' 
academic competence. One experimental study 
found that teachers who received training in using 
assessment to guide instruction developed more 

accurate perceptions of students' academic skills, 
indicating that assessment knowledge can have 
consequences for instructional decision-making.  
Thus, assessment literacy should be understood as 
an instructional capability, rather than merely as 
compliance with an assessment schedule. 
 
Continuous Evaluation in the Odisha Context 
Odisha has a substantial policy history of school-
based and continuous assessment. The state's CCE 
framework describes assessment as an ongoing 
process through which teachers collect information 
about students' learning, diagnose difficulties and 
provide remedial support. It also emphasises 
individual student profiles rather than simple 
comparison among students. The framework 
recognised several practical challenges associated 
with implementation, including differences in 
teachers' backgrounds, unfamiliarity with the CCE 
concept and the persistence of conventional 
examination practices. It consequently identified 
teacher training and monitoring as important 
elements of implementation. The implementation 
evidence is particularly revealing. The Odisha 
review of CCE reported that formative marks could 
sometimes be based on a single activity, classwork 
or oral test instead of a broader body of evidence. 
It also observed that qualitative comments did not 
always provide sufficient information about 
children's learning progress or learning gaps. These 
observations highlight an important difference 
between continuous assessment as a policy 
requirement and continuous assessment as a 
pedagogical practice. 
A system can require teachers to assess students 
frequently, yet the resulting information may 
remain weak if teachers lack adequate assessment 
literacy or sufficient time to interpret evidence. 
Therefore, the frequency of assessment should not 
be confused with assessment quality. 
 
Teacher Workload and Continuous Evaluation 
Teacher workload is another important determinant 
of assessment quality. Teachers' work extends 
beyond classroom instruction. Depending on the 
school context, teachers may be responsible for 
lesson preparation, classroom teaching, student 
records, assessment, meetings, administrative 
duties, co-curricular activities, community-related 
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responsibilities, reporting and various government 
programmes. 
Continuous evaluation can add to this workload 
when each assessment requires separate 
preparation, observation, documentation, grading 
and reporting. 
The problem is not necessarily continuous 
assessment itself. Rather, the problem emerges 
when assessment systems are designed 
around multiple documentation requirements 
without sufficient integration with everyday 
teaching. 
International research on teacher workload has 
similarly shown that administrative demands and 
requirements to provide evidence of policy 
compliance can interfere with teaching and 
learning. Central (PMC) Research examining 
Indian school contexts has also pointed to the 
possibility that accountability mechanisms and 
assessment-related administrative responsibilities 
can intensify teachers' non-pedagogical work.  This 
suggests a useful distinction between two forms of 
assessment work: 
Instructionally productive workload involves 
activities such as observing students, analysing 
responses, giving feedback and modifying 
instruction. 
Administratively intensive workload involves 
repetitive recording, duplication of information, 
paperwork and compliance-oriented reporting that 
may have limited direct influence on classroom 
learning. 
A high-quality assessment system should maximise 
the first while reducing the second. 
 
Relationship Between Assessment Literacy, 
Workload and Evaluation Quality 
The relationship among the three variables can be 
conceptualised as follows: 
Teacher Assessment Literacy → Quality of 
Continuous Evaluation 
Higher assessment literacy should enable teachers 
to select appropriate assessment methods, interpret 
evidence accurately and use feedback to improve 
instruction. 
At the same time: 
Teacher Workload → Quality of Continuous 
Evaluation 

Excessive workload may reduce the time available 
for careful observation, feedback, documentation 
and remedial teaching. 
The interaction can therefore be represented as: 
Assessment Literacy × Workload → Quality of 
Continuous Evaluation 
This interaction is important. A highly assessment-
literate teacher may understand what effective 
formative assessment requires but still struggle to 
implement it if the teacher has excessive 
administrative responsibilities. Conversely, 
reducing workload alone may not produce better 
assessment if teachers do not possess the 
knowledge and skills required to interpret 
assessment evidence. 
The implication is that policy interventions should 
address both professional capacity and working 
conditions. 
 
Quality of Continuous Evaluation 
For the purpose of this article, quality of 
continuous evaluation can be assessed through five 
dimensions. 
Alignment 
Assessment activities should correspond to 
intended learning outcomes. If teaching aims to 
develop reasoning, problem-solving or 
communication, assessment should not depend 
exclusively on recall-based questions. 
Continuity 
Continuous assessment should collect evidence 
across time rather than rely on one isolated 
performance. A student's learning trajectory is 
more informative than a single score. 
Validity 
Assessment should measure the knowledge, skills 
or competencies it claims to measure. For example, 
evaluating oral communication exclusively through 
written tests would provide incomplete evidence. 
 
Feedback and instructional use 
The central value of formative assessment lies in 
what teachers do with the evidence. Assessment 
becomes pedagogically meaningful when 
information about student performance leads to 
feedback, differentiated instruction or remediation. 
 
Documentation quality 
Records should provide a useful representation of 
student progress rather than simply demonstrate 
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that assessment has been conducted. Excessive 
recording can undermine the purpose of assessment 
when documentation becomes an end in itself. 
 
Evidence from Odisha 
The available evidence from Odisha provides 
several important insights. 
First, the state's CCE framework was designed 
around an explicitly formative conception of 
assessment. It envisaged a cycle in which teaching, 
assessment, diagnosis and remedial intervention 
were connected.  
Second, implementation evidence indicates a gap 
between the intended model and classroom 
practice. The Odisha CCE review found that 
formative marks were sometimes derived from 
isolated activities or tests rather than from 
comprehensive evidence of progress.  Third, the 
review identified weaknesses in qualitative 
reporting. Comments sometimes described an 
activity performed by the child but did not 
necessarily communicate the child's broader 
learning trajectory or specific learning difficulties.  
Fourth, the Odisha framework itself recognised 
teacher training as necessary for implementation 
and acknowledged the challenges created by 
unfamiliarity with CCE and diverse teacher 
profiles.  Together, these findings suggest that the 
challenge was not simply a lack of assessment 
activity. Rather, the deeper issue concerned 
the quality, interpretation and instructional use of 
assessment evidence. 
This distinction is crucial for contemporary 
assessment reform. Increasing the number of tests 
or records may produce more assessment data 
without necessarily producing better learning. 
 
Methodology 
The present study adopts a descriptive, analytical, 
and qualitative research methodology to examine 
the relationship between teacher assessment 
literacy, workload, and the quality of continuous 
evaluation in schools of Odisha. The study is 
primarily based on a review and analysis of 
relevant policy documents, curriculum 
frameworks, assessment guidelines, government 
reports, and scholarly literature concerning 
continuous and comprehensive evaluation, 
formative assessment, teacher competencies, and 
classroom assessment practices. Particular 

attention is given to the Continuous 
Comprehensive Evaluation Framework for Odisha, 
which envisages CCE as a school-based 
assessment process planned and implemented by 
teachers through cycles of learning, assessment, 
and remediation.  
The study employs a policy-to-practice analytical 
framework to understand how teachers' knowledge 
and skills in assessment influence the quality of 
continuous evaluation and how workload and 
institutional conditions affect its implementation. 
Three major dimensions—teacher assessment 
literacy, teacher workload, and quality of 
continuous evaluation—form the central analytical 
categories. Teacher assessment literacy is 
examined in terms of teachers' understanding of 
assessment objectives, formative assessment 
techniques, observation, documentation, feedback, 
learner progress, and remedial measures. Workload 
is considered in relation to lesson preparation, 
classroom teaching, assessment, record 
maintenance, co-curricular responsibilities, 
administrative duties, and other institutional tasks. 
The quality of continuous evaluation is considered 
in terms of regularity, comprehensiveness, 
reliability, learner participation, feedback, and the 
use of assessment information for improving 
learning. 
The analysis also considers evidence from Odisha 
concerning the practical difficulties associated with 
CCE. Earlier reviews of CCE implementation in 
the state have identified concerns such as limited 
teacher understanding of formative assessment, 
difficulties in designing meaningful activities and 
projects, and weaknesses in recording and 
interpreting learner progress. These issues are 
particularly relevant to the present study because 
assessment literacy cannot be separated from the 
time, training, resources, and institutional support 
available to teachers. The methodology therefore 
examines teacher capacity and workload as 
interconnected factors rather than treating them as 
independent problems. 
The study uses thematic analysis to identify 
recurring patterns related to teacher preparedness, 
assessment practices, workload, documentation, 
feedback, classroom realities, and institutional 
support. The findings are interpreted comparatively 
by examining the intended principles of continuous 
evaluation against the practical conditions under 



International Journal of Advanced Multidisciplinary Research and Educational Development 
Volume 2, Issue 5 | September - October 2026 | www.ijamred.com 
 

ISSN: 3107-6513 
 

 
 

310 
 

which teachers perform assessment-related 
responsibilities. The study does not claim statistical 
generalization to all schools in Odisha; instead, it 
provides a contextual and analytical understanding 
of the factors that influence the quality of 
continuous evaluation. The methodology also 
provides a foundation for future empirical research 
involving teacher questionnaires, interviews, 
classroom observations, and school-level case 
studies. Such empirical investigation would help 
determine more precisely how assessment literacy 
and workload affect teachers' ability to conduct 
meaningful, learner-centred, and improvement-
oriented continuous evaluation in Odisha. 
 
Discussion 
The Odisha evidence suggests that the 
effectiveness of continuous evaluation cannot be 
judged merely by asking whether teachers conduct 
regular assessments. The more important question 
is whether assessment produces reliable 
information that is subsequently used to improve 
teaching and learning. 
The distinction between assessment 
frequency and assessment quality is particularly 
significant. A teacher may conduct several tests 
during a term and maintain detailed records while 
still providing limited formative support to 
students. Conversely, a carefully designed 
observation, classroom discussion or short 
diagnostic task may provide highly useful 
information when it is connected to instructional 
decision-making. 
Assessment literacy is therefore fundamental. 
Teachers need to understand why different 
assessment methods are used and what conclusions 
can legitimately be drawn from the evidence. 
Professional development should consequently 
move beyond procedural training on how to fill 
assessment records. 
The evidence from Odisha also suggests that 
workload needs to be treated as a quality issue. 
When documentation becomes excessive, teachers 
may respond by simplifying assessment tasks, 
repeating familiar formats or recording marks 
without extensive analysis. This can produce a 
form of compliance-oriented continuous 
assessment, where the visible presence of records 
becomes more important than their pedagogical 
value. 

This concern is consistent with wider evidence that 
administrative demands can interfere with teaching 
and learning.  
The solution, however, is not to remove continuous 
evaluation. Continuous assessment remains 
valuable because it can provide information while 
learning is still taking place. The policy challenge 
is to design a system in which assessment 
is embedded in teaching rather than added on top 
of teaching. 
 
Policy and Practical Implications for Odisha 
Several measures could strengthen the quality of 
continuous evaluation in Odisha. 
 
Shift from assessment quantity to assessment 
usefulness 
Schools should focus on whether assessment 
evidence informs teaching rather than on the 
number of activities recorded. 
 
Strengthen assessment literacy 
Teacher professional development should include 
practical training in: 

 formative assessment; 
 rubric development; 
 questioning techniques; 
 observation; 
 feedback; 
 diagnostic assessment; 
 interpretation of student responses; and 
 remedial planning. 

Training should use classroom examples 
rather than rely primarily on theoretical workshops. 
 
Reduce redundant documentation 
Where the same information is recorded in 
multiple formats, documentation should be 
consolidated. Digital systems, where feasible, 
should simplify rather than increase reporting 
requirements. 
 
Promote assessment moderation 
Teachers within a school or cluster could 
periodically examine student work together. 
Collaborative moderation can improve consistency 
in judgement and strengthen teachers' assessment 
knowledge. 
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Provide context-sensitive support 
Schools in remote, rural or resource-constrained 
settings may require different forms of support 
from relatively well-resourced schools. Assessment 
policy should therefore allow reasonable 
flexibility while maintaining clear principles of 
quality. 
 
Limitations 
This article has an important limitation. It is 
a conceptual and evidence-informed research 
article rather than a report of a newly conducted 
field survey. The Odisha-specific empirical 
claims are therefore based on documented 
policy and implementation evidence rather than 
newly collected teacher-level data. The 
Odisha CCE review itself identified 
implementation problems, but these historical 
findings should not automatically be interpreted as 
representative of every school in the state today.  A 
future empirical study should collect current data 
from a representative sample of schools and should 
distinguish among school types, 
geographical areas, teaching levels and teacher 
characteristics. 
 
Conclusion 
Continuous evaluation can contribute 
substantially to improving school learning when 
assessment is used as part of the teaching process 
rather than treated as an additional 
administrative obligation. Evidence from Odisha's 
experience with CCE demonstrates that the formal 
introduction of continuous assessment does not 
by itself guarantee high-quality formative practice. 
The state's own framework recognised the need for 
teacher preparation, systematic monitoring and 
the integration of assessment with diagnosis 
and remediation.  
The implementation review further indicates that 
teachers sometimes relied on isolated activities for 
formative marking and that qualitative records did 
not always capture meaningful information about 
student learning. These observations point to two 
interconnected challenges: strengthening teachers' 
assessment literacy and ensuring that assessment 
responsibilities remain manageable. 
The central argument of this article is that teacher 
assessment literacy and workload should be treated 
as complementary determinants of continuous 

evaluation quality. Assessment-literate teachers are 
better positioned to collect and interpret 
meaningful evidence, but their expertise can be 
undermined when excessive 
administrative demands reduce the time available 
for observation, feedback and instructional 
adaptation. 
For Odisha, therefore, the future of continuous 
evaluation should not be defined by more tests, 
more forms or more records. It should be 
defined by better evidence, better feedback, better 
instructional decisions and more manageable 
professional responsibilities. A sustainable 
assessment system is one in which teachers have 
both the competence and the time to 
use assessment for its fundamental purpose: 
improving student learning. 
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