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ABSTRACT

Formative assessment plays a crucial role in 213t century education as it bridges the gap between teaching
and learning. It is a pedagogical practice that improves teaching, as well as students' learning. There has
been a tremendous amount of research demonstrating interest in this practice in the field of education.
Teachers' professional development in formative assessment becomes an integral part of their classroom
practice. Teachers’ knowledge of formative assessment must be assessed in order to direct the professional
development for teachers. The purpose of this research is to investigate and explore how EFL teachers
conceptualize formative assessment process and how they judge its usefulness in the teaching/learning
process. Secondly, the study seeks to identify the main challenges that teachers encounter when
implementing the practice of formative assessment in the context of higher education. Thirdly, it checks
if a teacher professional development in formative assessment practices is needed. To meet our research
objectives, the study adopted a mixed method approach to understand the process of formative assessment
within the higher teacher education context. We conducted two questionnaires (one is administered to
teachers and the second to students). In this study, 75 students responded to a questionnaire and 21 teachers
took part in the study. In addition, observation of two classes (40 students) was conducted to triangulate
the investigation of current practices of teachers and students. Data from classroom observations and
questionnaires were analyzed using mixed methods to create a portrait of the role of formative assessment
in the classroom. The findings of the questionnaire revealed that teachers and students were aware of the
purpose of formative assessment and its impact on students learning. Additionally, observations showed
that teachers and students were aware of the importance and impact of formative assessment when
implemented in the teaching and learning process. Therefore, these practices could move students’
learning forward by providing effective and continuous feedback. The findings from this research can
increase understanding of assessment in higher education settings and may benefit teachers who
implement formative assessment practices, through continuous and regular professional development.
This research suggests that innovative integration of formative assessment in teachers’ practices can
support committed professional learners to develop competencies that are transferable into their own
practice. It also offers suggestions that may help teachers facilitate and innovate its implementation in the
field of ELT. Implications for teachers, universities and professional learning and development are

outlined and suggestions for further research are included.
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General Introduction
a. Motivation to do this Research

My professional background and experiences as a teacher and student may be seen as
influential in my decision to conduct research in this area. Since my postgraduate degree (Magister
phase), my research project was on the impact of formative assessment on raising students’
motivation. | have noticed how the teachers and students at university are at a great need of such
practices for the benefit of teachers’ instruction and students’ learning alike. I have often wondered
if conditions and environment conducive to the right integration and implementation of formative
assessment and conditions could lead to improvements in student learning and teachers’

instructional practices.

My interest in classroom assessment also comes from being a Doctorate student and
the fact that there is now a major call globally to incorporate formative assessment strategies
such as timely feedback, self-assessment strategies, peer-assessment strategies, rubrics,
portfolios, and models that can guide learning as part of teaching and learning. Ibelieve that
the combination of my professional experience as a teacher and personal experience has allowed
me to gain an understanding of how formative assessment strategies can help enhance students’

learning and teachers’ teaching.
b. Background of the Study

Learners in the 21st century are required to master new and innovative skills for both social
and professional life. Teaching and learning must heavily rely on continuous learning against
competencies using current learning and instructional approaches. Learning entails not only
acquiring new knowledge, but also comparing it to previously acquired knowledge. Globally,
education is highly interested in developing learners’ competencies, namely, how learners’
learning process progresses, what they are able to do, and how they receive instructional support
from teachers and their peers. The focal factor is how teachers engage and inspire students in the
classroom to improve their performance and achievements. Many scholars define formative
assessment as a blend of feedback from teachers, self-assessment, and peer assessment that can be

gathered and used to modify students' existing learning practices.

Students need to demonstrate their comprehension and mastery of specific knowledge and

skills. This innovation and creativity necessitate that students learn how to gain new knowledge
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and skills as they advance through their studies. This type of assessment is important in helping
students develop their self-studying and self-researching skills and motivation. Students regularly
participate in each class project and change these tasks based on suggestions and feedback in order
to meet their targets/goals. Formative assessment is well-known for its different meanings, but the

degree of which it affects teachers and students is also a hotly debated issue.

Formative assessment usually occurs during instruction with the aim of detecting the gap
and making improvements if necessary. Formative assessment entails the collecting of concrete
evidence of student learning, for the sake of providing timely and constructive feedback to students
and adjusting teachers’ instructional strategies to enhance achievement. Through formative
assessment students are given the chance to pick, organize, and display their knowledge, as well
as recognize new insights about understanding and question their existing knowledge. When the
students are engaged in the assessment process, it is crucial to become active participants in their

learning progression.

There is a wide range of formative assessment methods and techniques that can be used to
increase student engagement and performance during the course of students’ learning. These
formative assessment strategies and techniques must be investigated so that their significance is
understood by all education stakeholders, particularly teachers and students. One of the main goals
of higher education is to develop the learner's autonomy and self-regulated learning. The
assessment practice is consistent with the term formative assessment since this research focuses

on evaluating formative assessment practice in higher education in Algeria.

Several authors advocate that formative assessment can positively impact the students’
learning and lead to inform and adjust practices and has a great role in teaching-learning process
as well as the pedagogy employed to empower students inside and outside the classroom. For
teachers who effectively use formative assessment strategies, it is the responsive element of
adjusting lesson plans, instruction and assessments to give students multiple avenues to develop
deeper understanding and to address student learning needs. Teaching behaviors that are more
consistent with those who embodies the knowledge, beliefs and dispositions about effective

formative assessment.

When teachers effectively employ the formative assessment in the classroom, they involve

students in tasks and activities, collect data (formal or informal) from specific student discussions,
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and adjust their teaching accordingly. This is something that experienced teachers do almost
naturally. Teachers and students can keep track of each student's individual abilities and needs
using formative assessment strategies. Successful teachers build an environment which is
conducive where students can develop a learning process based on these three formative
assessment questions: “Where are you trying to go? Where are you now? How can you get there?”
(Abell & Siegel, 2011, p. 14).

Assessments have been used to test students' academic skills over the last decade, and the
outcomes of these assessments have been used to inform education decisions. Assessment is also
an indispensable part of teaching and learning in higher education, as well as a focal component
for evaluating students’ learning. Understanding assessment outcomes, in particular, has

immediate and long-term effects on students, teachers, and educational practices.

Undoubtedly, the role of assessment in higher education is gaining attention, as
assessments are increasingly recognized as having the potential to enhance teaching and learning.
Recently, educators have launched a wide academic investigation to track the impact of assessment
that could play in students’ performance and promote them to be active participants in their own

learning and thereby bridging the gap between what has been learned and what can be learned.

Several scholars have stated that using formative assessment practices in the classroom
intentionally improves students' performance (Black & Wiliam, 1998; Stiggins,2002). Moreover,
learning outcomes, assessment, and classroom practice are closely intertwined. Consequently,
before teachers can use practical assessment tools, they first determine the objective of assessment,
the parameters that will be assessed, and the expected outcomes. Effective assessment methods
affect students’ learning progress and help them gain a better understanding of the subject material.
Assessment can be used to monitor continued improvements in student achievement and

instructional practices, as well as to promote teaching and learning.

As a result, formative assessment is also an integral part of classroom instruction.
Furthermore, formative assessment provides students with consistent feedback in order to promote
development and offer knowledge that allows them to take responsibility for their own learning.
Formative assessments have the potential to match the need for higher education’s increasing call
to improve the quality of teaching and learning. While there has been a lot of literature on

formative assessments in higher education, there has also been relatively plenty of research
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published on formative assessment methods in higher education.
c. Statement of the Problem

Formative assessment has been shown to be a most effective instructional strategy when
purposefully utilized by teachers and results in significant and observable growth in student
learning (Black & William, 1998). Researchers have collaborated with teachers to increase
understanding and utilization of formative assessment strategies by engaging students through
instructional conversations (Bell, 2000). These collaborations were conducted with a limited
number of teachers in a longitudinal design that took up to two years to accomplish the desired
outcome. Under this training model, it would likely take many years to train teachers to become

more proficient with implementing formative assessments into instructional repertoires.

The purpose of this study is to investigate how teachers' stated values and use of formative
assessment strategies are implemented during classroom instruction. The current literature on
formative assessment has indicated five specific constructs are critical when responding to student
learning needs. These include: (a) clarifying learning intentions; (b) engineering classroom
discussions; (c) providing feedback to students; (d) activating students as owners of their work;
and (e) having students’ self- and peer-assess (Leahy et al., 2005). Therefore, this investigation
attempts to determine teachers' knowledge about formative assessment by examining how their
beliefs translate into actions with regard to these specific criteria for formative assessment.
Another outcome of this study is the investigation of the types of professional development
training teachers have participated in and the influence of that training on their usage of formative

assessment strategies during instruction.

It is uncertain what teachers think of formative assessment and whether or not they
implement it in their classrooms. Despite the fact that formative assessment is taught in university
teacher training programs, it is not the most common practice of assessment used by classroom
teachers. Summative assessments, such as examinations, tasks, and performances, have largely
replaced formative assessments as the primary predominant tools of assessing students’ learning
(Shepard, 2000; Stiggins, 2002).

Since teachers depend heavily on summative assessments to evaluate students’
performance, it is questionably reasonable to doubt teachers’ knowledge and practices when it

comes to implementing formative assessment as a reliable instructional and assessment method to
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assess students’ understanding and achievement, and this is the cause for major concern. Teachers
may be unaware of the crucial importance of formative assessment as an educational method that
may improve students’ success. Another point of question is whether teachers who are likely to
use formative assessment strategies have received the requisite and sound professional
development to gain expertise and willingness to integrate them in their daily instructional
practices. This research work investigates topics such as teachers' skills, principles, attitudes,

practices and use of formative assessment in the classroom.

Extensive body of research, including several comprehensive research reviews, stating that
the integration of formative assessment in classroom practice is one of the most practically
effective ways of increasing students’ achievement. Educationally, formative assessment has the
potential to provide substantial learning gains for students; therefore, formative assessment
professional development for English language teachers is an urgent necessity. Assessing teacher
formative assessment knowledge is essential for providing successful professional development,
much as it is for assessing student knowledge prior to teaching. Specifically, when it applies to
this research, teacher knowledge of formative assessment can be assessed as teachers are subjected

to formative assessment professional development.

According to Heritage (2007) teachers' practices improved as a result of receiving
formative assessment professional development. Through formative assessment professional
development, teachers developed formative assessment strategies to gain knowledge about student
learning to assist them in achieving their desired learning outcomes (Black &Wiliam, 1998;
Stiggins & Dufour, 2009; Torrance & Pryor, 2001).

It is important for teachers to have a thorough understanding of formative assessment
before implementing it. Assessing teachers' understanding of formative assessment will aid in
ensuring that professional development training meets the needs of the teachers, allowing them to
adapt their instructional practices and use what they have acquired to support students’ learning.
Extensive body of research has explored the impact of professional development programs on both
teacher practice and student achievement in formative assessment programs’ effects on teachers'

classroom practice and student achievement.

d. The Significance of the Study
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The results of this study could help teachers well understand how formative assessment
evidence may be collected and implemented. Understanding how formative assessment impacts
teaching and learning in the classroom can be beneficial to all classrooms. Interestingly, Formative
assessment may bring about social change by improving the quality of education and students’
achievement levels. It may also change the dynamics of the classroom environment thus moving
to the 21st century classroom. The findings of this research aim to be significant as it is expected
they might help elevate teachers’ interest and raise their awareness on their involvement in
ongoing professional development process to enhance and improve their knowledge about
formative assessment. Therefore, this study significantly aims at pushing national Higher
Educational authorities to decide on a more participatory strategy seeking to engage teacher

meaningfully in formative assessment professional development programs.

A better understanding of the teachers’ actual practices essentially enables for more precise
tailoring of interventions to meet the needs of both teachers and students. It is anticipated that the
results of this study add additional insights into the formative assessment teacher practices in the
context of Higher Education for improving student learning. The drive of this study will contribute
to gain deeper knowledge of formative assessment and the teacher experiences from their
classroom practices that are significant components that constitute the teacher’s classroom

assessment environment they construct to assist teachers and students.

In addition, this research aims at providing empirical data that may be of value to
researchers in other English language teaching contexts where formative assessment can bring
new innovative teaching learning methods. In this regard, the study has theoretical significance
as the findings can be beneficial to educators and scholars in the field of English as a foreign

language (EFL).

The results yielded by this analysis would be used as a basis for recommendations to
improve the correct situation through providing pre-training and in-service training program for
teachers to function properly in their career to satisfy and meet students’ needs. This will provide
a more successful approach to closing the gap in teacher's pedagogical knowledge and skills which

will, in turn bridge knowledge gap in students’ current progress.

e. Research Questions
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Drawing from all the afore-mentioned considerations, the goal of this research project is to

answer a number of questions that can be summarized as follows:

1-

2-

Is formative assessment well implemented at the university of El-oued by English language
teachers?

Are English language teachers well aware of the significance of formative assessment
practices?

Do EFL teachers at El-oued University need professional development in the knowledge of
assessment?

What are the major challenges encountered by teachers when implementing formative
assessment practices?

What is the significance of professional development in enhancing the effectiveness of

implementing formative assessment?

f. Hypotheses

The present piece of research attempts to hopefully provide answers to the above cited

questions through the following research hypotheses or assumptions that have been formulated:

Formative assessment is less implemented at the university of EI-Oued by English teachers.
Most of the English language teachers of EI-Oued University are aware of the significance
of formative assessment practices.

Teachers of English at EI-Oued University need professional development in the
knowledge of assessment

The major challenges of formative assessment are lack of assessment knowledge and time
constraint.

The significance of professional development is in improving teachers’ instructional
practices and enhance the effectiveness of implementing formative assessment in EFL

classrooms.

g. Research Methodology

The methodology refers to the main approaches and paradigms that guide the manner with

which the research is conducted while methods refer to specific research tools, instruments or

techniques that a researcher uses to collect data to answer research questions. The decision to
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choose a particular research method is generally determined by its suitability for the purpose of
the research problem questions objectives and other practical considerations. This study employs
a mixed methods approach for data collection that engaged both teachers and students from
English department of the university of El-oued. The questionnaires were conducted to check
teachers’ perceptions and attitudes of the use of formative assessment in their teaching and to
uncover the factors that inhibit their effective implementation in the classroom. Additionally, we
conducted classroom observations to collect more data about formative assessment practices to
check and explore teachers’ needs for professional development concerning their instructional
practices. The researcher also plan to distribute the questionnaires to provide insightful comments
and information from teachers’ and students’ understandings and incorporating formative

assessment in the classroom practices.

The nature of research, the objectives we set, and the problem we have raised, all require
the implementation of quantitative and qualitative methods. Questionnaires are addressed to
seventy-five (75) third-year students of English, and twenty-one (21) teachers at the university of
El-oued. The questionnaires aim to explore and investigate teachers’ practices and attitudes
towards formative assessment process in their classrooms. The main aim of observations to check
and in order to reach the above stated objectives, explore the research questions, and test the
hypotheses, a descriptive and explorative research design is used. The presentation of the results,
besides a narrative account, will be in the form of tables, pie charts and a bar graphs. Moreover,
the teachers’ questionnaire is used as a descriptive tool to get insights on teachers’ understanding
and use of formative assessment. This work also intends to gain insights into the students’

perceptions and attitudes and views about the effect of formative assessment use in the classroom.

h. Structure of the Thesis

As a whole, the present study is structurally organized into two main parts; theoretical and
practical with a total number of five chapters. The first two chapters are essentially devoted to the
literature review that provides theoretical and conceptual framework of the two variables of
research and consequently, lead to practical implications. Each chapter systematically begins with
an overview of what is included in the current chapter and ends with a summary. This introduction

has briefly outlined the background, objectives and significance of this study

Chapter one presents a broad view formative assessment practices in English language
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classrooms. This chapter intends to trace the history of formative assessment and its evolutions. It
essentially delineates the extensive body of research related to formative assessment from
operational definitions to its role and importance in classroom practices for both partners (teachers
and students alike). In addition to the different types of assessment, researchers further investigate
the characteristics and the five formative assessment strategies that this research work revolves

around.

The second chapter endeavors to uncover the teachers’ professional development and its
impact on teachers’ instructional practices and students’ achievement. Moreover, this chapter
addresses the major issues related to types of teachers’ professional programs and their challenges
and benefits. The third chapter critically depicts a detailed explanation of the methodology which
is implemented in this study. This chapter employs a mixed-method design in order to collect data
from different perspectives. It sets the practical basis driving the research work including the
research objectives, design, and the data analysis methodological procedures. Therefore, the target
population, the procedures undertaken for the selection of the sample that have been used while
collecting and analyzing the available data are all well explained within this chapter; for instance,

two questionnaires and classroom observation have been used as research instruments.

Chapter four anatomizes the use and the practices of formative assessment and ultimately
provides both quantitative and qualitative evaluation, analysis and interpretation of the results
drawn from this study and consequently leading to pedagogical implications and recommendations
for further research (alongside with discussion of the results obtained). The conclusion is drawn
on the basis of the findings obtained and the researcher answers the research questions. The last
chapter mainly focuses on promoting effective formative assessment practices in the Algerian

Higher Education settings relying on the findings of this research.
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1.1. Introduction

Formative assessment represents one of the key factors of success in the educational field
in general and in language learning in particular. The term has sparked the interest of many
researchers who attempt to give it a comprehensive definition relevant to its main pillars, while
others attempt to draw on the principles of this term with regard to various contexts and instances
to check its effectiveness. Researchers agree on the fact that formative assessment enhances

learning gains and helps teachers to be successful in their classrooms.

The current chapter aims to explore one of the work’s key words which is formative
assessment. The chapter starts broadly and ends narrowly. Accordingly, the chapter is initiated
with a distinction between assessment, evaluation and testing followed by a definition of the term
assessment with its related intricacies including a brief history about the term and its main pillars
and with a close reference to its importance in the classroom. The researcher steps forward to
talk about different types of assessment. Subsequently, the researcher starts narrowing his scope
by defining formative assessment, its main features then a brief survey of research in this area is
offered. The researcher also sheds light on the importance of formative assessment. Then, the use
of formative assessment in the classroom is introduced with its different stages. The role of
feedback in the process of formative assessment is highly influential, for that reason the
researcher devotes a section to stress the role of formative feedback. Finally, the teacher’s

and students’ roles in the process of formative assessment are portrayed.
1.2. A Brief History of Formative Assessment

Teachers have more often used formative assessment in the course of history, as they have
for most successful instructional techniques and procedures. Socrates, for example, may be
considered an early practitioner. He used his students' answers to quantify their learning and direct
his teaching by peppering them with probing and provocative questions; this is the primary feature

of formative assessment.

While teachers have long used Socratic methods and other means of meaningful inquiry,
the term "formative assessment" is recent. Its modern usage can be traced back to Michael Scriven
(1967), who coined the terms "formative™ and "summative" to describe gaps between both the
targets for gathering assessment data and how this data is then used. According to Scriven, when

a program is still in the planning and implementation phases, it is still malleable, and the input
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gained from assessment will help the program improve. Evaluation for the purpose of
improvement was dubbed "formative" by him. According to Scriven, evaluations will only provide
evidence to decide whether a curriculum has fulfilled its desired targets after it has been developed

and applied. This final assemblage of data was dubbed a "summative assessment™ by Scriven.

Benjamin Bloom was one of the first to introduce formative versus summative assessment
to educational assessment, laying the solid groundwork for the principle of mastery learning
(Bloom, Hastings, & Madaus, 1971). Mastery curriculum was designed to guarantee that students
did not progress to the next stage of learning until they had shown mastery of the current level's
learning goals. This idea later became the foundation for modular teaching, which was common
in the 1970s and involved students learning from self-directed packets of instruction, or modules.

When a student finished one packet successfully, he or she could continue on to the next,
completing modules before all goals were reached. In principle, mastery learning is similar to
today's scaffolding, but in fact, students operated more alone, with no instructor or peer
encouragement. Formative assessment became more deeply explored in the following decades.
Many western countries seek to incorporate it into standardized examinations. Bloom continued
his theoretical underpinnings on formative assessment, exploring a number of issues. He defined
two crucial components of formative learning: student feedback and corrective requirements for

all relevant learning components (Bloom, 1977).

He also proposed that depending on the corrections required, formative data should be used
to split the class into cooperative groups. Teachers will then use chosen instructional methods and
disciplinary answers to differentiate instruction and meet the needs of individual students (Bloom,
1976). In New Zealand, Terry Crooks investigated the impact of classroom assessment activities
on students and found that they have the ability to reinforce what is necessary to understand while
still positively influencing student motivation. According to Crooks (1998), classroom assessment
continues to be one of “the most powerful factors shaping education, as a result, teachers should
prepare ahead of time and devote a significant amount of time to it” (p. 476).In this vein ,Sadler
(1989) highlighted that assessment is more successful when students are able to track the

consistency of their own work by unique provisions that closely linked into teaching.

Perhaps the biggest step forward in the embrace of formative assessment came in 1998,

when Paul Black and Dylan Wiliam critically completed a meta-analysis of more than 250 research
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studies on Formative assessment. The researchers' conclusions, titled "Behind the Black Box,"
provide a strong argument for formative assessment. “There is no other way of raising standards
for which such a strong prima facie case can be made,” Black and Wiliam argued in their study
(19984, p. 148). “Inside the Black Box” paved the way for many educational pioneers, not only in
the United States, but around the world, to identify and implement formative assessment in
classrooms. New Zealand, Australia, and the United Kingdom have been particularly active in this
trend. The recent surge in interest and knowledge necessitates a shift in the way how we learn and

implement assessment.
1.3. Formative Assessment Defined

Formative assessment is not a new term and can be defined in myriad ways. The word
‘Formative’ has been essentially used to delineate an improvement process, while the word
‘summative’ has been used to describe a judgment about a process. As a definitional issue,
formative assessment is a process where teachers and students collect information during the
learning process and to make adjustments accordingly. Formative assessment was broadly defined
by Black and Wiliam (1998a) as "all those activities undertaken by teachers, and/or by their
students, which provide information to be used as feedback to modify the teaching and learning
activities in which they are engaged™ (p. 7). This definition does not limit itself to formal tests,
quizzes, or homework. Assessment is a collection of evidence about student learning through a
variety of ways such as portfolios, journals, dialogue, questioning, interviewing, work samples,
formal testing, and projects. Put differently, formative assessment encompasses the process of
gathering evidence about student learning, and the provision of timely and constructive feedback
to students for the reason of adjusting instructional strategies to enhance achievement.

In 2006, the Council of Chief State School Officers (CCSSO) updated this definition:
“Formative assessment is a process used by teachers and students during instruction that provides
feedback to adjust on-going teaching and learning to improve students’ achievement of intended
instructional outcomes” (Popham, 2008, p. 5). The central principle behind formative assessment
is to provide feedback that generated from the information gathered which seeks to close the gap
between student's current status and the desired level. This idea is supported by Heritage (2007)
as she states “to make changes in the students’ learning status and help them close the gap” (p.

10). Once this gap is bridged, another one opens and the student learning moves to the next stage.
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Therefore, the assessment process seeks to provide evidence for improving students’ learning. In
order to allow teachers and students to make changes in students’ learning, and close the gap

between the current and intended learning goal (Heritage, 2007).

Furthermore, Shepard (2000) points out that formative assessment is neither just a tool nor
a measurement instrument, rather a process to continuously support teaching and learning which
Is carried out during the instructional process. We can highlight the major role that formative
assessment plays in providing teachers and students alike with continuous, real time information
that informs and supports instruction. In the same line of thought, Black and Wiliam (2009) coins
another definition of formative assessment with these words: “Practice in a classroom is formative
to the extent that evidence about student achievement is elicited, interpreted, and used by teachers,
learners, or their peers, to make decisions about the next steps in instruction that are likely to be
better, or better founded, than the decisions they would have taken in the absence of the evidence

that was elicited” (p.9).
1.4. Formative Assessment in Higher Education

In all stages of education, assessment is a complex phenomenon that plays a critical role in
improving teaching and student success, enrollment and selection, placement and instructional
direction, learning and proficiency acquisition, curriculum appraisals, and career guidance and
decision making (Chappuis, Chappuis, & Stiggins, (2009). Assessment in higher education is a
crucial element of the foundation of education because it assesses student’s learning, as well as

the effectiveness’ of instructional practices and the program of study being delivered.

Assessment is at the heart of higher education. As is echoed by Torrance (2007),
assessment is a focal factor within teaching and learning. It is important to note that although
formative assessment (assessment to support learning) and summative assessment (for validation
and accreditation) are not independent or predetermined procedures, there is still conflict between
the two (Wiliam & Black, 1996). Assessment should be practically embedded in classroom
practices for both formative and summative purposes. For instance, previous research has
emphasized embedded assessment and indicates that degree of the knowledge structure being
developed have implications for assessment strategies. Recent research has also shown that
incorporating authentic tasks and activities while also offering resources for ongoing interactions

with others is important for fostering successful learning (Leahy, & Wiliam, 2009).
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Furthermore, the methods of assessment in higher education may have a significant impact
on student learning if the assessment considers the principles or skills that are being instilled in
the students, or if it helps in the growth of life-long learning. (Garrison, & Ehringhaus, 2007).
Moreover, the concept "if you want to change student learning, change the methods of assessment"
should become the foundation of optimizing learning and teaching (Briscoe &Wells,2002, p. 644).
Put differently, since students are viewed as active participants in the assessment process, it can
support student progress, strengthen instructional strategies, and identify that learning occurs in

informal environments (Garrison, &Ehringhaus, 2007).

Formative assessment aims to assist students in identifying areas of strength and weakness
SO as to better achieve their learning goals during learning and teaching (Black, &William, 1998).
Recently, higher education has been undergoing reform and increasing attention is being given to
the purposes of assessment, as educators hope to prepare learners with the skills and proficiencies

required to succeed in their future workplaces.

Moreover, according to Leahy, Lyon, Thompson, and Wiliam, (2005), university teachers
have been urged to seek new assessment approaches and models in order to help encourage and
support assessment activities in higher education. Most importantly, it is strongly argued that
assessment should be prioritized the integration of learning and teaching. Learners should be
actively involved in both the assessment process and the learning product for the best results.
Institutions of higher education are being advised to shift their focus from assessment of learning
to assessment for learning concluded that the actual integration of assessment for learning is much
more complex than previously thought, since many people believe that modern assessment styles
are being more time-consuming, resulting in a bigger workload and higher accountability

demands.

Taras (2008) conducted research to better explain how attitudes and perceptions about
assessment practices apply to theory. The participants were lecturers in an Education department
at an English university. The author concluded that one of the most significant causes of ambiguity
and contradiction was lecturers' inability to identify how summative and formative assessments
applied to one another in the evaluation process, leading to lecturers' lack of confidence that
students can grasp the issues of summative and formative assessment. However, the study revealed

that lecturers used formative assessments extensively, mostly in the classroom, implying that there
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was a strong emphasis on supporting assessments that promoted learning. Furthermore, Craddock
and Mathias (2009) found that formative assessment has a greater effect on the learning process

than summative assessment.

In looking at assessment practices in higher education, recent findings have drawn on the
literature from primary and secondary schools. Furthermore, the implementation of the assessment
practices by teachers in promoting student learning by using evidence collected on students'
understanding to improve teaching. As a result, it will be beneficial to investigate teachers'
perspectives on the use of formative testing tools in schools of education. For an assessment to be
“formative, it requires feedback which indicates the existence of a ‘gap’ between the actual level
of the work being assessed and the required standard” (Taras, 2005, p.468).

1.5. Significance of Formative Assessment

Research has shown that formative assessment plays an important role in the life of
students’ learning. According to the scholars works (Heritage et al. 2009; Popham 2008, Black
and William 1998, Shepard 2000) came to the conclusion that formative assessment is useful for
learning improvement, it is “one of the most important interventions for promoting high-
performance ever studied” (OECD 2005, p.22). For this reason, different educational partners are
calling for the implementation of formative assessment in the classroom for its beneficial aspects.
In the next section, the importance of formative assessment is drawn in relation to students and

teachers.
1.5.1. Importance for Students

Formative assessment is the most effective way for pupils to raise their level and make
progress., according to Cizek (2010) who highlights: “formative assessment offers great promise
as the next best hope for stimulating gains in student achievement” (p.4). Moreover, it is integrated
as a bridge between classroom practices and large-scale assessments (summative assessment), in
other words, it acts as a support to summative assessment. Therefore, formative assessment is
mainly utilized to support learning and improve future progress. Moreover, the aspect of
regularity found within formative assessment practices tends to make students accustomed with

the atmosphere of assessment and hence reduce any anxiety levels in summative assessments.

Formative assessment develops students’ thinking processes and reasoning skills,

McMillan (2007) indicates that formative assessment is increasingly related to the students’
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cognitive processes: “formative assessment helps students see the connections and clarify meaning
in small, successive steps as new knowledge is related to existing understanding” (p.1). in broader
sense, it helps students to move from “knowledge and understanding to the higher cognitive levels
of synthesis, analysis, and application” (Greenstein, 2010, p .36). Therefore, it develops students’

cognitive skills which are highly influential in learning.

Extensive body of research has proven that formative assessment develops students’
critical thinking and metacognitive skills since one of its pillars is self-assessment which allows
students to monitor and evaluate their own learning progress. As a result, it gives them a sense of
responsibility for their own learning as Greenstein (2010) posits: “including students in the
assessment process tends to inspire a feeling of agency in their own learning” (p.69). Indeed,
formative assessment provokes learner autonomy as it raises students’ responsibility for their own
learning; it develops this sense of responsibility through enhancing students’ ‘learning to learn’
skills (metacognitive strategies). Formative assessment is then the key to school improvement in
general as suggested by Greenstein (2010): “the pathways to school improvement are lined with
formative assessment” (p.26), when the results of formative assessment are used to inform

instruction better standardized scores can be easily achieved.

Interestingly, formative assessment is also a focal factor in increasing students’ motivation
and self-confidence, this conclusion has been reached by Miller and Lavin (Abedi ,2010) in their
study where they examined the effect of formative assessment on students’ self- esteem and found
that “students demonstrated a greater degree of self- competence and became more aware of the
learning process” (Abedi 2010, p.183). Margolis and McCabe (2006 cited in Greenstein 2010)
also highlight that formative assessment with its different features (feedback, self-assessment and
goal setting) can enhance students’ self-efficacy. In the process of formative assessment, the
students are considered as central in the teaching learning process which promotes their

responsibility about their own learning and enhance their motivation to be goal getters.

According to the conducted studies, formative assessment helps basically low achievers
(Black a & William, 1998b; Greenstein, 2010; Cizek, 2010) to perform well as it gives them
always new pathways and opportunities to be better and to achieve well, as well as new strategies
needed for success. Furthermore, formative assessment also helps students with special needs and
learning disabilities (Black & William, 1998b; OECD; 2005, Cizek, 2010), in such ways, then,
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formative assessment promotes equity between students with diverse learning needs as it focuses
on individual students’ weaknesses and attempt to cure them. For example, English language
learners may encounter difficulties in comprehending the instructional and assessment materials
because of the linguistic complexity and the cultural bias, formative assessment can be used to
help students to overcome such complexities, moreover, it can be used by the teacher to identify
and control them (Abedi, 2010).

Most importantly, sometimes students are good learners, however, lack of intention given
to them may lead them to be passive learners, and it is formative assessment which plays the main
role in bringing such students back to the classroom and to the learning environment. In this way,
then, formative assessment is useful since it is used as a tool to inform students about their abilities
and weaknesses paving the way for progress as it is based on day-to-day interaction between the
teacher and the students, it “refers to frequent, interactive assessments of student progress and
understanding. Teachers are then able to adjust teaching approaches to better meet identified
learning needs” (OECD, 2005, p.13). Therefore, formative assessment instigates interaction
between teachers and students. In the same vein, Cizek (2010) reflects that formative assessment
allows the attainment of information about students’ strengths and weaknesses in a non-evaluative
context where the students and the teacher can interact easily and set future instructions on the
basis of the attained information and in relation to the target objectives.

1.5.2. Importance for Teachers

According to Black and William (1998) formative assessment is at the heart of effective
teaching. It is noteworthy that regular formative assessment provides opportunities for teachers to
uncover students’ learning needs, weaknesses, strengths and interests and to plan instruction
accordingly. Interestingly, formative assessment is also valuable to the teacher as it allows him to
modify the content of his teaching according to the students’ situation as Popham (2008) puts it:
“one component of formative assessment process is for teachers to adjust their ongoing
instructional activities” (p.7). Therefore, the implementation of formative assessment in the
classroom supports teachers to be well-equipped to respond to their students’ needs. Moreover, it
makes their teaching more efficient and fruitful as it “has the happy effect of helping successful
teachers be precisely regarded as successful” (Popham, 2008, pp,13-14). Formative assessment

provides teachers with insights about what their students are learning and how well they are
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progressing, and accordingly adjust instruction in relation to students’ needs and learning goals
(Greenstein 2010).

The OECD (2005) summarizes the benefits of formative assessment into the following:

e Improvements in the quality of teaching: teachers using formative assessment “develop
their ability to scaffold learning goals for students and to adapt instruction to meet
individual learning needs” (OECD, 2005,p.72), and this promotes effective and meaningful
teaching.

e Stronger relationships with students: as formative assessment is based on interaction
between the teacher and students, consequently this interaction leads to strong relationships
which in turn promote a teaching learning environment that is more comfortable and more
fruitful.

e Different and better work products from students: students enhance their level of
achievement towards betterment.

o Greater student engagement: formative assessment helps the teacher to engage his students
in the learning process.

e Gains in academic achievement, and greater attention to the weakest students: formative
assessment enhances learning outcomes not only of active students but also low achievers
can benefit and enhance their achievement level as they are given enough attention and feel
themselves engaged in the learning process.

Put briefly, formative assessment is a beneficial tool for both students and teachers as it
“can help teachers teach better and learners learn better” (Popham, 2008, p.14); it is a tool box od
strategies and techniques which is used to customize future instruction on the basis of present
students’ needs and interests. Though it is not the ‘silver bullet” which can solve all educational
issues, formative assessment promote good opportunities to enhance learning and achievement by
addressing goals for high performance, promoting high equity of students outcomes and enhancing
students’ life-long learning skills (OECD, 2005). Therefore, formative assessment raison d’étre is

to improve learning; it represents a key component to effective instruction and learning.
1.6. The Five Formative Assessment Strategies

In order to provide a better theoretical conceptual framework for formative assessment,

21



Chapter One Formative Assessment

Black and Wiliam (2009) conducted meta-analysis of studies and after analysis and synthesis. The
authors (Wiliam,2010 ; Wiliam&Thompson,2008) identified five major strategies that could
inform students on what to do, when to do it, and how to do it “The big idea”. The big idea is that
evidence about student learning is used to adjust instruction to better meet student needs- in
another words , that teaching is adaptive to the student needs. The three active agents: teacher,
peer and student. There is an increasing agreement that assessment improves learning when it is
used to support five key strategies in learning. Formative assessment can be operationalized into

five major components. These five components are entitled:

¢ Clarifying and sharing learning intentions and criteria for success

e Engineering effective classroom discussions, questions, and learning tasks
e Providing feedback that moves learners forward

e Activating students as instructional resources for one another

e Activating students as owners of their own learning

These five criteria have been used to frame the research for this study. Each criterion will
be discussed separately to address the research that has been conducted to support their inclusion
in this framework. However, due to the fact that the intersection of teaching, learning and
assessment are closely intertwined and the criteria are interrelated; though, some overlap will
inevitably occur. The processes of teaching involve: finding out where learners are in their
learning, finding out where they are going, and finding out how to get them there. The roles in the
classroom include the teacher, the learner, and peer. These processes and roles can be grouped into

the five key strategies of formative assessment which are displayed in detail below:
1.6.1. Learning Targets: Sharing Learning Intentions and Success Criteria

The first strategy is to clarify and share with students the learning intentions and criteria
for success. Sharing learning intentions and success criteria is crucially an important component
of assessment for learning. This strategy shown to positively impact student achievement
especially when students analyze their work as they proceed through a task using explicitly stated
criteria for performance. In order to be successful, students need to know what is to be learned and
what is expected of them(Garrison&Ehringhaus,2007). In this strategy, the teacher writes the
learning objective on the whiteboard at the beginning of class, the students write it down in their

notebooks. The success criterion is described as the process used by teachers to determine if the
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student has met the learning outcome(Wiliam,2011). In this strategy, the teacher explicitly state
and engage the students in the goal of a lesson, task, or activity. According to Stiggins (2005)who
claims that Sharing learning intentions and success criteria is an important component of
assessment for learning. It helps students understand what they are going to study and provides the
expectations for their performance. Moreover, understanding and being able to articulate the goal
provide students with a clear idea of where they are going to enable them to reflect on progress
toward that goal rather than aimlessly working through a lesson. Research findings reveal that
when students understand success criteria clearly, they are more likely to be motivated to take
control of their learning to target success. (Teachers clearly identify criteria that are aligned to learning

goals and communicated to students)

More importantly, research by Jonshon (2014) found that when assessment is made
transparent, students’ performances could be significantly enhanced. Furthermore, it is supposed
from the learner to be able to describe the purpose of the lesson in his own words and connect it
to his or her own life and what he or she is expected to learn. Both the teacher and the learner
establish the criteria for success, so the learner understands what is expected of him or her in terms
of quality, grade level and learning outcomes(Clarke,2005). As the research has indicated, there
are various methods employed in lesson objectives, but initially each objective should clearly state
what knowledge and skills should have reached by the end of the lesson. Sadler
(1989)straightforwardly stated that, “if we could ,make all our goals explicit to our students and

ourselves, we might expect much more of their learning and our teaching”(p413) .
1.6.2. Monitoring: Engineering Classroom Discussions, Questions and Learning Tasks

The second strategy comprises three associated activities: 1) engaging students in tasks and
activities that provide insights into their thinking; 2) teachers and students listening and analyzing
student discussions and artifacts interpretatively, not just from an evaluative perspective; and 3)
implementing instructional strategies designed to engage all students in tasks, activities, and
discussions (Wiliam, 2011). Teachers need to frame fruitful discussions and encourage thoughtful
questions to stir students curiosity to think reasonably. The main reason behind asking questions
in classroom is two-fold: “one, to cause thinking and two, to provide information for the teacher
about what to do next” (Wiliam, 2011, p.70). Engineering effective classroom discussions,

questions, and learning is also dependent on both teacher’s and student’s ability to listen and
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evaluate interpretatively. That is, not just listening for the right answers but listening for evidence
about student thinking to inform the next instructional steps.

The issue of trust as mutual element in classroom relationships is of paramount importance
where teacher-student interactions is a primary factor in healthy, relaxing and thriving atmosphere
for student’s learning as Raider-Roth(2005) puts it “teacher trusted the students intentions to be
constructive and creative, and the students trusted the teacher to be interested in, supportive of,
and provider of the requisite material for their explorations”(p32). Establishing a trustworthy
relationship for instructional conversation is indispensable to the effectiveness of formative
assessment, since the discussions that occurs between teacher and student becomes the guiding
path for both partners to achieve the desired outcomes. The teacher’s sole role here is to guide
and direct the conversation and to initiate, respond and provide fruitful and constructive feedback.
By creating comfortable learning environments, the students feel at ease and encouraged to
formulate questions and wait responses and feedback from their teacher. Wilen (2004) stresses the
role of questions in building higher order thinking skills in students ‘potentials “applying
knowledge and stimulating critical thinking to enhance understanding about an issue, problem, or

other content”(p.35) .

When students are fully engaged, they are highly engrossed in activities, tasks, and
discussions using techniques, such as, think-pair-share, wait time, cold calling, sharing student
generated solutions, and all student response systems such as mini white boards and exit cards.
This idea is supported by Wiliam’s (2011) argument “High engagement classroom environments
appear to have a significant impact on student achievement” (p. 81). These and other instructional
strategies offer teachers versatile opportunities to check for understanding during or right after a
lesson, rather than waiting for homework, quizzes, and tests for evidence of what sense students

are making during their learning process.
1.6.3. Feedback: Providing Feedback that Moves Learners Forward

The third strategy, is thoughtful feedback, either through written, verbal, or gestured means
that is linked to rubrics, when appropriate, and encourages the learner to continue to meet the
expected criteria and understand how he or she can and will move his or her learning
forward(Clarke,2005). Practically, students do not benefit from most of the feedback they receive

from their teachers. It has been acknowledged that just checking answers as right or wrong and
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giving scores, negatively impacts student learning as compared to the practice of asking students
to revisit their work (Bangert-Drowns et al., 1991). Arguably, feedback that results in less effort
or lowering goals has shown decreases in performance (Kluger & DeNisi, 1996).Put simply,
feedback if it is used inappropriately, it can hinder student learning Wiliam (2011) summarizes
this idea stating: “feedback functions formatively only if information fed back to the learner is
used by the learner to improve performance” (p. 120).Wiliam’s quote is to advise teachers to give

feedback that is formative to advance their learning.

For formative assessment to be effective, the feedback provided needs to be utilized by the
students to progress their learning. Wiliam (2011) redefined this term as “feedback that engages
students and moves them forward is feedback that causes students to think”( p.127) . In their 1998
meta- analysis, it was stated that, "feedback to any pupil should be about the particular qualities
of his or her work, with advice on what he or she can do to improve, and should avoid comparisons
with other pupils" (Black & Wiliam, 1998b, p. 143). Teachers should be effectively
knowledgeable to skillfully gather the data that provides feedback related to learning outcomes.

When done correctly, feedback can result in students reflecting and rethinking their
progress, while increasing their effort and motivation. All Kinds of feedback, which students
receive; whether working on an assignment, activity, during classroom discussions, or after a task
is completed, should be focused, causing the student to take action. To sum up, feedback can be
viewed as the opportunity for teacher and student interaction that results in a reorientation of the
student toward the desired performance goal.In this vein, Black and Wiliam (1998a) asserted that
teacher feedback was more effective when given in a non-judgmental way with specific

suggestions for improvement.
1.6.4. Self-Assessment: Activating Students as the Owners of Their Learning

The fourth strategy, to activate students in becoming self-evaluators through self-
assessment of their work using the expected criteria, will help them understand and be in charge
of their own learning. Students must be given the opportunities to be highly engaged in their
learning and responsible for their actions. Wiliam(2011)confirms that when students are asked to
engage in their learning, their base their decision to participate on three resources: a) their own
opinion of the activity within the context, b)the level of challenge to be successful at the activity,

c)their beliefs as to whether they can accomplish the activity, and d)their personal interest in the
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activity at hand(p. 46). Using such techniques as self-assessment with provided rubric or student

and teacher-developed rubric is one way to make learning a shared experience.

Effective formative assessment plays an integral part in helping students make decisions
based on these three things on continual basis which enable students who are actively involved in
their own learning. In the process of self-assessment, the students learn metacognitive skills which
enable them to monitor their progress as learning occurs and make changes and adapt their
performance. Moreover, in this type of activities the learner will be able to self-reflect, critically
analyze and take the initiative, as well as they will change their role simultaneously from goal-

setters to goal-getters.

To encourage student-self assessment, an appropriate learning environment must be
created by the teacher to guide their thinking. Guskey, (2003) addressed the issue of student full
engagement, he stated, “Student participation in learning, premised on the idea of authenticity
would include active engagement in generating information about that learning”(p.296).As
Chappuis and Stiggins(2002) highlighted it in these words, “both teacher and student use

classroom assessment information to modify teaching and learning activities”(p.40).

Wiliam (2011) suggested five strategies teachers can implement to increase student
engagement, which in turn can impact student motivation: a) allow students to gauge their own
progress by sharing the learning outcomes with them; b) lower student anxiety by emphasizing
that learning happens in stages; c¢) reduce opportunities for students to compare scores with each
other; d) give feedback that emphasizes steps that can be taken for improvement as opposed to
feedback that indicates what they did wrong without an opportunity to improve; and e) encourage
students to take the ownership of their learning.

1.6.5. Peer Assessment: Activating Students as Instructional Resources for One Another

The fifth and final strategy, encouraging students to be instructional resources for each
other, creates a learning community with classroom(Garrison & Ehringhaus,2007). For instance,
classroom teachers have a common consensus that asking students to first do peer review, analyze,
and provide feedback(not grade) another student’s work is sometimes easier than analyzing one’s
own work. The element of peer tutoring or peer assessment was viewed by Wiliam (2006) as a
“helpful stepping-stone to self-assessment” (p.19). Working on this strategy provides a

cornerstone to being able to analyze one’s own work efficiently and effectively. Interestingly,
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student self- assessment in terms of judgment, grading or ratings of student work. This idea is
echoed in this quote, “it involves judgments of one's own outcome in relation to other learners”
(Lee & Gavine, 2003; Sadler &Good,2006, p.50).

Andrade and Boulay (2003) portray the picture of self-assessment as to ask students to
examine their work in relation to themselves, their teachers, and their peers. When students reflect
upon their work and begin to judge themselves as learners; their opinions are greatly influenced
by what teachers have deemed valuable and their understanding of what is acceptable. Teaching
students to use effective questioning strategies can help to strengthen academic skills and
understandings, and thus push students toward a more mature intellectual realization of their own
cognitive strengths. "specific judgments of ratings made by students about their achievement, often
in relation to teacher-designed categories"” (p.2). Comparison drives most assessment strategies,
i.e., comparing one student's attainment of knowledge or skills in relationship to another. A key
finding was that teachers needed to be persistent and intentional when training students to be self-
reflective; simply handing students a rubric to judge the quality of their work.

In this phase, students are much better at spotting errors in others students works than in
their own work- peer assessment can be challenging task-many teachers provide students with
rubrics-for that reason, peer assessment is important part of effective instruction-students who get
feedback are not only beneficiaries. Students who give feedback also benefit, sometimes more
than the recipients. According to Wiliam, (2011)when he confirm the efficacy of peer assessment,
“In fact, under certain circumstances, peer tutoring can actually be more effective than one-on-one

instruction from a teacher”(p. 134).

According to Wiliam and Thompson (2007), the five stated above strategies can be
classified into three key processes in formative assessment: (1) establishing where the learners
are in their learning; (2) specifying where they are going; and (3) knowing what needs to be
done to get them there. In ascertaining where the learner is going, teachers need to engage
students in the instruction and learning process by setting explicit expectations. Furthermore,
in establishing where the learners are right now, teachers need to engage the students through
strategies such as effective classroom discussions, dialogues, and activities and through direct
observation to gather evidence on student learning so as to inform instructional planning

(Garrison & Ehringhaus, 2007).In establishing Student engagement in the process and content
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establishes the expectation that every learner needs to participate, thereby making them owners
of their own learning as well as instructional resources for one another (Wiliam
& Thompson,2007).

In a nutshell, in establishing what needs to be done to get there, teachers need to provide
thoughtful feedback that moves the learners forward, thereby, again, making them owners of
their own learning as well as instructional resources for one another (Wiliam
& Thompson,2007). Moreover, when formative assessment and learning are incorporated
effectively into the learning atmosphere and meta-cognitive strategies are clearly taught to and

practiced by learners, positive learning actions are assisted.

Slavin, Hurley, and Chamberlain (2003) have shown that activating students as learning
resources for one another produces some of the largest gains seen in any educational interventions,
provided two conditions are met. The first is that the learning environment must provide for group
goals, so that students are working as a group instead of just working in a group. The second
condition is individual accountability, so that each student is responsible for his or her contribution
to the group, With regard to assessment, then, a crucial feature is that the assessment encourages
collaboration among students while they are learning. To achieve this collaboration, the learning
goals and success criteria must be accessible to the students (see above), and the teacher must
support the students as they learn how to help one another improve their work. Furthermore, the
research shows that the person providing the feedback benefits just as much as the recipient
because she or he is forced to internalize the learning intentions and success criteria in the context
of someone else’s work, which is less emotionally charged than doing it in the context of one’s

own work.
1.7. Teacher’s Role in Formative Assessment

Competency with subject matter content is a primary consideration for effective instruction
and assessment. To be effective, university teachers of English language must have both
conceptual and procedural English content knowledge that goes beyond the levels they teach.
Equally important is the need for the pedagogical content knowledge that will enable them to teach

the conceptual and procedural content effectively to every student in the class.

Teachers used formative assessment to provide their students with plenty of opportunities

to be self-reliant and responsible for their own learning(OECD,2005) .Arguably, in the process of
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successful implementation of formative assessment, teachers are required to have enough
knowledge and awareness about students’ learning needs. Additionally, teachers should be
knowledgeable about students learning styles and strategies to teach them according to their
individual differences and mixed levels and abilities by using differentiated instruction. At this
stage the teacher should be attentive in delivering timely and specific feedback to scaffold
students’ learning through opening the channels of interaction and discussions to check for

understanding (OECD,2005) .

Assessing studens’ proior knowledge is a focal component in detecting whether there is a
gap to bridge or facing new challenges. The power of feedback is one crucial component of
formative assessment. Teachers need to know how effectively use it in order to benefit all partners
of the process(Teacher and students). The feedback should not be evaluative(non-judgmental) to
improve students’ progression. Making more thoughtful responses- students reflect on their work-
effective descriptive feedback gives students an idea of what they are doing well, informs them on
how they are doing to enhance their level of learning — feedback to challenge thinking, support
ideas, help students communicate with clarity- powerful tools in motivating students and helping
them move forward in reaching the next goal in their learning progression. We have learned more
clearly that interactive dialogue, between teacher and learners and between learners themselves,
is at the heart of formative practice and that such practice should enrich the central task of teachers.
That task is to engineer learning opportunities so that learners can become more expert and more

responsible in guiding and furthering their own learning.

Greenstein (2010) stated that the purpose of formative assessment is to critically detect the
points of weakness of the students’ progress and attempts to minimize these gaps and suggest
solutions for them “Teachers in a formative assessment classroom point out progress as well
deficiencies and, most importantly offer strategies and resources for overcoming shortcomings”
(p.141). Heritage (2007) ascertains that teachers should be knowledgeable at many areas to keep
abreast with the process of formative assessment by mastering four essential components which
entail: Domain knowledge, pedagogical content knowledge, knowledge of students’ previous

learning and knowledge of assessment (Cited in Boumediene, 2018).
1.8. Students’ Role in Formative Assessment

Students must be fully engaged in the process in order for formative evaluation to impact
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the achievement of students positively. Students should be able to distinguish areas in which they
are qualified and those in which they need further assistance. Teachers should support and allow
students opportunities to focus on their performance. Since students are highly involved in criteria
and goal getting, the next logical steps in the learning process are self-reflection and self-
evaluation. “Without time to reflect on and interact meaningfully with new information, students

are unlikely to retain much of what is ‘covered’ in their classrooms”(Dodge, 2009,p.4).

According to OECD (2005) formative assessment plays an indispensable role in fostering
learners’ autonomy and students sense of ownership over their learning. In this process students
learn the basic study skills ‘learning to learn’ in order to build a variety of strategies like how to
judge the quality one’s own work(self-assessment) and the quality of others’ work(peer-
assessment) subsequently, and engaging fully in understanding learning goals so they can interact
with the content through questioning and discussions. The aforementioned strategies
independently enable them learn to move their learning forward. For an assessment process to
truly be formative, assessment practitioners persistently recommends that students must be active
participants in the process, using evidence from the assessment experience to determine next steps

on their learning progression.

Students’ role in the process of formative assessment is of paramount importance; they
apply teacher’s feedback to take decisions in their own learning and revise the existing work at
hand to address new potential pitfalls. Moreover, they can review, and generate structured
feedback to themselves and their peers. Arguably, students are “ for the students, they have to
change from behaving as passive recipients of knowledge offered to becoming active learners who
could take responsibility for their own learning”(qtd in Boumediene,2018;0CED,2005, p 233).
Greenstein (2010) states that when students are highly involved in the formative assessment, they
enhance their higher-order and critical thinking skills. Students will be able to internalize some
attitudes and practices and become more reflective on their own works and their peers’ judgments
and discussions. In turn these give-and-take interactions with their teacher and peers make them

fully participating in individual and small groups where collaborative work is promoted.
1.9. Types of Assessment

Several types of assessment will be explained below: informal, formal, formative, and

summative assessment. Researchers have identified different types of assessment including:
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Informal vs. formal, formative vs. summative assessment. Each of these will be addressed in

details.
1.9.1. Informal vs. Formal Assessment

According to Brown (2003, p.5) informal assessment: “can take a number of forms, starting
with incidental, unplanned comments and responses, along with coaching and other impromptu
feedback to the student”. Informal assessment is an unplanned assessment that occurs frequently
in a classroom in which the teacher regularly assesses students’ performance through feedbacks
on papers such as homework and drafts, correcting pronunciation, and suggesting better strategies
for effective note-taking. Informal assessment does not aim to judge student's work rather it aims

to provide supporting comments such as “good”, “carry on”, “you have mistaken in such thing...”

and so on.

Unlike the former one, formal assessment is “constructed to give teachers and students an
appraisal of student achievement” (Brown, 2003,p 6); the difference between such type of
assessments and tests is that tests are considered a formal assessment but formal assessments are
not necessarily tests i.e formal assessments purpose is to have a view about students’ level through
gathering information about the students’ level through journals and portfolios; performance.
Formal assessment is therefore based on assessing students’ performance in a given area but it is

not intended to make final decisions(Benmostefa,2014).
1.9.2. Summative vs. Formative Assessment

Summative and formative manifestations of assessment are considered as both, types and
purposes of assessment as a result of their nature. Popham (2008: 7) points out that the purpose of
assessment defines whether it is formative or summative “it is not the nature of the test that earns
the label formative or summative but the use to which that test’s results will be put”. The same
idea is shared by Falchikov (2005) who posits that the answers to the questions “why to assess?”

can be put under two main categories: summative and formative.
1.9.2.1. Summative Assessment

Cizek (2010, p.3) defines two criteria for summative assessment:

1- It takes place at the end of a given unit such as e.g. unit, semester, school year.

2- It aims to describe the performance of a student or a system.
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Carless (2011) believes that summative assessment is mainly characterized by judgments
made about students, teachers...etc. regardless of the effectiveness of learning or instruction after
the learning or instruction has taken place. The results of summative assessment are grade-based
sot they do not provide constructive feedback for teachers and students. Summative assessment is
used at the end of a course to judge the overall performance of students. Regarding the Algerian
secondary school context, summative assessment is found within the school year through three
main exams which are grade-based and mainly intended to make decisions for students’
performance which will allow them to pass to higher levels; in addition to tests known as “Les
devoirs” which carry the same objective of the exam. At the tertiary level(university context), there
are two semesters throughout the academic year and each semester is closed with a partial

summative exam.
1.9.2.2. Formative Assessment

Formative assessment is “a process used by teachers and students during instruction that
provides feedback to adjust ongoing teaching and learning to improve students’ achievement of
intended instructional outcomes” (Popham, 2008,p.5), It is a feedback-based process including
several steps that occur through a learning course. Popham (2008,p.6) defines formative
assessment as “a planned process in which teachers or students use assessment-based evidence to
adjust what they are currently doing” which means it is not a random process rather it is a multistep
process. This assessment’s adjustment takes place during the course which makes it an ongoing
process. Wiliam (2013,p.15)suggests that the term « formative » must be given to the function that
the evidence generated by the assessment serves. This suggestion asserts Popham’s (2008)claims
that assessment is a purpose. To achieve a better understanding of assessment we must understand
its characteristics. One of the teacher's roles in the classroom is to assess the learners' performance;
according to Brown and Abeywickrama (2010) they defined assessment as the continuous process
that involves many methodological techniques and strategies; it goes by giving feedback and

administer the next point about the teaching and learning process.

Teachers use affirmative or summative assessment to measure their teaching achievements
(William, & Thompson, 2007), is the purpose that divided assessment into two, as pointed out by
Popham in 2008, “it is not the nature of the test that earns the label formative or summative but

the use to which that test's results will be put” (p.7). It is not an easy process for educators, although
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it is challenging. Garrison and Ehringhaus (2007) state that summative assessment is given
periodically to discover what learners know and not know about the thing in a particular period.
Cizek (2010,p.3) added that summative assessment has two norms: “(1) it is administered at the
end of some unit (e.g. unit, semester, school year); and (2) its purpose is primarily to characterize
the performance of a student or a system, that is the main purpose is to obtain a measurement of
achievement to be used in decision making”; consequently it is planned to make a judgment about
the learner's performance at the end of the lesson, and this is argued by Bloom et al. when he
determines the main characteristics of the summative assessment “a judgment is made about the
student, teacher, or curriculum with regard to the effectiveness of learning or instruction after the
learning or instruction has taken place” (Cizek, 2010,p.5). Therefore, the aims of summative
evaluation include ranking, qualification, progress assessment or analysis on the efficacy of a
program, course of study, or instructional plan ((Benmostefa,2014). In addition to ensuring that
students meet the requisite requirements and as a way to select students to enter further education
(OECD, 2005).Briefly, Summative assessments help evaluate the efficacy of programs, priorities
for school development, or curriculum alignment. To provide input at the classroom level and to
make instructional changes and interventions during the learning process, summative evaluations
occur too far down the learning process. It focuses on global rather than individualized learning
(McMillan, 2007).

Formative assessment is another technique that has long been considered an essential part
of successful teaching (Shepard, 2005). For that it has called the attention of many researchers;
some try to define it as “a process used by teachers and students during instruction that provides
feedback to adjust ongoing teaching and to learn to improve students' achievement of intended
instructional outcomes” (Popham, 2008,p. 5). This method is based on feedback that is meant to
make changes and seeks to enhance learning outcomes, the expression “used by teachers and
students™ is a connotation of the self-and assessment process. It includes various steps that occur
during a teaching-learning course. Another scholar proposes a universal definition to the formative
assessment that it is "a planned process in which teachers or students use assessment-based
evidence to adjust what they are currently doing" Popham (2008,p. 6). What Popham adds is the
claim that a planned process is a formative evaluation; that is, it does not happen randomly and
does not require one single test, but instead is a multi-step process. Besides, from the Black,
William (1998) and Shavelson (2003), formative evaluation gathers and uses information about
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students' awareness and success to close the gap through pedagogical actions between the actual
learning environment of the students and the desired state. Garrison and Ehringhaus (2007) agree
that formative evaluation offers the requisite knowledge when applied in classroom practice to
adjust teaching and learning as they occur. The revisions provided by the formative assessments
should be put on the spot, that is, when the course is still open and not at the end of it. Therefore,
formative assessment is an ongoing evaluation process that aims to provide positive, timely
feedback to students that helps them meet their learning goals and strengthen their achievements.
A vast number of methods of formative evaluation are available. Forms of formative assessments
include informal observation, homework assignments, pop quizzes, papers, diagnostic
assessments, student work analysis, including tests, quizzes, homework, student job portfolios and
collections. The method mentioned above of formative evaluation helps educators track and
update teaching in the classroom, and these forms of assessment are not included in the student
test score (Popham, 2011). Generally speaking, it can be claimed that formative assessment is part
of instruction. It offers the requisite knowledge when applied to classroom experience to change

teaching and learning as they occur.

As Sadler (1989) states, both types greatly influence the learning processes. Summative
evaluation, so as not to be biased and even racist, should be completely objective, valid and
reliable. It is in everlasting danger of requiring methods of ‘teaching and learning to the test' rather
than deeper comprehension because of its often radical implications (‘high stakes'). On the other
hand, formative evaluation, especially if it is integrated into the teaching and learning process and
offers input information continuously, is the most effective didactic means to enhance learning
outcomes (Black &Wiliam, 1998a).

1.10. Stages of Formative Assessment in the Classroom

In this section, we will discuss how formative assessment data is collected before, during,
and after a daily lesson, daily activity, or unit of study. There three phases which are fully displayed

below:
1.10.1. Before Instruction

In this phase, teachers conduct pre assessments to collect information or data to make
rightful diagnoses and for student’s progress as Greenstein (2010) puts it“ to make accurate
diagnosis and prescription for learning”( p.39). It can take place before or at the beginning of the
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school year or before launching a new unit of study. Essentially, teacher’s major role during this
period is to design instruction based on pre-assessment tasks. The latter provide enough
information about students’ background knowledge of the subject matter to be taught before
instruction(Saoud&Mouhadjer,2019). Furthermore Greenstein(2010) supports this idea by stating
that pre-formative assessment phase is also useful to “clarify the gap between current and desired

achievement levels” and to “identify sources of incoming information”(p.40).

Pre-assessment results provide teachers with reflections about students learning experience
where they determine their misconceptions and challenges. Teachers can use a wide range of tools
where conducting pre-assessments like tests, quizzes, discussions, interviews ,asking students to
fill out graphic organizers or write journals to inform and adjust instruction. Moreover, pre-
formative assessment help students to develop their learning using prior knowledge to adjust the

new one comprehensibly(Greenstein,2010).

According to Greenstein (2010) stated that pre-assessment is a focal element in instruction
and it is the first indispensable step in running formative assessment where instruction can be
customized to meet the learning outcomes in a more relevant, engaging, and motivating for every
learner student. Interestingly, gathering information about individual student’s understanding
before beginning a unit help teachers gauge student’s needs and plan activities that increase

motivation to learn and help them succeed. (As cited in Saoud &Mouhadjer,2019).

To sum up, pre-assessments carefully identify student’s knowledge, skill, attitudes and
beliefs. It is very essential to organize the collected data to clarify the gap between current and
desired achievement level to frame the big picture of student progression. These interventions
provide evidence in order to pave the way to plan appropriate and effective learning tasks and
adjust instructional practices. For an effective pre-formative assessment activity, it should be:
“ungraded, brief, non-threatening and targeted toward instructional improvement”
(Greenstein,2010, p.44)

1.10.2. During Instruction

In this phase teacher intervenes on the basis of pre-formative assessment data where he can
assess students either in groups or individually through different techniques such as tests,
questions, quizzes, learning logs, observations, checklists, and conferences etc. to regularly

measure students’ achievement. At this stage, teachers use classroom assessment to provide
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evidence about how well students are progressing and to identify whether to move forward or
backward instruction. More importantly, during the lesson the teacher practically instruct learners
either individually or in groups to check for understanding and comprehensibility
(Greenstein,2010).

Moreover, instruction that meets the student’s individual needs give them self-confidence
and motivation, engagement in the topic and take more risks, challenges with their learning where
they can correct misunderstandings, misconceptions, and improving their skills. Formative
assessment helps teachers identify their individual students who are struggling with particular
concepts or applications and respond with personalized feedback, assistance, and redirection to
get learning back on track. Teachers can get a sense of students’ understanding about a topic and
their general attitude about the subject. The purpose of assessment is to develop thoughtful, self-
directed or regulated learners. They have opportunities to reflect individually and in groups on
how well they work together to solve problems. When they use their assessments to set specific
goals, they can take advantage of instruction to improve their work to be more like the exemplars
(Shepard, 2005).

Peer and self-assessments help students become independent learners who understand their
own strengths and needs and how to set goals for their learning and monitor their own progress
and thinking as team. This is idea is echoed by Black and his colleagues (Black, Harrison, Lee, &
Marshall, 2003), “This ability to monitor one's own learning may be one of the most important
benefits of formative assessment” (p. 67). According to Guskey (2005), teachers adjust their
teaching plan in response to pre-assessment results in which feedback is collected to help them go
back to the points of strength or confusion or pass to another level of the topic “make adaptations
for individual learning differences to ensure that all students understand, practice, and master each

component as they progress toward the final goal” (p. 33).

In a nutshell, both teachers and students can build a learning plan, where they can set
instructional goals and marking steps to reach those goals. Feedback during a unit also tells
students that teachers are interested in them and their progress. In addition, including students in
the assessment process tends to inspire a feeling of agency in their own learning. Put simply,

formative assessment at this stage serves three different purposes:

e To encourage self-direction and collaboration;
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e To monitor progress;

e To check for understanding and encourage metacognitive skills.

1.10.3. After Instruction

In this phase, the formative assessment process serves as a last chance before summative
assessment occur in order to make students’ progress clear for both partners(the teacher and the
student)as it is supported by the proof of Greenstein(2010), “this last assessment will identify areas
in which students could use a bit more clarification, practice, or reinforcement before a summative
assessment”(p.103).Additionally, this evaluation conducted at the end of a unit and should be
tightly aligned with the whole unit to guarantee full mastery of the content. Formative assessment
at this stage can be conducted by myriad strategies that are chiefly based on summary and review
of the material that students have achieved. Post instruction strategies such as reviews and
summaries of all what has been taught so far, as it involves questioning strategies to highlight
elements of weak or confusing; in order, to be avoided in summative conclusions. At the end of a
unit, students need to show what they have mastered and teachers need to know what students
have learned and what they will take with them from one unit to the next.

When students plan and carry out performance tasks, they show how well they can apply
what they have learned to authentic situations as life-long autonomous learners. These tasks must
be carefully designed in order to elicit the students’ level of understanding and to provide them
with opportunities to demonstrate their learning. Tasks such as reports, essays, presentations,
artistic performances, and demonstrations, allow students to show what they have learned about
content, about working with others, about thinking, and about their own learning processes
(Perrenoud,1991).

As a teacher used formative assessment before and during instruction and has been
responding instructionally to data gathered, students should not be too far behind. When the
instruction is complete, teachers have one more opportunity to help students cross the finish line
and meet learning goals. The last assessment will identify areas in which students could use a bit
more clarification, practice, or reinforcement before a summative assessment, whether it is a
standardized or teacher-created test, a final submission of student work, or the assignment of a
grade. Traditionally when instruction has finished, students assessment reveals in a form of grade

that is to provide them with a final decisions of learning. In contrast, according to McMillan (2007)
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with formative assessment teachers still have opportunity to improve learning before it is over.
Furthermore, it is an agreed upon definition that formative assessment come to fill the gap of

misunderstanding after the instruction has been completed.

Post-instruction assessment data help teachers select final, customized interventions to
support student learning in identified trouble spots. Student reflection can be a part of the post
instruction formative assessment of writing presentations, products, problem-solving techniques,
and portfolios. It leads to numerous positive outcomes including increased engagement and
development of critical thinking skills such as analysis and evaluation. The effectiveness of this
student reflection and self-assessment depends on the teacher’s providing clear guidelines on the
purpose of the activity or project to be evaluated and identifying the critical content students.

1.11. Practical Procedure to Implement Formative Assessment

The process of formative assessment should be clearly put in its track so that it is translated
into practice efficiently and skillfully. Formative assessment should not be seen as an additional
burden on the teacher but as a replacement for summative assessment and possible answer for his
instructional practices. The point lies in elicitation of various types of evidence relating to
students’ achievement, teachers’ perspectives, classroom practices or any difference in the culture
of those classrooms (Torrance, 1993). Classroom assessment should be ‘learner-centered, teacher-
directed, mutually beneficial, formative, context- specific, and firmly rooted in good practice’
(Shepard, 2005, p. 4). The process in the class is the most important element, teachers can use
many kinds of methods to assess students’ progress and gain knowledge in class through stages of

the lesson (Figurel.1).

What's the principle
Defining feature matrix

Background Application card

knowledge probe Minute paper

Muddiest point
Pro & Con grid

Problem
recognitiontask

Before lesson __p o _During lesson ___, o After lesson __

Figure 1.1. Process of conducting a lesson through formative assessment (Greenstein, 2010)
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During the lesson, there are many methods used by teachers in supporting their teaching.
Teachers utilize a variety of strategies to assist their instructional practices. Authentically these
strategies include minute paper, muddiest point, background knowledge probe, pro and con grid,
problem recognition task, what’s the principle, defining features matrix and application card
(Shepard, 2005).

Concurrently, the OECD (2008) has demonstrated several steps to effectively
conduct formative assessment such as: Establishment of a classroom culture that fosters
interaction, collaboration and the use of assessment tools; generating well-stated learning
goals, and tracking of individual student progress toward those goals. In the formative
assessment model, teachers are responsible for developing and conveying instructional goals
to students in order to help them attain the intended learning outcomes. Teachers should also
communicate these goals in learner-friendly language, so students can understand and
participate in reaching these goals. They should use varied instruction methods to meet diverse
student needs and versatile approaches to assess student understanding. Interestingly, feedback
on student performance might be used to actively involve students in the learning process and
adjust instruction to meet desired needs. Students should be provided with evidence-based
feedback about particular qualities that are linked to the identified instructional outcomes,
criteria for success and recommendation on what students can do to enhance their learning
(Shaffer, & Thomas-Brown, 2015).

In this sense, teachers traditionally take responsibility for the success of formative
assessment, but it is the similar role of students and teachers. Subsequently, students should
themselves be fully interested in enhancing their learning. Collecting and utilising feedback
remains the core part in the process of formative assessment (Torrance, 2013). These authors have
pointed out that teachers and students may have information on what good performance is; how
feedback enhances self-assessment; and how it increases interactions between teachers and
students (Heritage, 2007). Moreover, feedback should provide opportunities to close the gap
between current and desired performance and information for teachers to shape teaching.
Feedback is suggested to be a means of providing information allowing teachers and students
to be more active in adjusting their current practices. It is not only how they are doing but also

taking it for improvement (Sadler,1983).

39



Chapter One Formative Assessment

Further evidence suggests that teachers should make clear the difference between
assessment of learning and assessment for learning which may be a challenge in practice for many.
However, there should be different applications for different levels depending on the nature of
formative assessment (McMillan et al., 2013). In a professional learning community, to assure the
learning targets, the role of giving instruction in training should be highlighted (Stewart 2011).
Moreover, Stewart comprehensibly synthesized six specific strategies to implement formative
assessment effectively: (1) provide student-friendly learning targets when introducing the lesson;
(2) accompany those targets with representative student work samples; (3) provide continuous
descriptive feedback — descriptive enough to let students know what to do next; (4) teach self-
assessment; (5) help students improve one component at a time in order to keep from overwhelming

them; (6) teach students ways of reflection(p.87).

Torrance (2012) has emphasised the role of assessment for learning, and the role of
feedback, translating theory of formative assessment into practice. Following the view, Moss, and
Brookhart, (2009) proposed a model of evaluation processes in schools and specified the
importance of purposes in starting the assessment cycle. Subsequently, the next steps in the cycle
are setting of tasks, criteria and standards, evaluating performance, providing feedback and
discussion on the impact of these processes on students. Furthermore, these research also
emphasized five strategies to encourage teachers’ implementation of formative assessment such
as rich-questioning, comment-only marking, sharing criteria with learners, and student peer- and
self-assessment. Consistently these five strategies were once more emphasized in Black and
Wiliam’s work (2009), in which they also established three key processes in learning and teaching
(establishing where the learners are in their learning, establishing where they are going, establishing
what needs to be done to get them there). In their framework, they specify four major topics:
teachers, learners, and the subject discipline; the teacher’s role and the regulation of learning;
feedback and the student-teacher interaction discussed in terms of levels of feedback, the fine-
grain of feedback and differentiation; and the student’s role in learning. It still necessary to clearly
define the term of ‘instruction’, and focus on providing decisions on assessment which should be
better or better founded (Black & Wiliam, 2009).

From another perspective, teachers should have evaluative comptetence or
expertise in having made judgments about student efforts (Sadler, 1998) or have given comments
one-on-one or group-based (Black & Wiliam, 2009). Teachers may not be able to bring all of
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their students to the same objective, but they may utilize their pedagogical abilities to widen
students' horizons so that everyone might achieve his or her own goals that are quite close to the
desired outcomes. For efficiency, teachers’ explanations for classroom outcomes should be given
prior to the course. Fundamentally, it consolidates the first factor in the model of formative

assessment that learning outcomes should be shared before starting the course.

Teachers who think they can motivate and engage students in school work have a high
level of personal teaching efficacy (Topping, 2010). They are the teachers who can genuinely
encourage students to develop learning and expend effort to attain their goals. Teachers' feedback
is a significant communication challenge since they are the creators and maintainers of the learning

environment, establishing circumstances for students to act independently.

Greenstein (2010) has outlined a cycle to instruct teachers with formative assessment which
specifies five stages starting from goals or objectives to design targeted instruction to informed
teaching, then analyse data and respond and provide information for objectives and goals
(Figurel.2). Conceptually, this emphasizes the need of creating goals and gathering information

on teaching and learning throughout the journey of learning process.

Objectives,
Goals,
Standards

Responding to
Data

Targeted
Instruction

Formative

assessment

Data Analysis Informed

Teaching

Figure 1.2. The Cycle of Instruction with Formative Assessment (Greenstein, 2010)
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1.12. Models of Formative Assessment

A variety of formative assessment models are provided by a number of researchers.
According to Harlen ( 2003) the learning process should be mainly and directly focused on the
student. Teachers must be aware of their students learning aims and in which learning stage are
they. The formative assessment cycle requires; collecting information about the students learning.
Through providing students with experiences, the teacher will be able to collect data about thier
learning. The following are the distinctive methods of gathering information about the students
learning: According to Harlen, After the information is collected, the teacher has to test it
according to the intended aim as well as the students last position, then the teacher decides the
steps that should be considered to accomplish the learning aim, which is a very important step.

After that, the teacher set the plans and strategies that will be tackled to achieve the aim.

According to Harlen (2003), these strategies fall into three categories: "helping students
test their ideas, providing access to alternative scientific ideas, and enhancing communication and
reflection” (pp. 24-25). Which also relates to feedback, which is very important part during the
formative assessment process, because, up to this point the student's ideas are well linked and
created as a network due to the experiences that the teacher has already provided. Cowie and Bell
(1999), with the help of ten teachers, described a similar framework to Harlen's one, reporting two
types: planned formative assessment which includes teachers inspiring, interpreting and acting on

the data collected and they carefully explained this type and its purpose.

On the other hand, interactive formative assessment is about the teacher's interactions with
the students that is never planned in the classroom, for example, one-to-one, small group, and
whole-class discussions. According to them, the process includes the teacher's recognition and
response to students thinking during the session. With similar aspects to Harlen and Cowie & Bell
approaches, Sherpad proposed a social-constructivist assessment, and to support this, higher
thinking should be promoted by the changing of the content and form of assessment. Also, students
must have clear vision about the aims that they want to achieve in order to link the classroom
assessment to instructions. An important aspect of her framework is the elicitation of students prior
knowledge. This helps formative assessment to become an on-going and involving process that
can be part of a whole classroom session. She also emphasizes on the importance of feedback and

how it's helpful for students to understand new knowledge. The students should be the assessors
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of themselves during this process. Because it helps their cognitive skills and increases their
responsibility toward their learning. By this, teachers must test and change their practices for a

better student learning.
1.13. The Importance of Feedback in Formative Assessment

Hattie and Timperley (2007) asserts that feedback plays a crucial role in formative
assessment use. Extensive body of research proves that feedback has a great impact on students’
learning and achievement. According to Taras (2005) stated that “feedback is a focal point in
formative assessment, “the existence of gap between the actual level of the work being assessed
and the required standard”(p.468) .More importantly, feedback is designed to close the gap
between their current level of understanding and the desired learning goal which is in turn intends

to adjust instruction to meet learners’ needs(Sadler,1989).

Feedback can come in a variety of forms, from written comments or judgments in the form
of grades or marks to oral responses or gestures to students. Feedback is often is embedded in to
the teaching/learning process. Teachers can either plan the feedback to students or it can be a
spontaneous process. It is an important component in the assessment for learning process both for
the teachers and for the students (Bell & Cowie, 2001).

Feedback plays an important role in assessment. Ramaprasad (1983, p. 4) defined feedback
as “information about the gap between the actual level and the reference level of a system
parameter which is used to alter the gap in some way”. Hattie and Timperley (2007) define
feedback as ‘information provided by an agent regarding aspects of one’s performance or
understanding’ (p.81). Tomlinson (2014) described feedback as ‘an ongoing exchange between
a teacher and his or her students designed to grow as vigorously as possible and to help teachers

contribute to that growth as fully as possible’ (p.11).

Feedback is a keystone in assessment when it is timely (Covic & Jones, 2008;
Sadler,1998). Teachers can maximise the effectiveness of feedback by giving it online to
facilitate rapid feedback (Yorke, 2003). In contrast, it is likely to have limited effect if feedback
is given to students without requiring them to actively interact with it (Rust, 2002). Feedback
provided using ‘track changes’ or ‘insert comments’ was highly memorable, with one student in

a study quoting almost verbatim the wording of some comments (Crossouard & Pryor, 2009).

Black and Wiliam(1998a) meta-analysis indicated that providing feedback on student
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performance can improve and accelerate learning. Further, feedback should be qualitative, not just
quantitative. Quality of feedback means, “not just the technical structure of the feedback (such as
its accuracy, comprehensiveness and appropriateness) but also its accessibility to the learners (as
a communication), its catalytic and coaching value, and its ability to inspire confidence and hope”
(Sadler, 1998, p.84).

Table 1.1. Categorization of Feedback (Hattie, & Timperley, 2007).

Categorizations of Feedback

Reference Feedback Type Description

Kulhavy & Stock  Verification Verification involves simply judging whether

(1989) in Shute an answer is correct or not,

(2008) Elaboration Elaboration involves providing relevant cues
to guide the learner toward the correct
answer,

Tunstall & Gipps  Evaluative Feedback is judgmental being generally

(1996) positive or negative

Descriptive Feedback is task related, focusing on

achievement and improvement

Black & Wiliam  Directive This is specific feedback which tells the
{1998a) student what needs to be corrected or revised.
Facilitative Facilitative feedback provides comments and

suggestions on how 1o carry out the revision
therefore helping conceptualization

Harlen (2006) Judgmental Relates to the student or the quality of work in
a way that does not states why the work is not
good leading to students labeling or
comparing themselves with to others

Non-judgmental  Focuses on the task at hand, offering
encouraging comments which help student to
think of their work

Substantively, feedback is the crux of formative assessment because it offers chances
to students to gain a fuller understanding of their learning progress and encourages them to
actively empower their learning in the light of teachers’ feedback (Gardner, 2006). A
consistent analysis of research highlights that “quality assessment requires... quality tools for
gathering evidence of student learning, sound interpretations of the evidence, and quality uses

of the information to guide instruction and provide students with useful feedback”
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(Hargreaves,2005,p. 241). Empirically, formative assessment proves meaningless if not
followed by proper, meaningful, constructive, and timely feedback. Arguably, while giving
feedback, teachers will have to attentively rethink the information regarding student learning.
Authentically, quality feedback should be given on time and be comprehensive so that students
can get meaning out of it and know where they stand in relation to the learning targets and in
what way they can reach those if they are behind (Brookhart, 2008).

According Hattie and Timperley (2007) explaining the usefulness of feedback, stating that
feedback “should assist students in developing the ability to monitor their learning progress, as
well as to judge the quality of their own work™ (p. 216).Interestingly, effective feedback would
improve students learning outcomes and have a positive impact on their motivation and self-
efficacy if students were to incorporate it into their future learning. Sequentially, after providing
feedback, teachers should monitor whether the impact of feedback is reflected in student work. As
a result of feedback, students will regulate their learning as independent and autonomous learners,

and teachers would be able to instill the desired academic behavior in students.

Aschbacher & Alonzo (2006) further explains that the description of feedback is necessary
to make any assessment practice useful. First and foremost , it should be clear and simple. Then,
students can easily understand what the teacher is expecting from them and what they need to
initiate next to enhance their learning. For feedback to be efficient, it should be constructive,
especially in the case of low achievers; negative feedback discourages them, and they become
defensive and, in some cases, abandon aspiring for further improvement. It helps students to
accomplish not only a particular task but future learning tasks as well. Lastly, it should be specific
not general. It should explicitly mention what the current position of the students’ understanding
is, where the position should be, and how they can reach the desired position. In addition to
informing both teachers and students of the next learning step, this way helps students easily

identify their strengths and weaknesses and fulfill teachers' expectations.

In addition, quality feedback is claimed to be crucial as an effective assessment method. It
is unfair for students when they provide constructive feedback but do not receive constructive
feedback from their peers (Wanner & Palmer, 2018). Therefore, students need to understand the
quality of constructive feedback to ensure fairness in assessment; this can help increase student

motivation and engagement with self and peer assessment. Clark and Duggins (2016) have
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indicated the characteristics of quality feedback (see Table 1.2):

Table 1.2. Characteristics of Quality feedback (Clark & Duggins, 2016, p. 11).

Feedback is ...

Feedback is not ...

Direct and honest

Ambiguous and misleading, withheld or avoided
due to time constraints, sugar-coated, diluted, or
filtered in an effort to protect self-esteem

Frequent

Sporadic, occasional

Clear, specific, detailed action-oriented

Vague, general

Brief, but informative

Lengthy and overwhelming, but empty

Based on observable data

Personally biased

Suggestions, supported with evidence

Advice, not supported by an action plan

Followed by ongoing support and leads to new
learning

A one-shot deal

Constructed to elicit a cognitive response

Constructed to elicit an emotional response

Focused on continuous improvement

Focused on single instances

Ultimately intended to help students

Intended to be evaluative

Individualized and thoughtful

Generic and meaningless

Accountability (personal and professional) for
both the giver and receiver

Unregulated, unstructured, or consequence-free

Intentional

Accidental, unplanned

It is clear that for successful learning, formative assessment feedback needs to be generated
and sorted as well as delivered quickly and also in a form that ‘feeds forward’ to inform further
learning (Black et al., 2003). Black and Wiliam (1998) assert that feedback should be given
regularly and while still relevant to the task. McCarthy (2017) emphasise the need for this feedback
to be timely, meaningful and specific.

In a nutshell, when delivered appropriately, feedback is a valuable tool for accelerating
student learning. It positively impacts their motivation and self-efficacy. Practically, teachers
should attend to the positivity of their remarks, clarity of descriptions, and suggestions for learning
improvement. Most importantly, these elements collectively make feedback productive by
enriching students’ understanding and helping them reach their full potential. Lastly, feedback

should be provided in a way that not only helps students to accomplish a particular task but also
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contributes to their future learning (Bell, 2000).
1.14. Principles of Formative Assessment

Principle of formative assessment could be cogitated of according to Greenstein,(2010) as
a decisive part of an going instructional process. The latter stresses how instructive adjustments
will be made as learning appears and is convenient with the need to demonstrate validity in terms
of assessing performance as pointed at of how data are used (Brandsford et al,2002). Years of
research has proved that effective instruction counts on many factors, including the style of
teaching, objectives, characteristics of knowledge seeker,and the context of learning . Another
view brought up by Popham (2008) states that there should be a massive stress in what teachers
do with assessment data and how instructional variables may affect the effectiveness of
Implementing different changes of the whole process of formative assessment. The whole stress
here is on both the content and context of formative assessment. There are several reasons why it
has gained its popularity and support as an effective means of improving the learners way of

learning.

The data in this section has been segmented into three significant principles. First,
formative assessment is learner main target or concentration. Second, formative assessment that
IS instructionally informative. Third, formative assessment is results based (Greenstein
,2010,pp.16-19). Formative assessment is on purpose directed to a learner it does not, however ,
put emphasis on how teachers convey the information rather, learners receive the information
clearly how perfect they grasp it, and how they apply it with formative assessment. Teachers
collect information about their learner's development in learning and use this information to make
instructional adjustments (Bransford et al.,2002). Throughout applying formative assessment ,
teachers show learners how counting on self-assessment could improve the learners learning.
Instructional flexibility and learner-focused feedback work together to build confident and
motivated learner besides inspiring him or her( Greenstein, 2010,p.16). formative assessment is
instructionally formative is about the assesses that teachers do to see if learners understood or

made progress towards learning in order to evaluate the effectiveness of their instructional design.

On the other hand, formative assessment is an outcome based shed the light on elaborating
the learner and teacher goals to be achieved. Teachers show to the learners how to strengthen their

frail areas pointing out their mistakes and errors to be solved and improve their learning cognitive
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skills. To sums up, learners formative assessment based up on the quality of learning and how the
information is conveyed and its huge effect on the learner to see crucial results that are effective.
Joyce, and Showers (1988) states that assessment should include suggestion for screening learners
for early indicators of reading delays , diagnosing learners who may not show progress and this
late is done through observing their sentence structure the use of verbs adjectives and adverbs to

see whether learners have met vital formative outcomes.
1.15. Why Teacher Knowledge of Formative Assessment Matters

It is important to have statistics approximately teacher’s understanding of formative
evaluation due to the fact information is a precursor to apply. Knowing what a person already is
aware of facilitates scaffold what a person wishes to learn (Ausubel, Novak, & Hanesian, 1968, p.
172). General expertise turns into a framework on which new information and mastering may be
built. For teachers to efficaciously use formative evaluation, they ought to first have a basis of
expertise approximately it. We ought to keep away from coaching information of formative
evaluation exercise till we understand instructors have sound expertise base with inside the huge
idea of formative assessment. Then, as instructors try and enact the factors of formative assessment
of their coaching exercise, they may be capable of constructing connections from what they realize
approximately formative assessment to how they use formative evaluation. For instance, if expert
teachers begin with the idea that they recognize formative evaluation and start coaching
implementation strategies, the lecturers who do now no longer have fundamental know-how will
start to make connections among what they are doing and the way it suits into the bigger picture.
They will overlook the relevancy of the strategies and could probably be unsuccessful in imposing
them in a manner that results in scholar mastering. When the lecturer led expert improvement on
formative evaluation, teachers indicated they have been very acquainted with the ideas. Yet, once
the teachers talked to their lecturers individually, they determined their understanding base turned
into now no longer as robust as they believed. In addition, ascertaining one’s cutting-edge

understanding permits for the right stage of assist to be given.
1.16. Influences of Formative Assessment on Student Learning

The student has been put at the center of formative assessment climate and classroom
culture so far in this study of the literature. This section is concerned with the factors that affect

student performance, how they approach their studies, and what teaching-learning climate
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encourages the most desired approach.A conceptual framework indicating perspectives on student
learning was proposed as part of Entwistle's (2003) Enhancing Teaching and Learning
Environment (ETL) initiative, which is reproduced below. The consistency of the learning

obtained is at the heart of this framework.

Students enter higher education through a variety of pathways, including direct entry from
secondary school, return to education, adult learners, and non-direct paths. The value of such a
diverse cohort's perspectives in the classroom should not be overlooked. Entwistle et al (2002)
cite study habits which have been strongly developed elsewhere may be “inappropriate for higher
education” (p.4).0One of the many goals of higher education is to help students become self-
regulated and autonomous learners. However, previous educational experiences may have focused
heavily on teacher instruction and/or rather prescriptive evaluation regimes, all of which are
inappropriate in a higher education context. These considerations, as well as the teaching-learning
atmosphere in which these insights were gained, all lead to the particular student's approach to
learning and studying. Another factor is the strength and control of groups; learning is a social

activity, and students have a significant impact on learning cultures.
1.17. The Teaching-Learning Environment

The term "teaching-learning environment"” refers to the different principles that affect
students' learning both within and outside of the module/course. Course contexts; teaching and
assessment content; teachers' values, conceptions of teaching, and reflective practice; teacher-
student relationships; and students and student cultures are among the topics included in each

module.

In view of the roles of each of the afore-mentioned parties in the process of formative
assessment, William (2013) links these to the three pillars underpinning formative assessment,

he summarizes his findings into five main strategies:

These strategies demonstrate a change in factor 2 of ‘questioning’ into the general
statement, ‘collecting and eliciting learning evidence’. Wiliam (2013) has adapted the previous
models of formative assessment and allocated each strategy in each agent’s responsibilities:

teachers, learners or peers (see Table 1.2).
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Table 1.3. The five “Key Strategies” of formative assessment (Wiliam, 2013, p.16).

Where the learner is going Where the learner isright | How to get there
now

Teacher | (1) Clarifying, sharing, and | (2) Eliciting evidence of (3) Providing feedback that

understanding learning | learning moves learning forward
intentions and success criteria
Peer (4) Activating learners as instructional resources for one
another
Learner (5) Activating learners as owners of their own learning

William’s suggested strategies of formative assessment are tightly related to the three
main pillars proposed earlier, what is relevant from these strategies is the fact that the process
of formative assessment makes every individual in the classroom involved in the teaching-learning

process not only the teacher.

In formative assessment, communication and interaction between the teacher and students
is of paramount importance, by doing this student become aware of the learning objectives.
Moreover, formative assessment should be based on activities and tasks whose main aim is to
diagnose students’ level. The final step in the process is feedback which is generated by both
teachers and peers; the feedback provided is relevant to students’ level and aims ultimately to

improve it in relation to the discussed learning objectives.
1.18. Characteristics of High Quality Formative Assessments

There are several fundamental conditions that formative assessments should follow in
order to offer reliable information, regardless of the level at which they are done and used. Six
criteria were presented by Herman and Baker (2005) to establish the validity and usefulness of

formative assessments. These criteria are as follows:

1- alignment to standards, which define the knowledge, concepts, and skills that students
should learn at each level,

2- diagnostic information on students' academic performance, as well as why they are doing
at various levels and what can be done about it. For English language learners, this part of
performance evaluation is critical since their English competence impacts their success in

content-based learning. This information can assist teachers in facilitating student learning
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in the English language by reducing the needless linguistic complexity of instructional
materials that students struggle with;

3- fairness for students from different cultural and linguistic backgrounds.

However, variables such as unnecessary linguistic complexity and cultural factors may
introduce bias into the formative assessment outcomes. These biases may have a greater influence
on English language learners than on any other student group. All sources of bias should be
recognized and managed in order to give a fair evaluation for all students;

4- They have high reliability and validity, which means they give reliable information on
what pupils know and can do. All causes of measurement error, including biases owing
to linguistic and cultural variables, should be recognized and addressed to guarantee the
validity of formative assessment for English language learners. For example, if the items
on a mathematics practice have a complex linguistic structure, then the practice measures
not only the construct relevant to the purpose of the practice, it also measures a construct
that is irrelevant to the purpose of the practice (language). Thus, linguistic factors may
seriously affect the validity of inferences drawn using this assessment;

5- utility; that is, formative assessment should provide useful information for teachers,
students, and parents;

6- feasibility of formative assessment, many teachers consider formative assessment to be
extra work and believe that there isn't enough time in class to accomplish it. High-quality
formative assessment, on the other hand, informs and integrates education; it provides
instructors and curriculum developers with crucial information for the design of successful

teaching. (p.28) .

If formative assessment matches the qualities listed above, it will have a significant impact
on students' learning.
1.19. Formative Assessment in Action

The majority of teachers are familiar with summative assessment, but only few recently
are aware of formative assessment and the evidence of its positive, large-scale impact on student
learning (e.g., Black & Wiliam, 1998). | distinguish three kinds of formative assessment—(a) “on-
the-fly,” (b) planned-for-interaction, and (c) formal and embedded in curriculum (Figurel.2)—
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and illustrate them with examples.

Informal Formal
Unplanned Planned
< >
On-the-Fly Planned-for- Embedded
Formative Interaction Assessment

Figure 1.3. Variation in formative-assessment practices (Black & Wiliam, 1998).

1.19.1. On-the-Fly Formative Assessment

On-the-fly formative assessment occurs when “teachable moments” unexpectedly emerge
in the classroom. These kind of assessments occurs spontaneously during the course of a lesson.
For example, a teacher listening to group discussions hears students expressing misconceptions
about learning concept she has been teaching. She then changes the direction of her lesson to
provide a quick “pop-up” lesson. The pop-up lesson enables the teacher to clear up the
misconceptions before proceeding with her planned instructional sequence. Such formative
assessment and pedagogical action (“feedback™) is difficult to teach. Identification of these
moments is initially intuitive and then later based on cumulative wisdom of practice. In addition,
even if a teacher is able to identify the moment, she may not have the necessary pedagogical
techniques or content knowledge to sufficiently challenge and respond to the students
(Heritage,2007).

1.19.2. Planned-for-Interaction Formative Assessment

In contrast to on-the-fly opportunities, planned-for-interaction formative assessment is
deliberate. In planned-for interaction, teachers decide beforehand how they will elicit students’
thinking during the course of instruction. For instance, teachers plan the questions they will ask
during the course of the lesson in order to enable students to explore ideas, and these questions
can elicit valuable assessment information. Recognizing the value of information that can close
students’ learning gaps, teachers no longer question students, for example, to get a correct answer
or to “keep the show going,” but rather plan in advance the kinds of questions that will maximize
their acquisition of information needed to close the gap. That is, teachers come to realize in
applying newly acquired formative assessment techniques the value of good questions and spend

time planning these pedagogical moves prior to class (Black, Harrision, et al., 2002).
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1.19.3. Formal Embedded-in-the-Curriculum Formative Assessment

Teachers or curriculum developers may embed assessments in the ongoing curriculum to
create more deliberate “teachable moments.” Simply put, assessments might be embedded after
every three or so lessons to make clear the progression of sub-goals needed to meet the goals of
the unit and thereby provide opportunities to teach to the students’ problem areas. In its more
sophisticated design, these assessments are based on a “theory of knowledge in a domain,”
embedded at critical junctures, and crafted so feedback on performance to students is immediate
and pedagogical actions are immediately taken to close the learning gap. There are two kinds of
curriculum-embedded assessments, those that teachers and curriculum developers embed in the
ongoing curriculum to solicit feedback at key points in a learning sequence and those that are part
of ongoing class-room activities. Similar to planned-for-interaction formative assessment, formal
embedded formative assessment may not come naturally to teachers. They need to develop the
capacity to use these assessments and the teachable moments they create to improve student
learning. One possible means for improving this capacity will be presented below (Heritage,2007).

1.20. The Use of Technology in Assessment: Digitalized Assessment

Tools and strategies can be designed and developed within the field of education. Wiliam
and Black (2003) argued that development of formative assessment depends on the development
of new strategies and tools. According to Looney (2010), the integration of ICT can be an effective
tool to generate relevant information for large-scale performance-based assessments, as well as to
facilitate classroom-based formative assessment. The new strategies and tools can be used by
students to learn, and by teachers to help the students learn. New strategies are argued to make it
easier for students to learn interactively and through distance learning; whereby students conduct
online research, and can communicate subject information and assessment via emails with their
teachers and peers. This encourages group discussions and group work; whereby students
communicate via the internet and discuss assessment tasks. Reeves, Herrington and Oliver (2004)
argued that students work together online to solve complex problems. Technology has made it
easier for students to communicate and do assessment activities such as problem-solving and

group work which are part of formative assessment resources.

ICT-based methods can also help improve equity in assessment by being sensitive to the

needs of particular groups such as second language learners or students with special educational
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needs (OECD, 2013). With the quick advance of new technologies, new and wide doors opened
and free opportunities offered to provide assessment formats which can help to comprehensively
capture complex key competences (Johnson et al., 2014; Redecker, 2013). Teachers should be
provided with new and improved technology facilitation tools and strategies (computers, internet,
and power point presentation) to facilitate a module. For example task presentation as one of the
assessment strategies combines different tools whereby students can organise a presentation and
also submit the hardcopy of their presentation. The internet is used by students as an instrument
to collect objective information (Beatty, & Gerace, (2009). Examples such as the interactive
whiteboard, liquid crystal display projection panel, projector, and video scan converter are
hardware, which facilitate the sharing of information mostly to large groups. It does not take

the role of a facilitator but provides structured learning and supports students’ learning.

The increasing use of ICT in teaching and learning implies new models of assessment. For
instance, the OECD (2016) reports that technology significantly facilitates the use of formative
assessment because it allows immediate feedback for both learners and teachers, and ensures the
learner’s participation. In turn, this can enhance better targeted teaching and engaged learning.
Technology can help measure complex skills such as reasoning or problem solving through

measures such as essays, blogs or virtual learning environments (Ramirez-Corona et al., 2013).

Computer feedback can also help continuously develop writing skills. Binkley et al. (2012)
describe two key strategies for the use of ICT in assessment: 1) to deliver traditional assessment
more effectively and faster; and 2) a ‘transformative’ strategy that aims to use ICT to change the
way competences are assessed and find effective solutions for assessing transversal skills, which
were difficult to assess with traditional methods. In this section we will concentrate on the latter

strategy.

Charman (1999) argues that, technology can substantially help students and teachers
whereby formative assessment of skills, knowledge and understanding can support student to
learn. The use of technology in assessment could help teachers to review assessment as a gift.
Computers can be used to facilitate the subject and topic whereby the teacher will connect to LCD
projectors to present information to students. Assessment and feedback should no longer be
seen as a problem because computers facilitate the presentation of mark lists through

spreadsheets, information and activities. Assessment activities such as problem-solving,
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presentations, writing reports, researching information from internet and accessing tutorials can
be done electronically by the students (Wiliam & Leahy, 2007). Students need to be taught how
to operate these technological tools before using them in assessment and presenting their work to

the university academics.

The online assessment strategy is a powerful tool that offers teachers and students with
integrated instruction tools. Online education benefits the student-centered approach to facilitation
because materials and assessment are structured for a particular benefit to settings and students
(Bisman, 2009). Computational questions also provide answers whereby students can check their
answers especially when doing self-assessment. Online assessment tracks students’ progress,
offers context-sensitive help to students creates assignments and prepares and presents class
presentations (Dufresne, Gerace, Mestre, & Leonard, (2000). There are challenges with using
computerised strategies to assess students. The main disadvantage of using computer-based
formative assessments is that they are dominated by multiple-choice questions (Wiliam & Leahy,
2014).

Through computerised formative assessment, the teacher will be able to diagnose students’
misconceptions, polling the class about their knowledge, record students’ writing processes,
provide formative feedback on students’ results or submissions, and observe assignments of
students while they are doing the assignments (Wiliam & Leahy, 2007). Online formative
assessment strategies help to measure learning outcomes and knowledge application. Online
assessment helps the facilitator in reviewing self-test, evaluates in-depth discussion and questions
asked by students (Robles & Braathen, 2002).

1.21. Challenges to the Implementation of Formative Assessment

The effectiveness and the impact of formative assessment for student learning and its
usefulness in improving educational quality were demonstrated in the preceding sections.
However, the attention have to be paid that the formative assessment process is relatively new in
Algerian Higher Education context, and its implementation may be hindered by a variety of
challenges. It is crucial to understand what elements might impact formative assessment
implementation and make it less successful. Therefore, a number of studies have investigated
challenges that may influence the implementation formative assessment in the classroom which

will be displayed in this section.
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Teachers are seen as crucial change agents in the implementation of any new educational
policy. Teacher knowledge is the biggest factor in the implementation of formative assessment.
Because they may have little or little prior experience and understanding in applying formative
assessment, the success or failure of adopting formative assessment may be heavily reliant on
teachers' expertise and understanding. teachers who did not understand the concept of formative
assessment is or how to implement it because they lack knowledge and training in formative

assessment, hence; they will not be able to implement assessment tasks efficiently.

Furthermore, teachers are unable to successfully construct learning situations and prompt
students' thinking due to a lack of professional understanding on formative assessment (Heitink et
al., 2015). According to Black and Wiliam (1998b) and OECD (2005), teachers need to be
equipped with professional development opportunities focused on formative assessment.
Briefly put, unprepared teachers are unable to attain the favorable outcomes that formative
assessment may provide. As a result, policy makers should guarantee that teachers are
professionally trained and supported through the classroom assessment process.

Pham (2014) insists that large class size has an impact on the efficacy of teaching and the
learning process. However, large class sizes do interfere with the efforts of teachers to implement
educational innovations, such as collaborative teaching or formative assessment. As formative
assessment focuses on improving individual student learning based on relevant feedback from
different students’ needs. A larger number of students per classroom would make it more difficult

for the teacher to implement formative assessment efficiently.

Teachers need to spend more time and attention in order to provide feedback. It stressful
and impractical for teachers within the limited duration of time. Arguably, time-consuming nature

and the additional workload are the two disadvantages of formative assessment practice.

Additionally, large class sizes and lack of resources in some classrooms, discourages
teachers from trying out formative assessment strategies (OECD, 2005). Essentially, with
large classrooms, novice or inexperienced teachers are more concerned with classroom
management issues and problems than trying out strategies that will help students learn better.
Hence, some teachers would prefer more time to use in getting involved with students and other
teachers to discuss students' work and how to help them. Hectic school schedules normally

leave no time for such activities (Black & Wiliam, 1998b).
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Teacher beliefs toward teaching, learning and assessment represent another challenge for
implementing formative assessment. An extensive body of research has shown that deeply- rooted
beliefs about assessment and its role inteaching and learning remains an imminent obstacle
to the use of formative assessment strategies by teachers (Shepard, 2000; Stiggins, 2001).
According to Shepard (2000), many teachers rely heavily a lot on summative assessment in
the classroom with little emphases on formative assessment. This is thought to result from
teacher beliefs which are consistent with principles of scientific measurement; they believe
that assessment should be uniform in order to ensure fairness. For this reason they see assessment

as official and divorced from the process of teaching and learning (Shepard, 2000).

This is made worse by fears that formative assessment strategies are time-and resource-
intensive (OECD, 2005). The fact is changing the cultural beliefs of teachers, which have been
handed down from generation to generation, is an arduous task. Therefore, changing teacher
beliefs is as demanding as changing student learning. The impact of these beliefs, according to
Sitggins (2004), is that students have been discouraged and instead of being motivated, playing
little or no role in the assessment process especially as assessment continues to be separated from
instruction. According to Shepard (2000), any attempt to change assessment practices making
assessment an important part of the learning process must acknowledge the presence of these
beliefs.

1.22. Conclusion

Researchers and teachers have critically questions the dominance of summative assessment
as inhibiting the goal of lifelong learning, which has led to a rethinking of the role of assessment.
The formative assessment use was introduced to support the vision of lifelong learning, where
students must learn how to learn, more than what to learn. As it has been highlighted in the
introduction to this chapter was to provide a general overview of assessment practices in education
and the types of assessment. The form amative assessment has gained international recognition by
many researchers and scholars to be an effective and efficient tool in improving students’
achievement and outcomes. Formative assessment is identified as the most appropriate and valid
form to engage and assess students. The effectiveness of the process is defined by some principles
including differentiated instruction and feedback which is regarded as a key cornerstone in the

process. Feedback obtained from the formative assessment is characterized as valuable and fruitful
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element to give more insights about students’ progress in the classroom. There is a variety of
formative assessment strategies that are central when assessing students. Formative assessment at
higher education is characterized by achieving learning outcomes that address the students’ needs
and the subject matter to be taught. Formative assessment acknowledges the relevance of
assessment during instruction in order to identify and judge students competences. Understanding
and implementing formative assessment practices have varied over time and across contexts which
has led to diverse practices and new findings about the effectiveness of formative assessment in

different contexts.
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Chapter Two Teacher Professional Development

2.1. Introduction

This chapter will broadly review the existing literature about teacher professional
development and its impact on teachers and students as well. The literature discusses topics that
include professional development for teachers, effective professional learning, professional
learning approaches, modes of professional training, and factors affecting the implementation of
teachers' professional learning. It highlights reasons for continuous professional development and
why these activities matter to the teaching-learning process. Professional development for teachers
should be carried out using a wide variety of learning activities such as conferences, workshops,
action research, book study, and coteaching that are designed to meet the needs of various
situations. Using one or more of these activities depends on numerous factors such as professional
learning objectives, situational characteristics, program design, implementation, and available
budget. This chapter also explores the basic tenets of successful and effective professional
development like content focus, job-embedded, duration, coherence, communication, and review.
It concludes by the factors affecting the implementation of professional development and the

challenges that encounter teachers and policymakers when carrying out this process.
2.2. Teaching as a Profession

Richards and Lockhart (1996) highlight that profession is a recurring concern regarding
language teaching, teachers, and institutions. However, language teaching is not widely
regcognized as profession with distinct features, as requiring skills and training, as being a life-
long and giving a high degree of job satisfaction. The person who is qualified in these aspects is
professional. Quite similarly, Guskey (2002, p.37) states that a “professional” is someone in non-
manual occupation who is highly trained, skilled and self-disciplined. Similarly, a professional is

a person who has legal right to govern his/her daily work affairs.

Broadly speaking, the professionals such as actor, pilot, engineer, teacher etc. whose
competence entails not only skill and knowledge but also the application of highly sophisticated
judgment and whose study is extensive and lengthy often university based with practical
experiences. Regarding teaching as a profession, there is a hotly debated issue about whether
teachers are professionals or workers? And whether teaching is a special profession or just an
occupation to survive? However, over the last few decades teaching has been accepted as a

profession. Morrow (2003) argues “Teaching professors, doctors, engineers and lawyers etc. are
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regarded as professionals” (p.7). He further states that the professionals execute tasks involving not
only skill but also expertise. As a professional, the teacher is heavily responsible to bring about
change in the way students do things as they complete task after they receive instruction. In a broad
sense, the teacher is a critical component of the overall educational system as they are at the heart of

that system.

As a result, teachers should be experts in their field. It is highly recommended that
professionalization of teachers is also seen to be important for meeting their demands as well as
the needs of the entire educational system. Individual teachers' levels of professionalism in their
job are determined by their personal working conditions, professional goals, and attitudes, as well
as the career opportunities accessible to language teachers in their community.

Richards and Lockhart (1996) argued that the teachers teaching English viewed language
teaching as a profession and they themselves were professionals. In their research, the teachers also
reported that they were willing to assume professional responsibilities that they can take charge of
their teaching, and that they can improve the learning outcomes of their students. They shared
common view towards the language they taught, stressing its value and importance in their
community for education, career and business communication. They argued, “All teachers do not
think of teaching as a profession” (Richards and Lockhart, 1996, p.40). They discovered several
teachers who described language teaching as the most hated and rejected profession. Thus, the

teachers engaged in teaching profession may or may not be satisfied with their job.
2.2.1. Profession and Professionalism

The idea of ‘a profession’ stems from the Latin word profiteor, and means to progress
in the sense of having expert knowledge but also with the connotation of taking an oath or making
a formal commitment (Knight, 2002). The roots of this word may be traced back to two of the most
distinguishing features of professions: competence and ethics, which can be viewed as the

definition's core.

There is a great deal of consensus on what constitutes a profession. For example, Borko
(2004) states that a professional has a ‘professional association, cognitive base,
institutionalized training, licensing, work autonomy, colleague control... and code of ethics,’
(p.208) and ‘high standards of professional and intellectual excellence’ (p. 221). Additionally,
Brown (1992) asserts this understanding of members of a profession by defining them as
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‘workers whose attributes include a high degree of systematic knowledge; strong community
orientation and loyalty; self-regulation; and a system of rewards defined and administered by the

community of workers’ (p.19).

Craft (2002) argues that a profession can be described as: “a paid occupation, especially
one that involves prolonged training and a formal qualification, with a high degree of systematic
knowledge, a collective or service orientation, a development of trust which comprises implicit
codes of behaviour, esprit de corps, and shared commitment to ongoing learning among its

members” (p.23)

According to Eston (2008) a professional is a member of a profession. The term also
configures the standards of education and training that prepare members with the particular
knowledge and skills necessary to perform the role of that profession. Additionally, the majority
of professionals are subject to stringent codes of conduct enshrining rigorous ethical and moral
obligations. Professional standards of practice and ethics for a particular field are typically agreed
upon and maintained through widely recognised professional associations.

Professionalisation from the perspective of Reeves, (2010) is “when a profession arises
when any trade or occupation transforms itself through the development of formal qualification
based upon education, apprenticeship, and examinations, the emergence of regulatory bodies
with powers to admit and discipline members, and some degree of monopoly rights” (p.689).
This implies two closely related aspects. On the one side, knowledge and skill play a central role
in a particular specialization. On the second hand, knowledge and skills are shaped by education,
training and experience which are all fundamental requirements of the profession. Sometimes,
the qualification is licensed, and then the exercise of discretion based on competences is central
and deserving of special status. This can be further interpreted in the sense that professionalization

is intended to promote professionals own occupational self-interests.

McConnell (2004) states that a mature profession includes the following elements: initial
professional education; accreditation; skills development; certification; licensing; professional
development; professional societies; and code of ethics. Within these elements, an element
attributed to a profession can be independent of another element. In other words, a profession
may have a ‘certification’ but not a ‘licensing’ element, but the more elements applicable to a

profession, the more mature the profession is. In the teaching profession, however, Craft (2002)
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indicates that teacher professionalisation is the outcome of on-going professional development,
and that this shapes it into a mature profession.

According to Richards and Lockhart (1996), profession is a recurring theme in language
teaching. The terms profession and professionalism are intertwined to each other. A person cannot
be professional who does not have all the essential qualities and expertise which a profession
needs. Arguably, a profession is a job, vocation, or career that requires specific knowledge of a
subject matter, field, or science. It necessitates extensive academic preparation and official training
that is certified at the end with diploma or degree (Darling-Hammond, 1998). Different activities
take place in a profession. A professional activity involves systematic knowledge, proficiency and
expertise. Teaching as a professional activity, needs some important qualities and experience with
its professional. Darling-Hammond (1998, p.5) has defined the following criteria on which a

professional should have an expertise:

— A basis of scientific knowledge
— A period of rigorous study which is formally assessed
— High standards of professional conduct and,
— The ability to perform
Thus, any professional teacher in ELT should have all these qualities to perform in his
profession. Hence, having all these qualities and being an expertise in these areas is called

professionalism.
2.2.2 Professional Development Defined

This concept relates to teachers’ improving their practices and teaching skills. It highlights
that teachers can make professional changes and develop their expertise through activities that are
commonly defined as both formal and informal professional learning activities. Day(1999) states
that the idea of ‘profession’ stems from the Latin word profiteer, and means to progress to have
an expertise in the field and having self-commitment to grow professionally. The term
“professional development” is defined by the National Staff Development Council (NSDC) to
mean “a comprehensive, sustained, and intensive approach to improving teachers* and
principals,, effectiveness in raising student achievement, and may be supported by activities such
as courses, workshops, institutes, networks, and conferences” (Wei, Darling- Hammond, Andree,
Richardson & Orphanos, 2009, p.4).

65



Chapter Two Teacher Professional Development

Carrington and Robinson(2002) point out that teacher professional development refers
to the process, practices, and opportunities offered to teachers new insights to develop and
accumulate knowledge, approaches, skills to improve their efficacy, effectiveness, and
empowerment in the classroom. Put it another way, it is the critical enhancement of teachers’ whole

knowledge reservoir from the subject matter, teaching practices, techniques, methodologies, and
pedagogy.

There is an abundant body of research in the area of teacher professional development.
Craft (2000) acknowledges that a plethora of notions is cited when referring to professional
development. Terms like teacher development, teacher training, in-service education and
training(INSET), and continuing professional development(CPD) are often used to refer to the
ongoing learning of teachers. sometimes these terms are used interchangeably. Corcoran (1995)
confirms professional development as “the full range of activities that affect how teachers learn
how to teach and how they mature intellectually and grow professionally” (p.1) According to the
American Federation of Teachers (2002) only through well-designed and planned processes for
teachers can produce desired results in classroom practices, can improve teacher's abilities for
lifelong learning and professional growth which in turn can lead to desired student outcomes. King
and Newmen (2008, p.86) assert that “educators as agents of change and taking the leading role in
the teaching-learning process and the climate of learning, it is clear to assume that improving
teachers' knowledge, skills and dispositions is one of the most critical steps to improving learner

achievement”.

Additionally, Steyn (2002p.16) affirms that teachers are asked to improve their
performance in their classrooms and this justifies the urgent need for professional development of
educators to ensure that goals are attained and the quality of teaching is achieved and the
performance of the learner reached. Coetzer (2001) declares “CPD refers to any activities aimed
at enhancing the knowledge and skills of teachers employing orientation, training and support”
(p.78). the development is likely to affect the attitudes and approaches and therefore contribute to

the improvement of the quality of the teaching and learning process.

Day (1999 p.219) claims that CPD encompasses all activities and practices that are
intended to the benefit of educators, students, and school as a whole and that contribute to the

quality of education in the classroom. Teachers as the catalyst for change are invited to review,
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renew, quest, and extend their horizons by which they acquire and develop critically their
knowledge, skills, and emotional intelligence essential for good professional thinking, planning,

and practice
Blandford (2001) cited the main aims of professional development as follows:

-To increase the range of teachers’ implementations

-To meet the students' needs concertedly or individualistically by giving feedback about their
experiences, researches, and implementations

-To contribute to the school’s professional life

-To keep the information about current educational practices alive

-To take into account the educational policy and try to raise standards

-To increase teachers' knowledge of society and communication technologies

Professional development refers to the development of a person in his or her professional
role. According to Glattenhorn (1987), by gaining increased experience in one's teaching role they
systematically gain increased experience in their professional growth through an examination of
their teaching ability. Professional workshops and other formally related meetings are a part of the
professional development experience (Stevens, 2008). Much broader in scope than career
development, professional development is defined as a growth that occurs through the professional
cycle of a teacher (Glattenhorn, 1987). Moreover, professional development and other organized
in-service programs are designed to foster the growth of teachers that can be used for their further
development (Crowther et al, 2000). One must examine the content of those experiences through

which the process will occur and how it will take place (Ganzer, 2000; Guskey, 2000).

The term Continuing Professional Development (CPD) usually refers to a range of
activities that support the development of teachers after they have qualified and throughout their
careers. Stewart (2014) defines CPD in the following terms: The maintenanceand enhancement
of the knowledge, expertise, and competence of professionals throughout their careers
according to a plan formulated with regards to the needs of the professional, the employer, the

professions, and society.
2.2.3. Redefining Professional Development

As a result of recognizing the prevalent models of professional development, identifying
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the attributes of high quality professional development, and understanding the challenges of
measuring the effects of professional development on teacher practice and/or student achievement,
developing a working definition of professional development, as it relates to this action research
study is necessary. Yoon, et. al. (2007) defines professional development as “that which results in
improvements in teachers’ knowledge and instructional practice, as well as improved student
learning outcomes” (p. 3). Importantly, researchers indicate a trend that moves away from
professional development to a more comprehensive shift toward professional learning. Though one
may argue the relevance of a name change, It is believed that professional development signifies
an event that begins and ends, with or without a focus; whereas, professional learning implies
continuous growth and improvement. Learning Forward (2011) qualifies the reason for the

change:

By making learning the focus, those who are responsible for professional learning will
concentrate their efforts on assuring that learning for educators leads to learning for
students. For too long, practices associated with professional development have treated
educators as individual, passive recipients of information, and school systems have

expected little or no change in practice. (p.13).

Wei, et. al. (2009) affirms the shift in language. These authors emphasize that professional
development is recognized as an activity that takes place, whereas, professional learning

recognizes learning as a complex process. Avalos affirms the complexity of professional learning:

Teacher professional learning is a complex process, which requires cognitive and
emotional involvement of teachers individually and collectively, the capacity and
willingness to examine where each one stands in terms of convictions and beliefs and the
perusal and enactment of appropriate alternatives for improvement or change. All this
occurs in particular educational policy environments or school cultures, some of which

are more appropriate and conducive to learning than others(Avalos, 2011, p. 10).

Shifting away from a development model to a comprehensive learning model allows
teachers to recognize the necessity of the connectivity of their learning to their practice which
should result in student achievement. In summary, researchers have identified dominant models of
professional learning for teachers, proposed attributes for effective professional learning, and

illuminated the challenges that researchers face in measuring the effects of professional learning
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on changing teacher practices and/or student achievement.
2.3. Reasons For Continuous Professional Development

CPD is important for several reasons. It enhances teachers’ ability to evaluate and act
efficiently in situations where critical judgment is required, for instance, about changes in
curriculum, subject knowledge, pedagogical knowledge, and technology (Morewood, Ankrum, &
Parsons, 2016). As Bailey et.al, (2003) point out, teachers play a double role in this process: as
agents for change and as one of the variables that need to be changed. By the same token, Darling-
Hammond (1994) argues that CPD is a key element in developing the learning and teaching

processes; it also plays an essential role in promoting quality (Guskey, 2002).

CPD is important for both newly qualified teachers and teachers who have recently arrived
in the institution. New graduates are in particular need of guidance and support to act
appropriately about the issues they may encounter in the new context (Clair, & Adger, 2000).
The same applies to teachers transferred from one school to another or when teachers are promoted
to a new post such as Senior Teacher or Coordinator. These examples are relevant to the Colleges
of Applied Sciences (CAS) context, where new teachers, both foreign and local, are recruited
every semester. Staff entering these posts need support to function effectively. Ongoing
development is required for all teachers both new and old to keep themselves updated and to cope
with the local and international change (Buczynski, & Hansen, 2010). In the course of their career,
teachers meet successive generations of learners; CPD allows them to respond to the changing

needs of each generation.

Some of the goals of CPD focus on the development of the individual; others on
institutional improvement; the links between the two are strong. Scholars such as Fraser, Kennedy,
Reid and McKinney et al. (2005), Day (1999) highlights the importance of teachers’ growth as
individuals since they are the agents of change which may lead directly or indirectly to improved
learning outcomes for students (Newmann, King, & Youngs,2000). Capacity building in this
context focuses on developing knowledge and skills that are required for new practices (Mangin,
2014). By the same token, writers such as Guskey (2002) and Day (1999) point to the
implications for the institutional improvement of the changes in classroom practice and teachers’
beliefs and attitudes. The three main objectives of CPD, then, are teachers’ growth as individuals,

students’ learning outcomes, and overall institutional development.
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2.4. Goals and Aims of Teacher Professional Development

Another aspect of teacher development is the goals or objectives that make educational
institutions or individual teachers actively engage in professional development activities. One
much agreed on goal or aim of continuing professional development and learning of teachers is
improvement of the education and learning opportunities for students (Craft, 2000; Guskey,2002).
In addition to improving students’ learning, professional development for teachers aims at
changing and improving the current practices, notions, knowledge, and opinions to make them
reach the required standards (Guskey,2002; Johnson & Christensen, 2012). Schmoker (2012) talks
about developing expertise in teaching. She points out that teachers need to continue on pursuing
knowledge and growth in order to achieve their goal of being experts in their field. Professional
development is a long process that teachers need a wide range of ongoing opportunities to hone

their skills and practices for the benefit of student achievement and teacher development.
2.5. Why Teacher Professional Development Matters
Professional development matters because:

e It introduces teachers to new material that others are trying in their classrooms
e It helps to spread best practices in education

e It helps to give new teachers more practical knowledge

e It helps to keep the spark a glow for seasoned teachers

e It allows teachers to collaborate with others
(Speck, & Knipe, 2005, p.23).

Numerous researchers claim the necessity of professional development for teachers. For
example, Smith and Gillespie (2007) point out that continuous professional development improves
in-service teachers to become familiar with the cutting edge methodologies and resources that
better equip them to face the challenges which they encounter in the field. In the same line of
thought, Stewart (2014) confirm that teacher development is a critical factor in improving teacher
instruction, as well keep abreast of the latest updates in their subject matter. Furthermore, Mizell
(2004) affirms that continuous development for educators is needed to reach students’ needs and

aspirations.

A meaningful reflection on the experiences of teachers in their unique classroom contexts
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IS necessary to bridge the gap between educational theory and pedagogical practices. Glattorn
(1995) mentions that teacher professional development growth is a result of pedagogical

experiences gained over time and re-sharpening his teaching practices systematically.

According to TALIS (Teaching and Learning International Survey program) report,80
percent of teachers worldwide manifested a need for professional development. Arguably teachers
need to improve teaching outcomes, they highly need professional development. Assuming that
the effectiveness of teaching can be directly linked to pedagogical growth of teachers, Hunt and
Touzel (2009) reveal that “reflective practitioners recognize and possess the skills, competencies,
and knowledge essential to effective practice and recognize that they must continually seek to
further develop their abilities to achieve and maintain high levels of effectiveness” (pp.6-7).

The most critical challenge for teacher education is the limited conceptual knowledge of
many teachers. In other words, teachers lack the full grasp of their content knowledge and this
latter leads to fatal errors in content and concepts during teaching sessions. The teacher's duty is
not only restricted to teach but also to facilitate the learning process for his students to develop
new skills (Rodriguez, 2005). Teachers as intellectuals and agents of change whose main role is
to educate themselves and their students through self-reflection and progressive efforts to back up

their practice and potentially respond to the urgent challenges and issues in their field.

Furthermore, like Campbell, McNamara, and Gilroy (2005) rightfully put it, “teaching
today takes place in a world of rapid development and educators are expected to meet high
standards of teaching and raise the levels of achievement in schools and colleges” (p.13).In this
point, Goh (2016) agrees that teachers in this era need to be well equipped to meet the emerging

needs as well as the evolving challenges of today's classrooms.

The significant and positive impact of professional development is countless on all sides
of the world of education. This impact can be categorized in three-fold perspective: Evidence
shows that professional development has tremendous effects on teachers' instruction to name a
few teachers' beliefs, behaviors, and practices. Bubb and Earley (2007). supports the relationship
between teachers' beliefs and their practices as follows, “moving back and forth between change
in belief and change in classroom practice” (p.6). As the effects of teacher professional
development on students' learning are considered, a huge body of research matches the higher

levels of student achievement with qualified and professional teachers as stated by Darling-
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Hammond (1999) “investments in teachers' knowledge and skills net greater increases in students'

achievement” (p.32).

As a matter of fact, for teacher efficacy and students success; educators require to learn
new techniques and gain a better understanding of the subject areas taught. Professional
development provides an avenue for educators to improve their teaching practices (Lawless &
Pellegrino, 2007). In practical terms, teachers must have an insightful understanding of the
subject(s) he or she teaches, can communicate this information to students and encourage higher-
level thinking in the classroom (Garet et al.,2001). Professional development offers opportunities
for teachers to obtain a broader and deeper skill set of the subject areas taught (Lawless &
Pellegrino, 2007). In addition, these activities allow educators to develop strategies for

implementing new teaching practices in the classroom.
2.6. Professional Learning Approaches

There is a huge body of international research about the approaches towards the
professional development of teachers. Borko (2004) puts the critical key elements which provide
a framework for any formal professional development system are the program, the learners,
the facilitators, and the context in which professional development takes place. In Figure(2.1)

the elements are portrayed :

Facilitators

e

Program T Teachers

Context

Figure 2.1. Elements of a professional development system (Borko, 2004, p. 4).

Teachers' professional development activities can be categorized into two main categories:
traditional and reform approaches. The traditional approach asserts that there is insufficiency in
teachers' knowledge and skills which can be fixed through opportunities and activities by inviting
well-qualified trainers to improve the instructional practices of teachers through increasing their
knowledge and skills (Melville & Yaxley, 2009; Hofman & Dijkstra,2010).

Traditional approaches encompass workshops and formal training sessions. For example,
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this workshop may take one day which aimed to improve the lesson planning skills of language
teachers. In this kind of workshop, teachers receive valuable feedback where they can identify
learning outcomes, formative assessments of students’ learning. In the second part, the reform
approach emphasizes the context of the teaching environment and the needs of the students.
Teacher professional learning activities are often held at schools and offer hands-on assistance to
support the implementation of new approaches and continued change within the school (Armour
& Yelling, 2004).

Reform approaches include a wide range of learning activities such as mentoring, coaching
conferences, and collaborative seminars where teachers can share their expertise and ideas around
teaching practice (Borko, 2004; Hofman & Dijkstra, 2010). Additionally, informal learning can
support the reform process. For example, by performing regular tasks at work, teachers can
observe the performance of peers or engage in one-to-one conversations about daily teaching
practices and problems. These informal tasks can play an important role in improving teachers’
skills (Livingstone, 2001). They can also lead to the development of teacher networks or action
research projects where teachers methodically cross-check school processes or teaching practices
(Hofman & Dijkstra, 2010).

Clarke and Hollingsworth (2002) introduce a different model of the professional growth
of teachers. It is a model with multiple entry points and growth pathways. Clarke and
Hollingsworth assert that teacher change is motivated by more than just student outcomes: teacher
change is a personal process and provides teachers with opportunities, tasks, and activities to grow
professionally in a way that individuals find most practical. As summarized in Figure 2 the
model takes into account both external and internal influences on teaching practice, seeing

teaching and learning as a complex process.
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Figure 2.2. Interconnected model of professional growth (Clarke & Hollingsworth, 2002, p.
951).

2.7. Approaches to Professional Development

There is a wide range of international research about the approaches towards the
professional development of teacher educators. Easton (2008) introduces the terms off-job and
on-job learning about professional developmental processes. Off-job learning is formal learning
that takes place in contexts other than the regular workplace, for example, enrolment in formal

studies for advanced degrees.

Smith (2010) agrees that formal studies benefit the professional development of teacher
educators. She describes how several countries have initiated steps to improve the quality of
teacher education, an example of which is the requirement for teacher educators to hold advanced
academic degrees, at Master's degree level or above, and, in many contexts, also at the Ph.D. level.
Research has identified that the approaches that teacher educators select for their professional
development normally reflect their preference for professional learning. For example, Loughran
(2007) believes that self-study should be a daily activity for a teacher educator: ‘Self-study as a
formal approach to research seeks to increase the understanding of oneself; teaching; learning;
and to develop the knowledge of these’ (p. 9). Smith (2010) argues that teacher educators who
present papers at conferences not only get new insights from other researchers but also have the

viability of the outcome of the learning process and their knowledge tested.
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Desimone (2011) praise feedback from colleagues, as they believe it has a positive impact
on professional learning, and in particular on research. Du Four(1999) argues that, as part of the
responsibilities of teacher educators, conducting research can complement the practice part of their
work. They may improve their teaching in teacher education through research projects in the local
context. In addition, in the ELT context, the role of self-directed learning for teacher educators
in their professional development is strongly emphasized. For example, Easton (2008) notes that
teacher educators have the task of helping to enhance the professional development of their
colleagues at a time of teacher professionalization and that the professional development of teacher

educators should be realized by themselves.
2.8. Types and Activities of CPD

There is recognized throughout the world that professional development is generally
delivered through a wide range of workshops and conferences, or workshop series, institutes, or
coursework offered through colleges and universities. At the heart of this process, teachers grow
professionally when they are afforded opportunities to engage in professional dialogue with peers,
trainers, consultants, and educators in reflective practice and which in turn can also be critical
aspects of their professional needs. However, professional growth must be mindful of the multi-
faceted nature of teaching, which involves intellectual work, the organization of work, and
emotional work (Hargraves,1998).

2.8.1. Workshops

Workshops can be defined as a variety of activities designed to improve learning, promote
discussion, gain new skills and provide fruitful feedback about a given topic. Single workshop
sessions or conferences are only effective in building awareness. Longer-term, multiple-session
approaches that incorporate follow-up strategies are more likely to bring about actual changes in
instruction. The workshop is a brief, intensive course for a small group that addresses problem-
solving. Sherman, Kutner, Webb, and Herman (1991) put that workshops usually tackle a targeted
topic where the workshop providers may be professional trainers, consultants, or education

teachers with weighty expertise in particular areas.

It is worthy to note that the workshop approach is well-suited to practitioners who learn
new knowledge from an expert providing information or skill-building in a particular area. It is

acknowledged that the two most common underlying assumptions of the workshop approach:
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Behaviors and instructional techniques are worth replicating by practitioners; and practitioners can
change behaviors and learn to replicate behaviors not previously within their own instructional

experience(Glatenhorn,1987).

Joyce and Showers (1988) affirm this approach to be most effective when it incorporated
the following components: theory, demonstration/modeling, practice, feedback, and coaching.
Research by Joyce and Showers (1988) shows that when the five components (theory,
demonstration, practice, feedback, and coaching) are incorporated into the training, instructors
acquire new levels of knowledge and skills, and transfer what they have learned in the workshop
to their classroom environment. It is proved that the workshop approach is often the easiest and
most inexpensive approach to professional development because it accommodates large numbers
of staff.

2.8.2. Conferences

Conferences often encompass workshops and plenary sessions on myriad topics. They may
be state-sponsored, day-long events for practitioners, which may be held on a statewide or a
regional basis, or meetings of professional associations. Conferences are means to provide
teachers, principals, and educators with new opportunities to improve their instruction and schools
but also they have chances to actively participate in the sessions and activities by delivering their
academic papers (Heystek, Nieman , Van Rooyen , Masoge, &Bipath,2008).

2.8.3. Research-in-Action

Research-in-Action (RIA) is an innovative knowledge-for-practice professional
development strategy that goes a step further than the strategies discussed in the previous chapter.
To deepen understanding of the theoretical and conceptual underpinnings as well as the nuts and
bolts of implementation, teacher teams visit a school site where the practice they are interested in
bringing to their school is currently being widely implemented. The day-long school visit consists
of three parts: (1) attending a seminar on the innovation, (2) observing the targeted research-based
practice as it is unfolding in the classrooms in that school and (3) debriefing with those teachers
whom they observed after the students are dismissed (Efron, & Ravid,2013).

2.8.4. Book Study

It provides external or outside professional knowledge to teachers. The book study offers
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educators a tool that can help them explore and prepare to implement new teaching practices in
their classrooms. book studies promote conversations among teachers leading to the application
of new knowledge in classrooms powerful enough to improve existing professional skills as well
as lead to school change and community building. Book studies are relatively inexpensive and
typically, most enjoyable for educators when time is carved out to allow participation, and when
a relevant book is selected (Good, &Weaver, 2003).

2.8.5. Webinar, Podcast, and Online Video Library

They can be effective ways to support teacher learning. Like book studies these
professional development tools allow educators to learn about the latest research, but in an online,
interactive environment rather than through the shared reading of a printed publication. Many
professional organizations offer webinars (or seminars over the web) where experts deliver
professional information, and teachers are invited to interact with the speakers in an online
environment. Another convenience of webinars is that they are often archived and can be revisited

at later date by teachers who were unavailable for the initial webinar broadcast (Guskey, 2003).

Podcasts are also online tools: audio or video presentations that can be accessed on-
demand. By accessing podcasts, teachers across your school and district can also’’ click into’’
timely and helpful professional development sessions tied to school goals and learning needs.
Podcasts can be developed by people inside the district, or you can select podcasts from outside
providers that target your district or school’s needs. Since podcasts are not synchronous, they can
be accessed ‘’24/7’based on the teacher’s schedule. They can be listened to anywhere and at any
time. Video libraries are similar to podcasts in that they are available on-demand and are not
interactive. For example, the PD 360 Web site is an example of an online library that serves as a
robust professional development tool for teachers and administrators interested in hearing about
and viewing current innovation in education. School districts can purchase video library
subscriptions for their teachers to use on-demand. For example, the 360 PD Web site provides
over two hundred hours of research-based video content, plus tools for follow-up tracking,
reflection, and group training. Well-known education leaders, including Rick Stiggins, Rick Du
Four, and Michael Fullan, offer video segments about research-based innovations on PD 360.
Additionally, the speaker segments are complemented by over three thousand classroom examples

that allow educators to witness the implementation of best practices (Johnson, Johnson, &

77



Chapter Two Teacher Professional Development

Holubec, 1992).
2.8.6. Co-teaching

Coteaching also provides teachers the opportunity to observe successful instruction
modeled in the classroom. Coteaching is the practice of two teachers sharing responsibility for
both teaching and learning as they collaboratively plan and deliver the lesson, determine in
advance the role each will play in the lesson and reflect together on the teaching and learning that
took place after the lesson is completed. Coteaching can take two forms: lead and support and
parallel teaching. The lead-and-support approach is characterized by two teachers engaged
together in planning and delivering the same lesson, with one teacher providing the primary
instruction and the other teacher circulating and supporting. The parallel teaching approach is
characterized by two teachers dividing one class in half and each delivering the same lesson to a
smaller group of students within the same classroom. In both approaches, by working side by side,

co-teaching allows teachers to share professional knowledge (Knight, 2002).
2.9. What is Effective Professional Development

Professional development implies that teachers and educators are in urgent need to update
their knowledge repertoire to keep up with the demands of the job. On the other hand, professional
learning implies that teachers are widening their current knowledge to understand it on a deeper
level through metacognition. Accordingly, Lieberman and Miller (2014) straightforwardly

designed comparison of in-service/staff development to professional learning (p.9)

Table 2.1. Comparison between staff development and professional development

Staff Development
Primarily technical, skills-based work that
promotes the application of prescribed skills
and occurs in fragmented pieces.
Involves teachers most often in knowledge
consumption through the transfer of
knowledge by way of direct instruction.

Professional Learning
Steady, intellectual work that promotes
meaningful engagement with ideas and
with colleagues over time.

Involves teachers in knowledge creation
through collaborative inquiry into practice.

Relies on both inside teacher knowledge
and outside expert knowledge.
Focuses on specific problems of practice

Relies on outside expert knowledge.

Focuses on general problems of

implementation of new programs and policies
and tends toward a one-size-fits-all approach.

and takes into account the experience
and knowledge of teachers.
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Assumes that teachers will passively comply | Assumes that teachers will actively engage
with the delivery of the content. in reflection, analysis, and critique.

Research has shown that teachers need professional development steeped in their content
so the information can be easily assimilated into their already existing instructional settings
(Meijer, Oolbekkink, Meirink, & Lockhorst, 2013).Arguably, professional learning is a multi-
faceted, much-misunderstood process and the responsibility of institutions to have an insightful
vision of how teachers grow professionally to reach and obtain optimal outcomes from their

professional development (Clarke and Hollingsworth, 2002).

Teacher change is a necessary part of professional growth for teachers and schools (Clarke
and Hollingsworth, 2002). Guskey’s (2002) model of teacher change is based on the theory that a
change in teachers’ beliefs and attitudes will not happen until teachers change their classroom
practices and see positive student outcomes. Admittedly, Hodkinson and Hodkinson (2007) argue
that learning is about changing the learner “constructing and developing and hopefully improving

teachers through engagement with the process of learning” ( p. 113).

Guskey’s 2002 research figured out that the affective side of teacher change was that
teachers who liked teaching more and who felt they were impacting student performance were the
teachers whose attitudes and beliefs changed the most during professional development. Guskey
also stresses that change is gradual and difficult for teachers. practically, teachers need regular
constructive feedback on student learning progress because teaching practices are more likely to
be preserved if teachers can see the implementation is successfully impacting students. Guskey
also claims that teacher change also requires follow-up, support, and pressure. This support is
imperative because anxiety may accompany those moments when teachers attempt to implement
newly acquired techniques. While pressure is a necessary part of the change process as teachers
engage in trial and error (O'Connell Rust, 2009), one cannot expect teachers to go it alone.
Delivering professional development is the easy part, sustaining the change through support is the

most overlooked and ignored aspect (Guskey, 2002).

Effective TPD addresses the core areas of teaching—content, curriculum, assessment, and

instruction. All TPD projects should:

e Address teacher and student needs via approaches that are appropriate for conditions in

schools
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e Be long-term, ongoing, sequenced, and cumulative, providing teachers opportunities to
gain new knowledge and skills, reflect on changes in their teaching practice, and increase
their abilities over time

e Focus on student learning outcomes in ways that enable teachers to use their new
knowledge and skills

e Model learner-centered instruction so that teachers experience and reflect on the learning
activities that they will lead

e Use formative and summative evaluation for program improvement

2.10. Factors Affecting the Success of CPD

Teacher Continuous Professional Development is a multi-faceted and critical process;
hence, several parameters need to be considered when planning, designing, and implementing
CPD. Such factors include the context where this development is addressed; the culture; the role
of self-direction; the time available; the financial resources; and teacher motivation. These factors

are described in detail below.
2.10.1. The Context

The teacher development process happens in a healthy context which refers here to the
place where CPD is designed and conducted. According to Kennedy (2005) in the CPD process,
the participants meet to reflect on their teaching practice, learn new skills and techniques and pack
up their teaching methods. In addition to generating more ideas and promoting interaction rather
than relying on transmission learning. For example, if a new teaching approach is to be
introduced, teachers can relate new knowledge to their context and consider its effectiveness (or
otherwise). Similarly, by taking account of participants’ experience, course leaders are better able
to deliver the new knowledge more effectively. Learners’ background, the curriculum, the learning
culture, and policy in a particular context, then, are among the factors that should be considered
when designing professional development activities for any teachers (Fraser, Kennedy, Reid &
Mckinney, 2007). Context also includes school administration which can offer support, for

instance, by adjusting teaching loads.
2.10.2. Culture

Establishing a culture of improving teachers and educators is a key issue in job
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development through stating a supportive learning environment where CPD activities formal
and/or informal take place and play a fundamental role in teachers’ learning and development
(Bransford, Brown, & Cocking, 1999). Teacher leaders and expert educators have the sole
responsibility to create a culture supportive of learning by making CPD opportunities available

and providing incentives for teachers to engage in individual and collective learning.
2.10.3. Time

Time plays an important role in the efficacy of teacher learning which refers to the
duration and intensity of CPD and is related to the culture and context of the professional
development process (Lockyer, Gondocz, & Thivierge, 2005). The allocation of sufficient and
convenient time allows both teachers and trainers to reflect, enriching both the teaching and
learning processes and enables teachers to link new knowledge with prior experience (Bell &
Gilbert, 1996). Heavy workloads with many teaching hours are considered as a big factor that
pushes teachers to refrain from engaging with CPD (Day, Sammons, & Stobart, 2007). For
example, if teachers are bound by too many administrative activities in addition to teaching, this

may prevent their willingness and ability to take part in professional development activities.
2.10.4. Financial Resources

Any professional development needs financial support to be an efficient and successful
process (Day, 1999). Learning activities such as attending conventions, conducting symposiums
and/or forums, workshops, and research financial support are required to pay for replacement
teachers which allows teachers to engage in CPD within the school. As Earley and Bubb
(2004) point out, it is incumbent on management to ensure that budgets are well spent by matching
opportunities for CPD that to the needs of their teachers.

2.10.5. Teachers’ Motivation

Motivation plays a crucial role in teachers' development where highly motivated teachers
have high spirits to pursue their learning. Motivation is defined as follows: “the direction,
persistence, and amount of effort expended by an individual to achieve a specified outcome”
Blanchard and Thacker (2013, p. 79). Interestingly, motivation is essentially linked to the needs
and desires of individuals and, as such, plays an indispensable element in shaping teachers’
professional development (Kelani & Khourey-Bowers, 2012). Teachers can be motivated to

engage in CPD through external stimuli. Styslinger, Clary, and Oglan (2014) for example, suggest
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that administrators need to provide incentives such as promotion and materials, time and
opportunities for discussion and learning. McMillan, McConnell, and O’Sullivan (2014,p.15),
however, argue that “internal motivation plays a more important role than external motivation in
promoting teachers’ development in the areas of ‘career advancement, potential growth, and

achievement”.
2.11. Characteristics of Successful Professional Development

Professional development is the hub of educational reform; therefore, providing a healthy
atmosphere to make professional development successful is a crucial aspect of the process.
Marzano (2006) identified the teacher as the most influential aspect impacting student
performance; therefore, developing successful teachers is critical. Powerful professional
development has been found to result in an increase in teacher knowledge and result in a change

in teaching practices.
2.11.1. Content Focus

Guskey (2003) stresses the issue of developing teachers’ content knowledge and
pedagogical skills as the most frequently identified characteristic. When of professional
development is designed, the ultimate goal is increasing student achievement and directly linked
to a teacher’s increase in knowledge and skills. Borko (2004) argues that any teacher must have
in-depth knowledge of the subjects he or she teaches to foster student learning, for example,
students learn concepts when teachers have an in-depth and flexible knowledge of the subject area.
In the same line of thought, Mundry (2005) points out that Professional development which
focuses on content-specific materials and how to teach this material to students have been found
effective. Furthermore, Guskey (2003) concluded that professional development which supports
deepening a teacher’s command of the content and how students master the specific content are

key elements of successful professional development.
2.11.2. Active Learning

The traditional way of training such as delivering courses and attending proves its
insufficiency and poses many drawbacks and makes teachers passive recipients of knowledge. The
new trend of effective professional development introduces educators as active participants. A
change in classroom practices is related to professional development activities which include

opportunities for active learning (Birman, Desimone, Porter, &Garet, 2000).
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Active learning implies the opportunity to observe and be observed teaching, develop
lesson plans, generate discussions, and present project works. Additionally, active learning which
focuses on specific teacher needs has been found to result in a change in teaching practices. Thus
teachers get an intensive understanding of content when they can explore, implement, and receive
valuable feedback on teaching strategies (Stewart, 2014). Professional development activities that
offer opportunities for teachers to complete hands-on activities are more likely to result in
enhanced knowledge and skills where teachers can observe and analyze student work and other
related tasks (Desimone, 2011).

2.11.3. Job-Embedded

Darling-Hammond and McLaughlin (1995) claim that job-embedded professional
development mainly focuses on the daily activities of teachers and works to increase teachers’
content knowledge bearing in mind that increasing student outcomes is the ultimate goal of
professional development. Job-embedded learning involves acquiring knowledge during teachers’
daily practice and implies reflection, sharing thoughts, and learning with peers. It occurs in real-
time in and out of the classroom with and without students present in the context of the school by
placing a greater on active learning and coherence (Croft, Coggshell, Dolan, Powers,
&K:illion,2010). When job-embedded professional development is introduced, teachers must keep
an eye on critical feedback offered by peers, be willing to share and receive information, and fully
engage with other professionals to improve teacher effectiveness and student outcomes.
Furthermore, job-embedded professional development allows teachers to work collaboratively and
do many efforts together to effectively integrate research-based strategies (Shaffer & Thomas-
Brown, 2015).

2.11.4. Collaboration

The collaboration process refers to a group of educators meet together to share insights,
deliver experiences and work towards reaching a set of objectives. professional development
through collaboration can increase teacher confidence, enhance teachers’ beliefs and positive
attitudes towards achieving high rates of student performance, stir interest toward collaboration,
establish a commitment to changing practice, and increase one’s willingness to try new things
(Stoll, Bolam, McMahon, Wallace, & Thomas, 2006).

Hiebert (1999) outlined that ongoing collaboration among teachers is an important factor
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when generating strategies implemented through professional development where constructive
and planned interactions with other professionals are noticeable in many professions and is a
crucial component of professional learning. Garet, Porter, Desimone, Birman, and Yoon (2001)
noted that collective work and teacher networking can enhance positive change in teachers'
practices where teachers find more opportunities to discuss the concepts taught and how the
concepts apply to a specific school, set of students, and/or grade level, as well as provide
opportunities to implement skills learned in other instructional contexts. A collaboration process

is an effective tool if the school environment relaxing and supportive (Avalos, 2011).
2.11.5. Professional Learning Communities

Professional learning communities usually take the form of a group of teachers who meet
to discuss their teaching practices and work together voluntarily to learn from each other and share
their strengths and weaknesses. Goals and objectives are set according to needs based on
discussion (Kennedy, 2005). The collaboration involved in PLCs goes beyond a simple exchange
of ideas and information (Stoll, Bolam, McMahon, Wallace, &Thomas, 2006). A relationship must
be made between collaboration and the development of a shared purpose. Community learning is
considered to be one of the most effective approaches to teachers’ learning and professional
development. Community learning can be considered as an ongoing learning strategy unlike one-
off sessions such as workshops and short-term training (Kelly, 2013). Newmann et al. (1996)
outlined five key features of PLCs. These comprised the development of shared values and norms,
a focus on student learning, reflective, continuous conversations about curriculum and instruction,
student achievement, making education more publicly based, and maintaining a focus on

collaboration.

Wignall (1992) persists that mutual respect and understanding are prerequisite
requirements for shared personal practice to be successful. school culture, teachers encourage
debate, seek assistance, recognize others’ successes, feel comfortable discussing failures, and offer
support to team members. The mutual respect which develops from collaboration enables this

process to occur as the team is working toward individual and organizational improvement.

Good and Weaver (2003) also discuss learning communities, pointing out that teachers
can be usefully grouped according to the similarity of teaching contexts, such as the same level of

teaching, the age of learners, the same curricula, and, especially, the same background and the
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same professional development needs. Group cohesion is essential to establish a cycle of feedback
that provides the opportunity for improvement Team members must gain a sense of responsibility
to the group and develop feelings of interdependence. This creates a way of thinking which
supports the idea that without collaboration better practices and increased student success are not
achievable. (Stewart, 2014).

2.11.6. Duration

Teacher learning and changes in teacher practices involve a continual process occurring
over some time (King & Newmann, 2004; Lieberman & Pointer Mace, 2008). Loughran (2014)
reported that lasting change requires three to five years. Research reveals that professional
development opportunities sustained over a long period and those which include a large number
of contact hours result in greater change and have a stronger impact on teacher performance
(Darling-Hammond, 1995; Hiebert, 1999). Effective professional learning is intensive and
sustained (Reeves, 2011).

Teaching practices have been found to improve when the amount of time spent in
professional development opportunities is increased. Activities that occur as a single workshop
often fail to be continued in a school and encourage change on an individual rather than group
basis (Nishimura, 2014). Professional development should be cyclical and occur over a length of
time which allows for development, implementation, and feedback (Stewart, 2014).Kazempour
and Amirshokoohi (2014) identified long-term, research-based professional development
activities as a critical feature of professional development. Both the period of the professional
development opportunities and the number of actual contact hours positively impact coherence
and opportunities for active learning.

Furthermore, activities which require active collaboration over time have been effective.
Professional development opportunities sustained over time provide an opportunity for an in-depth
discussion of content, teaching strategies, and student strengths and weaknesses (Garet et al.,
2001). In addition, a longer duration of activities offers teachers the opportunity to utilize the
strategies discussed and obtain feedback (Garet et al., 2001). When activities occur over a length
of time, participants are allowed to investigate, test, and improve upon the ideas presented (Stewart,
2014).

A lack of support has been identified as a reason why teachers do not implement skills
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learned during professional development in the classroom (Kazempour & Amirshokoohi, 2014);
therefore, the continuation of the professional development is important for follow-through. Boyle,
Lamprianou, & Boyle, (2005) outlined that 61.1% of teachers attending a workshop lasting more
than two days reported a change in planning strategies, 52.8% reported a change in teaching style,
and 58.3% reported a change in assessment practices. Furthermore, 41.7% of teachers surveyed
reported that professional development opportunities lasting longer in duration increased the

amount of collaboration amongst teachers.

A review of literature conducted by Yoon, Duncan, Lee, Scarloss, and Shapley, (2007)
indicated that a positive effect on student achievement is present when teachers receive more than
14 hours of professional development. The review also revealed that teachers who receive 49 hours
of professional development can increase student achievement by approximately 21 percentile
points. Continued communication and support from professional development leaders is an

acritical component of successful professional development (Kazempour & Amirshokoohi, 2014).

King and Newmann ( 2004) state that the teaching-learning process takes continuous
activities that occur over some time to reach the goals and the change that are needed by teachers.
Research has noted that professional development activities sustained over a long period and those
which include a large number of contact hours result in greater change and have a stronger impact

on teacher performance and in turn, students’ achievement as well (Darling-Hammond, 1995).

2.11.7. Coherence

Coherence is the idea that professional development opportunities are related and build on
one another (Birman, Desimone, Porter, & Garet, 2000). Professional development opportunities
are more likely to be impactful if they are part of a broader set of coherent programs (Garet et al.,
2001). Coherent professional development builds upon past training and plans future opportunities
to further the knowledge previously fostered. While coherence has shown positive outcomes,
Birman et al. (2000) outlined only 35 percent of teachers report participating in a coherent
professional development program. Coherence can be achieved by aligning professional
development opportunities to state and district goals (Birman et al., 2000; Garet et al., 2001). When
programs are coherent, teachers have been found to find more value in the experience (Quick,
Holtzman, & Chaney, 2009).

As teachers begin to value the learning, the likelihood of implementation increases (Porter

86



Chapter Two Teacher Professional Development

et al., 2003). Birman et al. (2000) found a direct link between teacher learning, improved
classroom practices, and the relation of professional development opportunities to policies and
professional experiences. Furthermore, professional development which occurs in the context of
the school has been found to increase coherence (Quick et al., 2009). Garet et al. (2001) found
that teachers who participate in coherent professional development programs are more likely to
change teaching practices. In addition, coherence was found to have a greater impact on teaching

practices than a focus on knowledge and skills alone.

2.11.8. Communication

Boyle et al. (2005) reported that surveys conducted in 2002 and 2003 indicated that
observation of colleagues and sharing practices are the most frequent long-term professional
development activities. These activities require communication between professionals. A coherent
professional development program encourages communication amongst colleagues (Garet et al.,
2001). Active professional development requires teachers to work together and learn from each
other in a cyclical process (Stewart,2014). Discussion amongst educators encourages change by
collectively finding solutions to problems and developing the notion that improvement is possible
(Garet et al., 2001). Coherent activities involve teachers discussing the content with one another

and administrators (Birman et al., 2000).
2.11.9. Review

Specific characteristics associated with successful professional development have been
identified in previous research. Professional development should have a content focus to increase
teacher knowledge and skills (Birman et al., 2000; Borko, 2004; Guskey, 2003). Active learning
which includes the ability to observe and be observed teaching, develop lesson plans, lead
discussions, and present information have been found as an important component (Birman,2000;
Desimone, 2011; Kazempour & Amirshokoohi, 2014). Including job-embedded training has been
effective (Quick et al., 2009). Professional development should encourage and provide
opportunities for collaboration (Garet et al., 2001; Hiebert, 1999; Stewart, 2014). These activities
should be sustained and include a large number of contact hours (Boyle et al., 2005; Darling-
Hammond, 1995; Heibert, 1999,). In addition, successful professional development activities
should be part of a coherent program (Birman et al., 2000; Garet et al., 2000). This information is

summarized in Table (2.2)
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Table 2.2. Characteristics of Successful Professional Development

Characteristic Description
Content
Students are more likely to learn concepts when teachers have an in-depth
Focused and flexible knowledge of the subject area (Borko, 2004).
Teachers gain a more intense understanding of content when they can
explore, implement, and receive feedback on teaching strategies
Active (Stewart,2014). Successful professional development allows teachers the
Learning opportunity to observe, receive feedback, and analyze student work rather
than sit passively and listen (Desimone, 2011).
Job-embedded learning involves learning that occurs in teachers’ daily
Job- practice and includes reflection, sharing insights, and learning with others

Embedded (Wood & McQuarrie, 1999).

Collaborative professional development can increase teacher confidence,
Collaboration | enhance teachers’ beliefs that they can increase student performance, stir
interest toward collaboration, establish a commitment to changing practice,

and increase one’s willingness to try new things (Stoll et al., 2006).

Professional development opportunities sustained over a long period and
those which include a large number of contact hours result in greater change

and have a stronger impact on teacher performance (Boyle et al., 2005;

Duration _ )
Darling-Hammond, 1995; Hiebert, 1999).
Professional development opportunities are more likely to be impactful if
they are part of a broader set of coherent programs (Garet et al., 2001).
Coherence

Coherent professional development builds upon past training and plans future

opportunities to further the knowledge previously fostered.

2.12. A Conceptual Framework for CPD

With such a large number of features reportedly impacting on the effectiveness of CPD, there

is a need to draw these into a set of guiding principles. According to The Charter, professional
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learning “will be most effective when it is relevant, collaborative and future focused, and when it
supports teachers to reflect on, question, and continuously improve their practice” (Rodrigues,
2006). These features align with the core conceptual framework that was developed following an
extensive critical review of the CPD literature conducted by Desimone (2009). Employing this
framework as the basis for an instrument to reflect on the effectiveness of CPD has the potential to
build a consistent knowledge base and advance understanding around the most effective forms and

features of CPD. Figure 1 introduces the key components of the model.

Core features of

professional development:
« C ocus Increased teacher

(..(mtenlt foeus knowlledgc and ski]IIS' Change in Improve
» Active learnin 4+—>) ’ [ —p 4+—p| s

) 8 change in attitudes instruction I::L:el:t
* Coherence and beliefs g
* Duration

* Collective participation

Context such as teacher and student characteristics, curriculum, school leadership, policy environment

Figure2.3. The Core conceptual framework (Desimone, 2009, p. 185)

The conceptual framework incorporates the core features for effective professional
development together with the “variables that mediate (explain) and moderate (interact to
influence) professional development’s effects,” such as school leadership and context and the
teachers themselves (Desimone, 2009, p. 184). As noted by Desimone, the five core features that
are widely endorsed by the field as being critical components for effective teacher professional
development are: content focus, active learning, coherence, duration, and collective participation.
Content focus refers to the knowledge and skills necessary for teachers to carry out their day-to-
day work in the classroom with respect to the topic of the professional learning. Active learning
refers to opportunities to be actively engaged in meaningful discussion, planning, and practice
during the professional development activity and the reality of their day-to-day work. Coherence
refers to the connection between the professional development activity and the reality of the
classroom. Duration refers to the need for the professional development to be of sufficient duration

to enable engagement, leading to possible intellectual and pedagogical change. O’Brien (2006)
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noted that “the most effective professional learning programs consisted of multiple days, preferably

based in schools, over a period of time” (p. 7).

Finally, collective participation refers to the opportunity for participants to undertake
professional development with others from the same school or group that sets up potential for
interaction and discourse, which can be a powerful form of learning. For the purposes of this study,
this conceptual framework was utilized to inform the development of a survey instrument in order

to determine the effectiveness of the middle years CPD experience in which teachers engaged.

Desimone’s (2009) framework also highlights the goals of CPD in terms of increasing
teachers’ knowledge, skills, and attitudes together with the resulting changes to practice and
benefits for students. Guskey (2002) developed an approach to effectively evaluate professional
development and noted that there were five critical levels of information that needed to be collected
and analyzed. The five levels are: (1) participants’ reactions (satisfaction with the CPD experience),
(2) participants’ learning (new knowledge and skills gained), (3) organization support and change
(organizations advocacy and support for change if necessary), (4) participants’ use of new
knowledge and skills (level of implementation), and (5) student learning outcomes (cognitive,

affective, and/or psychomotor).

2.13. Teacher Training versus Teacher Development

Both teacher training and teacher development contribute to teachers' professional
development. They are similar to some extent but different in many. Training is often used to mean
professional development, but there are some authors who emphasize the differences between
these two concepts. Both training and development seek to support teachers to do their job better.
The word Development is definitely related to the widely known term “training”; and both are
complementary in the sense of achieving an efficient and effective level of skills and knowledge

in the teaching of a language (Semmoud,2015, pp23-24).

For Ur (1996, p.3), Teacher training and teacher education can be used interchangeably in
the literature to refer to the same thing”. According to him, 'education’ is a process of learning that
develops moral, cultural, social and intellectual aspects of the whole person as an individual
member of society whereas 'training’ has a specific goals and prepares for a particular function or

profession. Furthermore, Benmoussat (2003) argues that development means “the empowerment
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of the teacher, in the sense of endowing him with the status of an autonomous professional”
(p.258).

In the same vein, Richards and Farrell (2010, p.3) state, “Training refers to activities
directly focused on teachers' present responsibilities and is typically aimed at short term and
immediate goals”. According to them, teacher training entails trying out new strategies in the
classroom, usually from others on ones ‘practice. Hence, it is 'top-down' whereas teacher
development is long term, and 'bottom-up’ which is for teacher's professional growth. In Table

(2.3), the aspects where teacher development and training differ are summarized.

Table 2.3. The difference between TPD and TT. (Head and Taylor, 1997, p.9).

Teacher Development (TD) Teacher Training (TT)
Voluntary Compulsory

Holistic Competency based
Long-term Short term

Ongoing One off

Continual Temporary

Internal agenda(motive) External agenda (motive)

Awareness based, angled towards
personal growth and the development of | Skill, technique and knowledge based.
attitudes/ insights.

Non compulsory Compulsory for entry to the profession
Bottom-up Top-down

corrective Reflective

Controlled by the trainer Controlled by the trainees

Done with peers Done with experts

Although teacher training and teacher development are different, they complement each
other. Teacher training is an important inseparable part of teacher development. Roe (1992)
considers teacher training as part of development and believes that it should be treated in

isolation. However, inadequacies of training can be compensated with combining it with other

91



Chapter Two Teacher Professional Development

teacher development activity types.

To conclude, teacher development is macro process whereas teacher training is micro
process although they are complement in each other. As Head and Taylor (1997) state, “It is more
useful to see training and development as two complementary competent of a fully rounded teacher

education” (p.9).
2.14. Challenges of Teacher Professional Development

Teacher professional development is a big concern and a critical element to support the
sophisticated skills students need to acquire to be well-equipped in the 21st century. Myriad forms
of teaching are needed to develop student competencies such as deep mastery of Well-designed
content, critical thinking skills, problem-solving issues, effective and experiential communication,
and fruitful collaboration. Moreover, teachers are in a great and urgent need to grow professionally
where they can question their teaching practices, reshape their beliefs and attitudes towards teacher

efficacy, and redefine their insights into improving students' competencies.

However, an abundant body of research has outlined that many professional development
activities fall short to achieve the desired objectives from this process when teachers failed to back
up their instructional strategies and students find themselves struggling with their performance

and learning outcomes.

Recently The traditional “one-shot” approach to PD is inadequate and appropriate in the
context of current higher education reform efforts (Darling-Hammond,2010). From another
perspective, Guskey (2000) asserts that the development of academics in many countries is
intellectually superficial, disconnected from critical issues of teaching and learning, where most
PD programs are fragmented and non- cumulative. The traditional systematic viewpoint such as

the one size fits all PD approach has affected successful implementation in universities.

Brown and Mcintyre (1993) suggest that drawbacks arise when PD focuses on overcoming
teachers' perceived weaknesses. This involves an emphasis on inadequacies, a lack of developing
teachers' actual strengths, discouragement for teachers' self-analysis, and a tendency to foster an
atmosphere of secrecy. A criticism of PD programs has been the attempt to develop teachers
behaviourally and intellectually without any focus on attitudinal or emotional development. Top-
down approaches which focus on problems to be fixed, especially if linked to compliance with

school or national agendas, and which do not empower teachers to develop as learners, erode
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teacher autonomy, and are often ineffective.

Research has identified that three main factors cause hindrance to the professional
development of teacher educators, namely: time and resources, professional support, and
financing. Firstly, the shortage of time where many teacher educators complain that they do not
have sufficient time for their professional development. They have to work long hours with heavy
teaching burdens doubled by extra administrative tasks, and the time for professional development
is thus reduced (Murray, 2008). Secondly, teachers live suggests that, in a competitive
environment, some of them keep quiet about professional issues and challenges, trying to manage
alone for fear of losing their job, or missing out on tenure and promotion opportunities
(Smith,2010). Research has identified that expert teacher educators in the field are the right people

to support the education of teacher educators.

Swennen, Jones and VVolman (2010) suggest that teacher educators require role models:
expert teacher educators who show them what it means to be a good teacher educator and
support them in becoming better researchers and teacher educators in higher education. At the
same time, in the last two decades, literature has shown that teacher educators lack professional
development guidance or support in the international context. For example, Griffiths et al. (2013)
indicate that teacher educators usually enter the field without any formal preparation, and often
with little or no support from more experienced colleagues. Previous studies have demonstrated
that teacher educators in higher education are facing pressures and problems. Thirdly, Karagiorgi
and Nicolaidou (2013) find that teacher educators experience financial barriers and they discuss
aspects of the existing structures as inhibiting their efforts to develop, which suggests the setting

of barriers to their expected profiles and competencies.

2.15. EFL Teachers' Professional Development

In some professions, professional development may end when the personnel achieves a
satisfactory level of skills mastery such as secretaries and drivers who deal with machines.
However, some other professions require higher levels of skills mastery and, therefore, require
continuous professional development such as teachers who deal with human beings (Wallace,
1998). Sometimes, teachers of English are forced to develop themselves daily when
encountering an instructional problem or when having trouble-maker students. Professional

development is, sometimes, a need rather than an improvement tool. In other words, primary
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English language teachers should almost always be abreast of the new teaching techniques and
technologies to be able to cope with the changing teaching atmosphere.

Unlike teachers' training, teachers' professionalism involves context-based awareness that
helps teachers decide which technique or strategy is more appropriate for a particular learner or a
particular class (Freeman, 1989). Despite being distinct, teachers' professional development should
start from teachers' training. Tomlinson (2003, p.2) argues that one aim of teachers' training
programs should be to gain teachers “the ability to apply the learned skills to their actual contexts

of teaching”.

In the past, professional development for teachers used to focus on workshops on the most
recent teaching approach, and attending teachers were encouraged to apply the new method in
their classrooms (DuFour, 1997). Moreover, teachers were rarely provided with follow-up
opportunities (Joyce & Showers, 2002). Nowadays, however, teachers are actively involved in
their development, and they are equally responsible for their professional development side by side
with the institutes they work for; therefore, the strategies and techniques of teachers' professional
development programs have fanatically changed too. For example, internet English teaching forums
and professional networks have been largely used by novice and experienced, local and
international teachers. Richards and Farrell (2005) and Bubb (2005) point out self-assessment tools
have been widely encouraged as a professional development approach in modern professional
development programs. Training and workshops are now seen as being traditional professional

development activities.

According to Head and Taylor (1997), English language teachers' professional development
includes all formal and informal activities teachers do or receive for the sake of in-service
professional growth. It refers to the continuous learning of teachers that focuses on improving
classroom practices and thus increasing students learning output. Problem-solving and practice
monitoring are the two most common approaches to English language teachers' professional
development. Armour and Yelling (2004). point out effective professional development makes
changes in teachers’ practices that accordingly lead to improvements in students' achievement.
Therefore, maintaining the quality of the EFL teacher means as a result a high-quality English

learner.

Richards and Farrell (2005), and Richards (1998), mention teacher's professional
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development activities include practicing teaching as a core activity, reflecting on own and
others' teaching practices, doing action researches, attending lectures, and workshops,
participating in professional conferences and developing communication skills. However varied,
all professional development activities seek to achieve one want that is to help teachers be more
competent. Richards (1998) points out that effective in-service teacher development programs
should have the following standards:

2.15.1. Focus on Practical Knowledge

They should provide teachers with practical solutions for daily classroom problems. In-
service teachers' development programs should not pay much attention to theories since
teachers have already read about theories in previous stages, and now they need to know more

about classroom techniques and strategies.
2.15.2. Teachers’ Education can be Changed and Adapted

No one technique or strategy suits all teachers, but different teachers learn differently.
Thus, teachers' education programs can be changed and adapted to suit the target group of teachers.

2.15.3. Teachers Learn Through Participation, not from Theories

In-service teachers need practice and in-class strategies that help them survive. Therefore,
participation through microteaching and demonstrative lessons is much more effective than
reading and commenting on theories. Here, the three standards Richards (1998) lists can be
considered as general guidelines for teachers' professional development. In the first and the third
standards, he emphasizes the importance of the practical side over the theoretical one for in- service
professional development. In the second standard, Richards (1998) discusses the point of
individual learning and that each teacher learns differently. Roberts' standards, however, do not

provide hints for different professional development activities.
2.16. Professional Development and Teacher Change

The literature on change has been diverse. From managing change to leading change, from
understanding systemic change to recognizing the human side of change books and articles were
abundant on educational change. With this in mind, an awareness of recent discussions on the

subject of educational change, in this case, teacher change, was informative (Joshi, 2010).

The success of teacher training and staff development programs about teacher change and
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student achievement has also been of research interest. The success of professional learning
programs, according to Roberts (1998), was related to significant support and shared common
learning experiences, including reflection and implementation of lessons and other learning
activities. Richards, and Farrell, (2010) suggested that successful professional development
programs were gradual, give opportunities for teacher reflection and positive outcomes to be
observed, and require administrative and peer support. If schools are going to experience positive,
lasting change, successful professional development models must be identified and implemented.
Goh (2016) suggested an inquiry-based professional development framework that encouraged
deliberate instructional planning, implementation, and collaborative analysis of lessons,
meaningful reflection and revision, and solid pedagogical content knowledge is best to promote
teacher change. Therfore, the success of teacher training programs linked to external agencies that

promote change.

Another area of concern was the transfer of professional learning into classroom practice.
Very little research had been done on the impact and transfer of training related to the classroom
instructional practices of teachers. Darmon’s (2005) study indicated the potential of transfer of
key elements was in place. Darmon (2005) believed that even though quality instruction, including
improved instructional practices, was important to quality teaching and learning, professional
development programs had only been evaluated by perceptions of the training itself. Darmon
(2005) continued that less was known about teacher training effectiveness, transfer of learning into
classroom practice, and the impact on students’ learning. Did the teachers change their practices?
Another recent study identified professional development practices that increased the likelihood

of change in instructional and curricular practices.

Some research on professional learning had been completed about teachers’ perspectives
of the educational change process. Day (1999) concluded that (a) educational change was complex
and contextual; (b) in-service professional development was not sufficient enough to transform a
teacher’s values, beliefs, and practices; (c) intentional change began with the teacher; (d) teacher
inquiry was vital for professional growth and change; and (e) learning communities provided new
avenues of learning and, therefore, contributed to teacher growth and learning. Direct and ongoing
staff development experiences tended to contribute to meaningful teacher change, and intense
technology workshops helped improve the integration of technology in classrooms, yet may not
be the best vehicle to provide professional development.
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Borko(2004) examined two professional development models designed by Columbia
University’s Teachers College to understand changes in teachers’ knowledge, practices, and
beliefs and to determine their impact and influence on teacher learning of classroom technology.
The study concluded that all teachers became more proficient in their use of technology, acquired
a better understanding of technology integration, and implemented computers more frequently in
their classrooms. Dalton (2010) showed that staff-development activities were most meaningful
to teachers when the activities met pre-determined and particular teacher wishes. This research
studied the role of beliefs, reflection, and inquiry as a teaching methodology in the area of teacher

educator change.

Some educational change was mandated. Research has been completed that is related to
professional development and teacher change due to government mandates, licensure, and/or
reform initiatives. Clair, and Adger(2000) studied Ohio-certified teachers who participated in the
Pathwise Classroom Observation System. Participants in this professional development effort
believed that the program “acts as a catalyst for veteran teachers’ reflection on their teaching”
(p.75). However, the quantitative analyses indicated no statistically significant difference in
teacher practice of participants. Studies indicated that teacher change was required while
implementing an educational mandate and that teachers normally changed to comply with
government frameworks; however, the quality of the frameworks and the professional
development provided played a key role in the change process (Guskey, & Yoon ,2009).
Furthermore, the impact of teachers’ perceptions and attitudes of change on the implementation of
professional learning activities related to government reform efforts were important, and according
to initial teacher motivation, change implementation, and change analysis were significant factors

in this type of educational change.

Guskey (2003) concluded that when negotiating individual and district-level change,
teachers shed their positional identities as an isolated and marginalized sector of the teaching force
and assumed roles as collaborators, innovators, leaders, advocates, and content exports. Hill (2009)
studied the effects of self-directed professional learning on teaching practice. His research focused
on lllinois teacher reform legislation which tied professional learning to certification renewal.
However, individual or personal teacher change was not the focus of the study. Another study

analyzed online professional development as a valid means of teacher professional development.

97



Chapter Two Teacher Professional Development

Teacher change and growth have depended, to a great measure, on one’s beliefs. Teachers’
beliefs have played a significant role in the teaching-learning process. Changes in instructional
practices are the result of growth in teachers’ beliefs. The notion of teacher change and learning is
multidimensional and has been influenced by both personal factors and one’s professional context
(Huffman, Thomas, & Lawrenz 2003). The findings of one study suggested that teachers’ self-
directed professional learning was driven by a commitment to the moral purposes of teaching. This
was characterized by the teachers’ desire to grow professionally and supported by the
organizational climate of the schools (Hunt & Touzel , 2009). Huffman, Thomas, and Lawrenz
(2003) introduced a framework for understanding and reconciling perspectives on teaching and
learning, since there seemed to be a marked difference between how students approach learning

and how teachers approach teaching.
2.17. Differentiation of Instruction

Tomlinson et al. (1995) described teachers' awareness of classroom differentiation needs
as ‘“awareness of the needs of academically diverse learners” (p.1) and differentiation as
“implementing or modifying instruction to meet those needs” (p.1). The researchers studied
groups of preservice teachers after two separate treatment groups either a) participated in a one-
day differentiation workshop or b) participated in a one-day differentiation workshop and worked
with a curriculum coach on differentiation strategies during their student teaching experiences.
Participants in both groups still identified differentiation as a professional growth area after the
study. Generally, teachers understood the differentiation concept; however, because teachers
lacked training, their logistical concepts of classroom-level differentiation halted classroom
implementation. Reeves (2010) refined a definition of differentiation as follows: accommodating
learning differences in children by identifying students “strengths and using appropriate strategies
to address a variety of abilities, preferences, a styles. Then, whole groups, small groups, and
individual students can equally engage in a variety of curriculum enrichment and acceleration

experiences”(p.75)

Tomlinson (1999) then succinctly described differentiated instruction as “personalized
instruction” (p. 12). While earlier definitions highlighted differentiation uses for traditionally
identified gifted students, Tomlinson’s explanation implied differentiation use for all students. The

author also recognized that while teachers recognized differentiation value, differentiation “causes
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us to grapple with many of our traditional — if questionable — ways of ,,doing school” (p. 12).
Tomlinson also articulated teachers™ frustrations with the concept’s logistical challenges: “The
nature of teaching requires doing. There is not much time to sit and ponder the imponderables” (p.
13). The author concluded though, “To make differentiation work to make teaching and learning
work — teachers must develop an alternative approach to instructional planning beyond covering
the text “or creating activities that students will like” (p.14). Teachers did not have time to work
out differentiation inevitable challenges, but paradoxically they needed time to develop new ways

of doing their work.

Schmoker (2010) took this time spent on differentiated instructions “widespread adoption”
and its “architect” to task (p. 22). The author stated that differentiated instruction was not
supported by research and that its attempted implementations seemed to complicate teachers work,
requiring them to procure and assemble multiple sets of materials. | saw frustrated teachers trying
to provide materials that matched each students or groups presumed ability level, interest, preferred
“modality” and learning style. The attempt often devolved into a frantically assembled collection
of worksheets, coloring exercises, and specious “kinesthetic” activities. And it dumbed down
instruction: In English, “creative” students made things or drew pictures; “analytical” students got

to read and write.(p. 22)

Instead of differentiated instruction or other “fads,” Schmoker contended that schools first
focus on a “coherent, content-rich guaranteed curriculum” (p. 23).Tomlinson (2014) contended
that while Schmoker (2010) claimed to disagree with differentiation, the author supported one of
its primary tenets — good instruction begins with a clear curriculum. Tomlinson wrote, [Schmoker]
paints a picture of differentiation that is chaotic, counterintuitive, and implemented apart from any
knowledge of effective curriculum and instruction. [We] don not doubt that he has witnessed these
aberrations. We have also seen such teaching and find it troubling. But we have also witnessed
administrators and teachers working in a principle-guided, consistent, and coherent way to ensure
that the model is implemented with fidelity. That some school leaders and teachers engage in an
educational approach with little or no understanding of the model they claim to use is regrettable

and damaging. (p. 28)

According to the authors, differentiated instruction was an integral component of

Schmoker’s (2010) “coherent . . . curriculum” (p. 23), but some teachers and administrators lacked
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the training to effectively utilize differentiation principles. Teachers and administrators who
lacked differentiation training would always struggle to effectively differentiate classroom
instruction. Tomlinson (2014) wrote, “A teacher who has the best intentions, dynamic curriculum,
and plans for differentiation cannot — and will not — move forward unless that teacher is at ease

with translating the ideas into classroom practice” (p. 72).

Based on the literature reviewed in this section, differentiation can be defined as adjusted,
individualized instruction. Likewise, differentiation can also be considered a result of a formative
assessment strategy — a step in the formative assessment process. However, teachers and
administrators needed time and additional training to explore effective differentiation principles.
Educators also still needed to know how to practice formative assessment, including
differentiation, in schools and classrooms. The next the section will examine ways to deliver

formative assessment training utilizing Stiggins® Assessment Training Institute work.
2.18. Teachers’ Professional Knowledge for Assessment

Harris, Cale and Musson (2011)modeled Pedagogical Content Knowledge for Science
Teaching and specifically included Knowledge of Assessment as a component in the model. Other
elements of PCK included in this model include orientation to science teaching, knowledge of
science curricula, knowledge of students’ understanding of science, knowledge of instructional
strategies, and knowledge of assessment of science literacy. According to Harris, Cale and Musson
(2011)Knowledge of Assessment is defined as “a teacher’s professional knowledge of what to
assess and how to assess in the context of a languages classroom”(p .19) . This definition breaks
into two components: knowledge of dimensions of language learning to assess, and knowledge of

methods for assessing language learning.

Bell, and Cowie (2001) review of research on teacher knowledge, and depicted a
broader range of knowledge and situated PCK within a conception of an overall knowledge base
for science teachers. In her review, she lends part of a page to the idea of assessment knowledge,
relying on the Harris, Cale and Musson definition of knowledge of domains and methods of
assessment (again without any values added for what should be assessed.) they cite a handful of
empirical studies, but states that, “More studies are needed to better understand what teachers
know about assessment, and how they design, enact, and score assessments in their science
classes.”( Bell, & Cowie, 2001,p.27).
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Since then, multiple frameworks for knowledge of assessment have been proposed.
Nishimura (2014) proposed an assessment triangle, with cognition, observation, and interpretation
as the three vertices. Cognition referred to teachers’ beliefs and understandings about how students
think and learn. Observation referred to the specifications for selecting or designing assessment
tasks that would elicit information from students that would be useful to the purposes of
assessment. Interpretation referred to methods and tools used to reason about the observations

made through assessment.

Bell and Cowie (2001) extended elements of both this and the Harris, Cale and Musson
model to propose a broader framework for what teachers need to know in order to be assessment
literate. Through gathering and coding empirical data according to Harris, Cale and Musson’s
definition of Knowledge of Assessment, Bell and Cowie identified additional areas that teachers
considered, beyond what and how to assess. These included knowledge about purposes of

assessment and knowledge of how to interpret findings from assessment.

Popham(2008) reviewed literature focused on assessment literacy from 1985 to 2015 and
proposed a reconceptualization of the assessment literacy (AL) framework. In their model,
teachers’ knowledge formed the base of a pyramid that then built up teachers’ conceptions of
assessment, assessment literacy in practice, and identity as assessors. Their model sought to
contribute, “to the theorization of AL by moving the field beyond a focus on the knowledge base
to consideration of a situated, dynamic, and evolving system in which teachers constantly make
compromises among competing tensions...”( Popham2008, p.78). They also called for additional
empirical studies to investigate the framework as well as the knowledge base needed for
assessment, with one area for further study being to gain an understanding of how contextualized

the knowledge base needs to be.
2.19. Professional Development and Student Achievement

Other studies link professional development to student achievement. For example,
Kennedy (2005) reviewed a number of empirical studies to find out if structural and
organizational features of professional development models influenced student achievement.
Research has shown that professional development has also been linked to student achievement.
Kennedy (2005), for example, looked at a variety of empirical investigations to see if the

structural and organizational aspects of professional development models had an impact on
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student success. She found that professional development programs whose content focused on
teachers’ knowledge of the subject, on the curriculum, or on how students learn the subject made
the greatest difference in student learning. Knight (2002) conducted an investigation of three
schools to identify what caused a significant improvement in student achievement. In summary,
researchers have identified a number of attributes that typify quality professional development.
They concluded that well-planned, collaborative, sustained, content-focused, and coherent

professional development enhance teacher practice and increase student achievement.

2.20. Conclusion

Professional advancement and the growth of teachers have been promoted as a means of
improving teacher productivity and student learning in classrooms. This modern way of thinking,
which shifted away from pre-service training education and toward in-service education and
preparation, was gaining recognition around the world. According to the literature on successful
teacher learning, there has been a shift to more inclusive modes of professional learning over the
last decade or so. Traditional methods of career growth have been criticized for being inefficient
and passive. These forms of career development were seen by teachers as obsolete and
monotonous. These professional development efforts have been referred to as one-shot lectures,
outmoded seminars. The effective, more progressive professional development practices were
highlighted by intense, sustained, job-embedded learning experiences that included teacher

inquiry, action research, collaboration, and other progressive elements.

In a nutshell, effective professional development requires considerable panned time,
carefully structured, purposefully directed, and focused on both content or pedagogy. Professional
development that helps teachers learn how students learn the subject matter is most successful in
improving student achievement. More research into the effects of professional learning on student

success is required.
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Chapter Three Research Methodology

3.1. Introduction

This chapter explores the research methodology and the various research instruments used
to collect data on teachers' perceptions of the impact of professional development on their practice.
A mixed-methods research design was employed as the framework for this research to build an
“in-depth, contextual understanding”. A systematic review of the research design including the
instruments and the sample population. Subsequently, the research procedure is described,
and finally the procedure of data analysis is exhibited. In fact, it consists of the instruments
and the means that were used to accomplish this research and drawing conclusions to
demonstrate its impact on the methodological choices that concerns data collection, analysis and

interpretation.

This chapter intends hopefully to provide the reader with a clear picture of the
research design. It seeks fundamentally at presenting a situation analysis that includes the general
context of the research through an overall description teaching/ learning practices concerning
assessment practices at the university context in Algeria. Further, it attempts to discuss the
reasons for selecting the case study research and to describe the data collection processes,
procedures and instruments applied in this research. In other words, the current chapter provides

situational, contextual and methodological accounts of the present study.
3.2. Research Design

In conducting educational research, any researcher should follow a methodology to achieve
his objectives. Mouton(2001) highlights that it is very important to carefully select the best suited
methodology and well-designed instruments to conduct any research. In this vein, Burns and
Grove highlights the concept of research design as “a blueprint for conducting a study with
maximum control over the factors that may interfere with the validity of the findings”(2003,p.195).
Kothari (2004) defines research design as the arrangement of data collection and analysis criteria,

consisting of a blueprint for data collection, calculation, and analysis.

In choosing the most appropriate research design, Lankshear and Knobel(2004)
recommend that issues related data collection to be taken into consideration. First, the authors
highlight the importance of using the research questions to guide researchers with the type and
amount of data that need to be collected which will fit the purpose of the research.Consequently

,the research questions were constantly referred to in deciding on the types of data to be collected
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for this research study. Similarly, my epistemology which shaped this part of research design had
guided me in deciding which information was significant to this research study.

In educational settings, the terms ‘Method’ and ‘Methodology’ should not be used
interchangeably. Initially, according to Richards and Schmidt (2002), the concept ‘Method’ refers
to the set of techniques, principles and procedures of an approach in language teaching and
learning. On the other hand, ‘Methodology’ is the body of those principles and procedures or it is
the approach itself (p.330).Creswell(2009) defines mixed methods research as an approach to
inquiry that combines or associates both qualitative forms...it is more than simply by collecting
and analyzing both kinds of data ;it also involves the use of both approaches in tandem so that the
overall strength of a study is greater than either qualitative or quantitative research (p.4). Greene
(2007) elaborates on the overall purpose of mixing methods, which is to develop a deeper
understanding of social phenomena that is complex and contextual. To better understand the
complexities of social phenomena, Greene cites five purposes for mixing methods :triangulation,

complementarity, development, initiation, and expansion.

The researcher persistently explores the attitudes, perception, experiences, and the
behavior from the teachers and students who practice and use formative assessment activities in
their classrooms. The researcher comprehensively collects the information to critically analyze the
research questions and the researcher used a frame of reference to gain a full and better
understanding of the contextual framework of this study based on interpretations of participants’
responses to the questionnaires and observation. Finally, the researcher is able to obtain the details
phenomena and enable to understand through the descriptions and explanations as the outcomes
of the study. Put simply, the research design is the way the researcher follow to obtain full answers
to his research questions and test the intended hypotheses. Therefore, it can be deduced that any

research design is heavily related to the research questions and hypotheses of the study.

More practically, many kinds of research design have been defined by methodologists; for
instance, Nunan (1992) describes the key categories of research design as experimental,
ethnography, case study, classroom observation, introspective, elicitation, interaction analysis and
programme evaluation. In addition, from the different styles of applied linguistics study mentioned
in the literature, The naturalistic and ethnographic studies identified by Cohen et al. (2000);

historical studies; survey, longitudinal, cross-sectional and pattern studies; correlational studies;
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ex-post facto research, experiments, single case research; and action research. Via each type's
distinctive characteristics and particular methodology, the researcher should select the most fitting
procedure for the study being investigated. Robinson (1991) and Jordan (1997) propose a range of
various approaches for performing NA, most particularly within the NA methodology, including
questionnaires, interviews, case studies , tests and documentations. Each kind is characterized by
its unique characteristics and basic specific methodology(as cited in Merine,2019).

3.3. The Case Study

A case study is an empirical enquiry that investigates a contemporary phenomenon within
its real-life context(Yin,1994). In the same line of thought, Stake (1995) states that “the case study
of the particularity and complexity of a single case, coming to understand its”(p.3). In other words,
by following a series of pre-specified protocols, a case study is a way to examine an empirical

topic. | used the approach of the case study when | was concerned with a single case.

According to Merriam(1998) a case study may be selected “for its very uniqueness, for
what it can reveal about a phenomenon, knowledge we would not otherwise have access to.”
Merriam (p.41) also states that a case study offers a way of “exploring complex social units with
numerous variables of potential importance in understanding the phenomenon.” (Merriam,
p.42).Yin (1994) argues that “The case study allows an investigation to retain the holistic and
meaningful characteristics of real-life events such as individual life cycles, organisational and
managerial processes, neighbourhood change, international relations and the maturation of

industries”(p.13)

Therefore, the case study approach is especially useful in situations where contextual
conditions of the events being studied are critical and where the researcher has no control over the
events as they unfold. The case study, as a research strategy, should encompass specific techniques
for collecting and analysing data, directed by clearly stated theoretical assumptions. Furthermore,
data should be collected from different sources and its integrity should be ensured. A classification

of the different types of case study is shown in Table (3.1.)

According to Yin (1993) case studies can be classified into three categories: also
distinguishes three types of : exploratory, explanatory, and descriptive case studies. In the
following table (table.3.1), a detailed description and further information about the purpose of each

type. In an exploratory case study, the data collection begins before theories or specific research
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questions are formulated: it is backed up with data interpretation which progresses to more
systematic case studies. In this sort of case study, the first stage is to identify the problems to be
studied. It is a preliminary investigation of relatively unknown field which aims to gain new
insights. Additionally, to define questions and hypotheses for a subsequent study or to determine
the feasibility of the desired research procedures.

Table 3.1. Goals of Exploratory, Descriptive and Explanatory Research (Adapted from Allyn
and Bacon, 1994).

Exploratory research Descriptive research Explanatory research
Become familiar with the basic Provide an accurate profile of a Determine the accuracy of a
facts, people and concerns group. principle or theory.
involved.

Develop a well-grounded mental | Describe a process, mechanism or | Find out which competing

picture of what is relationship. explanation is better.
happening.

Generate many ideas and Give a verbal or numerical Advance knowledge about an
develop tentative theories picture. underlying process.

and conjectures.

Determine the feasibility of doing | Find information stimulate new Link different issues or topics

additional research. explanations. under a common general
statement.

Formulate questions and refine Present basic background Build and elaborate a theory so it

issues for more systematic information or a context. becomes complete.

enquiry.

Develop techniques and a sense Create a set of categories or Extend a theory or principle into

of direction for future research. classify types new areas or issues.

Clarify a sequence, set of stages Provide evidence to support or
or steps. refute and explanation.

Document information that
contradicts prior beliefs about a
subject.

The descriptive case study requires a theory to guide the collection of data and ‘this theory
should be initially posed in advance and be the subject of review and debate and later serve as the
‘design’ for the descriptive case study. Yin (1993)stated that “the more thoughtful the theory, the
better the descriptive case study will be”(p. 22). Case studies can also be single or multiple
according to their numbers. Case studies can be embedded as well as holistic. An embedded case

study is one in which there is more than one sub-unit, whilst in a holistic case study a global
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programme of organisation is contemplated (Yin, 1994).to present a complete description of the

phenomenon within context.

It is an in-depth study of an individual , a situation, group, organization or a phenomenon
which aims to describe the object of study accurately.More precisely, Simons (2009) highlights
that “a case study is an in-depth exploration for multiple perspectives of the complexity and
uniqueness of a particular project, policy, institution, programme or system in a real life
context”(p.21). Additionally, the case study approach allows for ‘thick descriptions’ of the
phenomena under study; it is holistic and lifelike; it simplifies data; it clarifies meaning; it

communicates tacit knowledge; weighs information and judges results.

The case study approach has also been suggested for projects of a procedural nature
extending over a long period of time, by collecting more thorough data from versatile
resources(Yin, 1994; Creswell,2003). According to Yin (1994) stresses the importance of studying
events in their natural setting, to ensure that the case study entails multiple methods of data
collection such as interviews, documentary reviews, archival records, and direct and participant
observations (Yin, 1994). Creswell (2003) confirms that case study research strategy makes the
capture and understanding of context possible and can be used to achieve a variety of research
aims using diverse data collection and analysis methods. That is to say, the case studies (in
particular, in-depth case studies) permit a comprehensive approach to the historical and social
analysis of complex phenomena. Essentially, the case study was selected and designed to fit the
purpose of the study because it is a robust method to serve a holistic and in-depth investigation to
reach the desired outcomes. One of the most appealing characteristics of the case study approach
which is believed to fit the purpose of this research study.

Merriam (1998,p.41) that “because of its strengths, [the] case study is a particularly
appealing design for applied fields of study such as education.” In this study | wished to capture
the teachers teaching of reading comprehension without having to first deconstruct the component
elements or their relevance, a process | hoped would only emerge later. The recognition of the
“embeddedness of social truths” in a case study approach had a special appeal to me and created
an expectation that some elements of such social truths might be uncovered through this case. |
gathered data through various methods that enabled me to have an in-depth description of my case,

which was valid as the findings can be transferable.
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Stake (1995,p.3) defines a case study as “the study of the particularity and complexity of a
single case, coming to understand its activity within important circumstances.” In other words, the
case study is a way of investigating an empirical topic by following a set of pre-specified
procedures. | used the case study methodology because | was dealing with a single case, looking

at a specific grade and a specific number of participants in a particular area and community.

The case study approach is chosen as it allows in-depth investigation of the teachers’
perceptions of the impact of formative assessment professional development on teacher’s
instruction and students’ achievement. An extensive body of literature acknowledged that a case
study approach has the strength to allow detail exploration and interrogation of an activity or an
instance in action using multiple methods and data sources(Bush,2002;Stark &Torrance,2005).
This is reiterated by Yin(2009) who asserts that “...a major strength of a case study data collection

is the opportunity to use many sources of evidence”(p.114)

The most commonly employed research methods for a case study are interviews, document
analysis and observation(Stark &Torrance,2005;Yin 2009).For this reason, | choose to utilize
questionnaires and observation as the most fitting research methods to gather information for this
project. Each of the instruments used in this research project had been carefully chosen to
maximize the amount of relevant data collected within the limited time frame available. Detailed
justification for choosing each of these methods was provided in the subsequent sections of this

chapter.

Creswell(2009) defines mixed methods research as...an approach to inquiry that combines
or associates both qualitative forms...it is more than simply by collecting and analyzing both kinds
of data ;it also involves the use of both approaches in tandem so that the overall strength of a study
is greater than either qualitative or quantitative research (creswell,2009,p4) . Greene(2007)
elaborates on the overall purpose of mixing methods, which is to develop a deeper understanding
of social phenomena that is complex and contextual. To better understand the complexities of
social phenomena, Greene cites five purposes for mixing methods: triangulation,

complementarity, development, initiation, and expansion.

The study was designed as a mixed-method research which offered me an opportunity as a
practicing researcher to utilize methods and implement techniques that were similar to what

educators actually use in practice. Johnson and Onwuegbuzie (2004) write:
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Today’s research world is becoming increasingly interdisciplinary, complex, and dynamic;
therefore, many researchers need to complement one method with another, and all researchers
need a solid understanding of multiple methods used by other scholars to facilitate communication,

to promote collaboration, and to provide superior research. (p. 15)

In a nutshell, the case study method was chosen as the best way to explore how formative
assessments practices impacts students’ achievement and teachers’ instruction as Yin (2009)
rightfully puts it, a “complex social phenomena, in which the boundaries between the phenomena

and its context are not clearly evident” (p. 18).
3.4. The Research Approach

In this study, the researcher tries to investigate the impact of formative assessment
professional development on students’ achievement and teachers’ instructional practices through
the use of questionnaires and observations. It follows that, the research method within this
investigation is descriptive and analytic since it involves hypotheses testing, thereby describing
and analyzing a single factor which constitutes one component of a foreign language phenomenon.

To answer the research questions and to test the hypotheses raised in the study, mixed
methods will be applied ,i.e., a combination of quantitative and qualitative approaches is always
regarded as a worthy method to improve understanding. Creswell and Clark(2011) describes
mixed methods as: a procedure for collecting, analysing, and mixing both qualitative and
guantitative data in a single study to understand a research problem or phenomena. As a
methodology, it involves the assumptions that direction of the collection and analysis of data and
the mixture of qualitative and quantitative approaches in many phases in the research process. As
a method, it focuses on collecting, analysing, and mixing both qualitative and quantitative data

in asingle study or series of studies(p.5).

In choosing the most appropriate research design, it is important to take into consideration
some issues related to data collection procedures. Most importantly, the authors stress the
importance of using god research questions to guide researchers with the type and amount of data
that needed to be aligned with the purpose of the research. In order to address the research
questions, researchers should devote a strategy or, as Bryman (2008) suggests, “ a general
orientation to the conduct of social research”(p.20) . | implemented a mixed-methods research

design, integrating both quantitative and qualitative data analysis concurrently. Arguably, mixed-
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methods research provides more comprehensive evidence for studying the research questions.
Moreover, Mixed-methods research means that a research strategy employs more than one type of
research method. Therefore, both of the approaches are needed for this study, and the use of
qualitative and quantitative approaches in combination provides a better understanding of the
research problems than either approach alone.They are collected to in a way specifically tailored
to a particular research question ,which means they are best suited to answering that question by
forming the fundamental framework of this study and was categorized as quantitative and

qualitative data in the form of numerical and verbal materials (Montello & Sutton,2006,p.36)

The interpretive paradigm is described as a view that sees “ the subject matter of the social
sciences — people and their institutions — is fundamentally different from that of the natural
sciences”’(Bryman,2008,p.15) this is echoed by Coleman and Briggs(2002) who contend that “the
world of educational research is different from the world of the natural science researcher-all
educational research needs to be grounded in people’s experience” (p.18). Cohen, Manion and
Morrison(2007) ascertain that the views of social reality can be understood from either the
subjective or the objective approach. Additionally, Davidson and Tolich (2003) assert that in
interpretive paradigm is also said to place great emphasis on “ the meaning people attribute to their

experiences” (p.29).

Furthermore, the interpretive paradigm treats the knowledge gathered from a research
undertaken as “personal, subjective and unique”(Cohen et al,2007,p.7).For this reason, the
interpretive paradigm is believed to be the most suitable for this research study as it allows in-

depth exploration of the teachers’ views of their use of formative assessment in their instruction.

The interpretive paradigm adopted in this research study is linked to the qualitative
research approach. Lankshear and knobel (2004) confirm that the qualitative research approach
provides rich and detailed description of the research subjects and the event being reserached.
Similarly ,this belief is supported by Ary, Jacobs, Razavieh and Sorenson(2006) who definitely
argue that “ the ultimate goal of this kind of study is to portray the complex pattern of what being
studied insufficient depth and detail so that someone who has not experienced it can understand
it”(p.450) .In a nutshell, the tools should be blended as a cocktail to produce desired and feasible

data which is ready for interpretation of results.
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3.4.1. Quantitative Approach

Initially the quantitative research appeared within the natural sciences context. Dornyei
(2007)asserts that the quantitative approach entails the use of statistical procedures ,tools and
methods for collecting data which therefore results in numerical data. This type of analysis, on the
other hand, is based on “numbers as the unit of analysis”’(Denscombre,2007, As quoted in
Boumediene,2018,p .134) .This method aims to fully analyse the quantification of all ideas.
Quantitative analysis questionnaires because they involve quantifiable data, and regardless of the
design of the research, quantitative analysis is of two types: descriptive statistics and inferential
statistics (Norton,2009,p.131).

This approach generates data that are numerical by transforming respondents’ answers into
quantifiable units in a variety of ways such as figures ,tables, diagrams etc. In the present study,
quantitative analysis is chiefly centered on teachers and students questionnaires.in the
questionnaire there were(15) quantitative and (5) qualitative. A descriptive analysis is incorporated
in this study. Interestingly descriptive statistics entail graphs, measures of general tendencies,
variability and distribution (Cresswell,2012; Basit,2010).

The quantitative research generates numerical data or data that can be converted into
numbers which can be separated easily so that can be counted and modeled statistically. The
collection process of numbers then can be subjected to statistical analysis. Interestingly, such
approach can be conducted by using a variety of instruments like: questionnaires, tests, interviews,
and surveys. Moreover, a key feature of the quantitative method is that it is interested in the general

characteristics of certain group rather than the individual.

According to McDonough and McDonough(1997) stated that for a research to reach
objectivity, reliability and feasibility, the traditional numerical designs are best suited to achieve
this aim. Thus, quantitative research persists to answer the targeted questions objectively. Due to
these benefits and characteristics ,two questionnaires have been implemented in this study in order

for a smooth and easy deduction of statistical results.
3.4.2. Qualitative Approach

Quialitative research is a potentially significant process in the field of education. According
to Cohen et al. (2007) qualitative data analysis encompasses all activities of organizing,

interpreting and accounting for data. Put it simply, making sense of the data in terms of the
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participants’ views about the issue, by tracing the focal features, interrelationships, patterns,
themes ,categories and regularities to generate meaning. Accordingly, the qualitative data is
mainly based on explanations since it is solely relied upon opinions and interpretations . Therefore,

qualitative data collection is more dominant in this research rather than the quantitative one.

Collecting qualitative data is an ongoing process that involves continuous reflection about
the data being gathered(Cresswell,2009).In the same vein, Maxwell(2005) highlights that the
major goal of qualitative research is to study a small number of individuals to fully understand the
essence of events and actions. Bryman(2008) demonstrates that this process is labeled as iterative
for data collection. He further confirms that “data collection and analysis proceed in tandem,
repeatedly referring back to each other”’(Maxwell,2008,p.541) . In brief, the researcher willingly
conducts the process of data analysis by collecting, interpreting and narrating simultaneously

through an iterative dynamic and recursive operation(Cresswell,1994).

Miles and Huberman (1994) critically explained that there are recurring characteristics of
qualitative research which entail: clarifying understandings, conducting field works, interpreting
theories, classifying preconceptions, creating a holistic overview, isolating themes and analyzing
data through patterns of words. In this regard, Dornyei (2007) asserts that the researcher at
qualitative research uses data to gather results from open-ended numerical data and then these data
find its way to analysis through non-statistical methods.

There are three key stages to analyzing qualitative data;1) familiarization and
organization,2) coding and recoding, and 3) summarizing and interpreting. Most importantly,
before the qualitative data process ,it is imperative that the researcher be comfortable and making
comparisons and contrast because they are the* central agents of the analysis process”(Lofland et
al,2006,p.195) . Therefore, the research questions were used to guide the data collection process
for the purpose of achieving data reduction, which is essential for data analysis(Huberman&
Miles,1998;Cresswell,2009) .

According to Glesne and peshkin(1992) the qualitative research integrates a naturalistic
approach that persists to fully understand the phenomena being studied in context-specific settings
and seeks to help investigators to organize and intentionally describe subjective data in a
systematic way. A key component of the qualitative research is that researchers ideally investigate

things in authentic settings in a bid to interpret problems and issues raised from research using
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empirical methods such as: case studies, interviews and observations. Put simply, the results
obtained from this type of research come from real-world contexts and not by means of statistics

or any kind of quantification procedures.

In the same line of thought, Creswell(2007) highlights that “qualitative research begins
with assumptions, a worldview, the possible use of theoretical lens, and the study of resaerch
problems inquiring into the meaning individuals or groups ascribe to a social or human
problem”(37).According to sound research foundations, it has become authentically proved that
the combination of both quantitative and qualitative research methods can generously offer a
richness of data, expand the interpretation of findings and gain broader understanding of research
problems than either one approach alone.

According to Collis and Hussey(2003)the main features of qualitative research is that it is
hugely suitable for small samples, while its outcomes are not measurable and quantifiable . Its
main advantage, which also constitutes its basic difference with quantitative research, is that it
provides a complete description and total analysis of a research subject, without limiting the

scope of the research and the nature of participant’s responses.

Though, the effectiveness of qualitative research is chiefly based on the skills and
abilities of researchers, while the outcomes may not be perceived as reliable, because they
generally come from researcher’s personal judgments and interpretations. Arguably, Bell (2005)
stated that it is in one hand, more appropriate for small samples, it is on the other risky for the
results of qualitative research to be perceived as reflecting the opinions of a wider population.
In this regard, Miles and Huberman (1994) skillfully pictured the key differences between

qualitative and quantitative research(Table 3.2)

Table 3.2. Features of qualitative and quantitative research

Quialitative research Quantitative Research

The aim is to classify features, count

The aim is a complete, detailed them, and construct statistical
description. models in an attempt to explain what
IS observed.

Researcher may only know roughly in | Researcher knows clearly in advance
advance what he/she is looking for. what he/she is looking for.
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Recommended during earlier phases of
research projects.

Recommended during latter phases
of research projects.

The design emerges as the study unfolds.

All aspects of the study are carefully
designed before data is collected.

Researcher is the data gathering

Researcher wuses tools, such as

Instrument. questionnaires or equipment to

collect numerical data.

Data is in the form of words, pictures or | Data is in the form of numbers and

objects statistics.
L e . . Objective: seeks recise
Subjective — individuals interpretation of ) . P
. .. measurement & analysis of target
events is important ,e.g., uses participant
concepts, e.g., USeS  surveys,

observation, in-depth interviews etc. i )
questionnaires etc.

Qualitative data is more 'rich', time | Quantitative data is more efficient,

consuming, and less able to be |ableto testhypotheses, but may miss
generalized. contextual detail.
. R rcher n remain
Researcher tends to become subjectively e_sea_c © tends o ema
objectively separated from the

immersed in the subject matter. .
subject matter.

Adapted from: Miles & Huberman (1994, p. 40).

3.5. Sampling

In any educational research setting, the investigation should not mainly based on the
suitability of the instrumentation, but also a great emphasis should be paid to the selection of
appropriate sampling which aims to meet the beforehand set objectives, structure and the nature
of the work. Arguably, selecting an appropriate sample is presumably a challenging task by which
the research provide time and effort to conduct and design his research. In the first place, the
researcher should distinguish between the sample and population. In this regard, Dornyei
(2007) puts a definition to sample as: the group of participants whom the researcher actually
examines in an empirical investigation. Further, he defines the population as “the group of people
whom the study is about”(p.96). Additionally, research practitioners argue that the sample is just

a part or a small group of the whole population. Moreover, Richards(2001) states that sampling is
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the process of selecting a portion from a certain population instead of studying the total population
for the sake of creating a representative sample.

Gibilisco(2004) defines populations and samples in terms of nature, size, and
interrelationships: In statistics, the term population refers to a particular set of items, objects,
phenomena ,or people being analyzed . These items, also called elements, can be actual subjects
such as people or animals, but they can also be numbers or definable quantities expressed in
physical units(p.38) .According to Perry(2005) ,the sample is the source of data where researchers
seek to answer their questions; the source is often composed of human beings to whom researchers
refer as subjects, participants, or respondents. These latter must be representative of the group of
individuals to which the findings will be applied (as cited in Mehiri ,2016).

Among the significant aspects to take into account when conducting a research is sampling,
Richards and Schmidt(2002,p.465) define a sample as: “any group of individuals that is selected
to represent a population”, it is therefore the investigated community which the researcher choses
among a whole populations and applies his or her research on. Accordingly, the researcher has to
select a sample which is reliable and appropriate for the research objectives (Kothari,2004). The
sample should be similar to the target population in every detail including age, gender, educational
background in order to have representative data for the whole population(as cited in
boumediene,2018).

For the sake of gathering data and investigating the research questions, a group of subjects
were assigned to participate in this study. The investigated population comprised English language
teachers and students at the department of English in El-oued University. The researcher has used
a non-probability sampling, more exactly purposeful convenience sampling which means “ beside
the relative ease of accessibility, participants who also have to possess certain key characteristics

that are related to the purpose of the investigation” possess (Dornyei,2007,p.99).

Most importantly, it is imperative for the researcher to attentively think about the way he
seeks to collect and analyse data when designing and planning and selecting his sample in his
research. Therefore, the researcher draws on these prerequisites to decide on a sample heavily
relies on the overall objective of the study and the way the research is approached. In a nutshell,
the investigators who follow the path of quantitative research tend to the process of generalizing

the findings obtained from the selected sample from the whole population. On the second hand,
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qualitative investigators tend to give little or no attention to generalizability.
3.6. Research Participants

Ritchie et al. (2003) list seven factors that might affect the potential size of a sample: The
heterogeneity of the population; the number of selection criteria; the extent to which 'nesting' of
criteria is needed; groups of special interest that require intensive study; multiple samples within
one study; types of data collection methods use; and the budget and resources available (Ritchie
et al 2003. p 84). According to Morse (2000) who highlights that, “the scope of the study, the
nature of the topic, the quality of the data, the study design and the use of showed data determine

the number and nature of participants” (p.4).

In accordance with this aim of targeting population, a group of teachers was selected. The
sample teachers in the present study comprised twenty-one participants including experienced
and novice teachers with varying experiences ranging from Four year to Fifteen years, and their
degrees were either Magister or Doctorate in English discipline. The rationale behind this
purposeful sampling was to benefit from a variety of views. Teachers’ degrees and teaching

experiences are displayed in the table (3.4) below:

Table 3.3. Teachers’ degrees and teaching experience

Informants Degree | Experience | Informants Degree Experience
Teacher 1 Doctorate 14 years | Teacher 12 | Magister 5 years
Teacher 2 Doctorate 13 years | Teacher 13 | Magister 5 years
Teacher 3 Doctorate 10 years | Teacher 14 |Magister 5 years
Teacher 4 Doctorate 10 years | Teacher 15 |Magister 6 years
Teacher5 Doctorate 6 years Teacher 16 | Magister 6 years
Teacher 6 Doctorate 5 years Teacher 17 | Magister 6 years
Teacher 7 Doctorate 4 years Teacher 18 | Magister 6 years
Teacher 8 Doctorate 3 years Teacher 19 | Magister 7 years
Teacher 9 Magister 4 years Teacher 20 | Magister 7 years
Teacher10 Magister 4 years Teacher 21 | Magister 7 years

Teacher 11 Magister 4 years
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3.7. Research Instruments

Bernard(2002) confirms that data gathering is focal element in educational research and it
aims to provide or gain a clear-cut understanding of a theoretical and conceptual framework as to
lay the foundation of conducting a scientific research. According to Heaton(2004) ,data collection
can be obtained from a variety of methods including interviews, focus group discussions, surveys,

telephone interviews, portfolios, journals, reflecting memos, interactions and questionnaires.

There are many and varied obstacles that the inexperienced researchers face when intends
to choose which method and instrument that best work with his study. Novice investigators are
advised to rely on triangulation process to overcome the shortcomings and drawbacks that may
encounter along the journey of conducting his research depending on one single method. Put
differently, triangulation is a way of cross-checking findings using two or more sources or tools
to support validity to the data and findings(Long,2005).In this regard, O’Leary(2005) ascertains
that the researcher finds it hard and daunting task to gather reliable and valid data. Hence the
methods used for data collections are variably related to the aims and the strengths of each method.

As discussed earlier in the above paragraphs, the crucial objective of using instruments
both quantitatively and qualitatively in this study is to portray a full, holistic framework of the
subject matter being studied with a critical lens to shed light on angles that might not have been
focused on when employing a single-designed method. Interestingly, such a sound judgment based
on the principle that a single method could uncover all the teachers’ and students’ perceptions,

practices and attitudes.

It is noteworthy here, that research tools were utilized for the sake of providing and
accurate scrutiny and well-recommended remedies. At the outset, we chiefly depend on using two
major instruments for collecting and analyzing data. First and foremost, two questionnaires, one
for teachers and the other for students. In the second hand, we conducted a classroom observations
to detect more discernable and measurable data like, behaviours, actions, and interactions in real

context settings.

To make ends meet in this study, the researcher has taken the advantage of fully depending
on multitude of data collection settings, tools and sources as well. Practically, the researcher should
be aware which instruments which he/ she implements to accordingly answer the research

questions put in advance by him/her. Hopefully, we expect that these tools will achieve the desired
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outcomes from this research and strengthen the validity and reliability of the research methods.
Next, the rationale behind employing these tools will be displayed in the following sections.

3.7.1. Questionnaire

Questionnaire is a series of questions asked to individuals to obtain statistically useful
information about a given topic. When properly constructed and responsibly administered,
questionnaires become a vital instrument by which statements can be made about specific groups
or people or entire populations. The reason behind researchers tendency towards employing
questionnaires because they proved to be a more cost-effective tool. Questionnaires are frequently
used in gquantitative social studies as the most popular techniques which are use in collecting a
wide range of data from a small and large number of individuals, often referred to as respondents
where the researcher will be able to gain factual and attitudinal data. According to Brown(2001)
questionnaires are defined as “ any written instrument that present respondents with a series of
questions or statements to which they are to react either by writing out their answers or selecting

from among existing answers” (p.6).

It is preferably for questionnaires to well-designed and valuable, they should be worded in
appropriate way, well-ordered, correct scaling, and appropriate format and font; otherwise, they
do not adequately represent the participants’ views and opinions. A helpful way to check a
questionnaire and ensure that the desired data is correctly collected is to pre-test among a smaller
subset of target respondents. For the questionnaire to be well-designed, researchers are required
to have a purpose in mind that the use of questionnaire to supplement and support other research

tools used and to fit the research paradigm (Verma & Mallick1999)

The questionnaire is among the rapid means for data collection. Dornyei(2003) rightfully
defines questionnaires as “any written instruments that present respondents with a series of
questions or statements to which they are to react either by writing out other answers or selecting
them from existing answers”(p.6) the questionnaire is chiefly beneficial because it affords a great
deal of precision and clarity as the questions mainly deal with desired knowledge, and it can be
used on a small scale and large scale as well, besides it is economical in terms of time and money

and easier to arrange(McDonough & McDonough,1997; Denscombe,2007)

For the purpose of this research, | intended to use structured questionnaires. The first

section required the respondents to answer a number of questions that elicit some information on
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their background such as age and length of teaching experience. The second section of the
questionnaire which were designed to bring forth the respondents’ responses on their experiences
with the practice of formative assessment and their perceptions of teacher professional

development and ended with challenges of implementing formative assessment.

The questionnaire is conducted to assess and make a clear picture to fully understand some
of the wvariables within the research questions through the participants’ responses
(Johnson&Christensen,2012). Verma and Mallick(1999) stated that a well-structured
questionnaire is an economical data collection instrument that has the advantage of providing the
answers to the research questions. Questionnaires are a standardized method of collecting data for
both large and small groups(Basit,2010).Designing and developing a good questionnaire can very
challenging and intricate process especially for a novice researcher. It requires considerably a lot
of time and effort in the planning and preparation phase (Hinds,2000).Through the use of a mixed
method questionnaire, quantitative and qualitative data can be collected about the exact
information required by the researcher to elicit attitudes about aspects of a phenomenon.

As | intended to employ the questionnaires as the research instruments to gather baseline
information of the teachers’ and students’ overall perceptions of the impact of formative
assessment professional development and its impact on the teachers instruction and students
achievement, and then conducted the observation process to gain better understanding of the
research topic. It is undoubtedly clear that the questionnaires for this research study was designed

and consequently used to supplement the data gathered from the observation sessions.

One of the crucial aims of choosing to use questionnaires in this study is due to its
suitability, adaptability and practicality for the respondents. In this sense, Bryman(2008), claims
that the use if questionnaires greatly helps researchers to draw more information and data from the
targeted respondents investigated which enable them to freely complete the questionnaire at their

own pace and time.

Moreover; besides its convenience, questionnaires provides anonymousity(anonymity) to
its respondents; thus it ensures them to submit well-stated and honest answers to the questions
raised, thereby enabling respondents to express themselves freely in an attempt to elicit sincere
responses concerning what the teachers and students opine and feel about their practices. More

importantly, using self-completion questionnaires have the advantage of eliciting bias-free

121



Chapter Three Research Methodology

responses compared to an interview. Therefore, the questionnaires enable me to gather sufficient
and well-grounded data that was further supplemented by extra information collected by using the
second research instrument that | had utilized.(to complement the weaknesses of questionnaire,

the use of observations is seen as most appropriate to supplement the data collected.
3.7.1.1. Teachers’ Questionnaire

A Likert-scale questionnaire was used as the main tool to gather data about formative
assessment professional development and its impact on students’ achievement and teachers’
practices. A Likert-scale gives a range of responses to a question (Cohen, Manion &
Morrison,2010). Here, the scale is of four choices: strongly agree, agree, disagree and strongly
disagree. questionnaire included 5 sections.

The teachers’ questionnaire consisted of five (5) parts. The first part sought to collect
information about the samples’ gender, age, academic qualifications, and the number of working
years(experience). According to Verma and Mallick(1999) highlights that researchers are asked
to gather biographical data from the subjects under study such as age, teaching experience, level

of education received to substantiate the data collected.
3.7.1.1.1. Part One: Biographical Information

(question one to question three) compiles background information about teachers’employment
state and their experience in teaching English Language at the University of El-oued.

The second part was devoted to the five (5) sections

3.7.1.1.2. Part Two: Purpose of Formative Assessment

(labeled Purpose of Formative Assessment) deals with the role of formative assessment in
raising students’ motivation. Also how FA provides appropriate feedback to students progress in
order to scaffold students’ learning and informing teachers about their instruction and help them

make adjustments to the teaching.

e Formative assessment motivates students to learn
e To provide appropriate feedback to students about their progress
e provides information to teachers about their instruction and making adjustment to

teaching and learning
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To help in identifying the final grade for students

To make judgments about students’ progress

To scaffold students’ learning

Formative Assessment is adapted to meet the needs of individual students

Formative assessment as the process of appraising, judging or evaluating students’ work
or performance and using this to shape and improve students’ competence.

Formative assessment is the practice of collecting evidence of student learning.

3.7.1.1.3. Part Three: Formative Assessment and Student Learning

(labeled Formative Assessment and Student Learning)This section designed to identify

teachers responses to their views about their formative assessment practices on students learning

and its impact. looks at the teachers’ perceptions of the effect of their feedback for students’

progress and their practices in relation to feedback provision.

Formative assessment is beneficial and effective for student’s development and
improvement

Positive feedback is needed for student progress

Teacher conducts a variety of instructional strategies to address students’ needs
Students take an active role in their learning

Peer feedback is valuable in students’ learning

The use of assessment rubrics is important

The use of formative assessment strategies encourages students’ motivation

A variety of assessment techniques are used(e.g., journals, portfolios,... etc.)
Seek to close the gap between a learner’s current status and the desired outcome
Formative assessment help teachers to use effective questioning techniques and

interaction patterns.

3.7.1.1.4. Part Four: Teachers’ Instructional Practices

(labeled Formative Assessment and Student Learning)This section labeled Teacher’s

Instructional Practices designed to identify teachers’ practices role in improving students’

achievement. Besides, the significance of formative assessment in enhancing teachers’

instruction.
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e Feedback to teacher to modify program to meet the needs of the students

e Through FA teacher will have a deep understanding of the curriculum

e guide the lesson design and pace, select different strategies, differentiate teaching
strategies

e Checking for understanding

e Guided practice, reviewing homework or other assignments

e FA enable teachers to adjust their current instructional practices and adjust their
teaching methods.

e A teacher can then use this to guide the lesson design and pace, select different
strategies, differentiate activities

e students’ high opportunity to learn include whole class teaching, whole class
teacher-guided discussion, use of group work (collaborative group) and use of

homework as an instructional tool.

3.7.1.1.5. Part Four: Teacher’s Professional Development

(labeled teacher’s professional development in formative assessment) explores teachers’

understanding and knowledge and use of formative assessment strategies in their and to check the

role of professional development in improving their knowledge in assessment area.

Teacher have much knowledge about assessment methods

Teachers know how to implement formative assessment effectively

Teacher engineer effective classroom discussion, questions, and learning tasks

The goals of professional development in classroom assessment include enhanced teacher
knowledge and skills and enhanced student learning and achievement

Teachers who participated in a successful professional development programme in
formative assessment developed their formative classroom practice to such an extent that it
had a significant impact on student achievement

My professional development experiences have some impact on my teaching practice.

I am motivated to practice the knowledge and skills that | have learned form the
professional development programme attended.

Teachers can invite collaborative discussion on how to incorporate formative assessment

into a learning program
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3.7.1.1.5. Part Five: Challenges in Implementing Formative Assessment

e Teachers’ lack of formative assessment knowledge
e Time constraint
e Instructional resources(materials, tools, textbooks, labs etc.)

e Teachers’ beliefs about formative assessment

In brief, the teachers’ questionnaire is a likert-scale questions organized in six sections. The
aim behind conducting this questionnaire is to reinforce the collected data from the observations
and the students’ questionnaires. Each section is mainly based on the aspects discussed in this
research. There are different types of questions in this questionnaire; numeric questions which
have been used to get background information about teachers(numeric questions are questions that
needs numerical answers, like the number of years of teaching experience). The remaining
questions are used to understand the teachers’ opinions and attitudes towards the subjects
under study in order to get clear and complete responses.

As shown in appendix “B”, the questionnaire is divided into four sections:

3.7.1.2. Students Questionnaire

As shown in appendix “B”, the students’ questionnaire is divided into three sections:

3.7.1.2.1. Part One: Biographical Information

The subject students were third year students at English Language Department at the
University of El-oued. The number of students involved in the study and answered the
questionnaire constituted 75 participants (males and females) whose age ranged between
seventeen (20) and twenty (25) years old. The sample of the students was purposefully selected
because they were in the third year which means at the end of the License Cycle. Thus, the
investigator believes that the sample chosen was more aware of the importance of the Teachers’

practices role in improving their learning process.
3.7.1.2.2. Part Two: Formative Assessment and Student Learning

e Formative Assessment fosters Student Learning
e Formative assessment has a positive impact on student learning

e | need to receive positive feedback in order to progress
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e Teacher and students should share an understanding of assessment goals

e Varied assessment methods should be used continuously

e Formative assessment raises students’ motivation

e Formative assessment promotes metacognitive skills like critical thinking and judgment
skills

e Formative assessment scaffold students’ progress and enable them to achieve their goals

e Self-assessment develops students ‘autonomy

3.7.1.2.3. Part Two: Formative Assessment and Teachers’ practices

e Teacher- student discussions are effective in fostering learning

e Teacher feedback is effective in promoting student learning

e Error analysis and correction is an effective feedback

e Teacher should be more aware of checking for understanding techniques

e FA allows teachers to identify gaps in student learning and to adapt teaching
accordingly

e Teacher should share success criteria and learning goals with students

e Teacher delivers his instruction is in a variety of formats: one-to-one, small group, and
large group.

e Teacher generates classroom discussions, questions, and tasks to gather and use
information from classroom assessments to improve student learning

e Teachers know how to assess and student learning well

e Teacher teaching strategies: higher order questioning techniques; use of problem
solving techniques

3.7.2. Observation

In educational research ,observation can help researchers and teachers gather data on non-
verbal activity in instructional process, discern continuing behavior as it happens when writing
down notes, as well as becoming closer to those being studied and reducing the impact of bias on
data collection because it is less reactive than other forms of methods of data collection (Baily,
2001).Most importantly, Robson (2002) asserts: “what people do may differ from what they say
and they do”(p.310), and observations’ advantage to provide researchers with naturally occurring

behaviour. Moreover, observations can be used to collect more data on the physical setting, the
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human setting, the interactional setting and the programme setting (Morrisson,1993)

This research instrument has been opted for as data collection tool within this investigation
for the sake of describing the participants’ learning attitudes and belifes towards the practice of
formative assessment during classroom settings .Observation is described by Marshall and
Rossman (1989) as "the systematic description of activities, behaviors and objects in the social
setting chosen for research” (p.79). Observations allow the researcher to use the five senses to
identify current circumstances, offering a ‘printed photograph' of the situation under analysis
(Erlandson, Harris, Skipper, & Allen, 1993).

Through classroom observations, I saw and observed how teachers use and practice
formative assessment strategies in their daily teaching in the real classroom setting. Classroom
observations were conducted to explore and to find out if what they respond in the questionnaires.
Practically, in this study, observations are used to obtain more in-depth information( gain broader,
fuller picture or understanding) and to demonstrate the validity and reliability of claims obtained
from research tools. It may also serve us to demonstrate the generality of their interactions,
attitudes, feelings and impressions towards the use of English language teachers formative
assessment practices. This study uses classroom observation for data collection technique. The
observation is primarily focusing on whether formative assessment is observable in their daily
instruction. The researcher attended two observation from 10 th April-09 th May 2018 involves
35 students in class A and 36 students in class B. During the observation, the researcher made field

notes, and checklists to be used in analyzing data phase.

The study established an observational tool for recognizing formative assessment use in
order to establish if it is observable in practice The instrument incorporated five formative
assessment components, rating 20 specific items grouped by component.(observed / not
observed).The major goal of the observation is to create an instrument that can answer the issue
of whether formative assessment can be seen in practice; nevertheless, the degrees and types of
formative assessment used during this process may be of interest and usefulness. As a result, |
have included the tables below that demonstrate the results of this observational instrument's

findings on formative assessment utilization.

In the this table (3.3 ), a holistic view or description of the five components of formative

assessment (strategies)
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Table 3.4. Five components of formative assessment

Observed /Not

Formative Assessment Components
Observed

A. Learning Targets: Clarifying Learning Intentions and Sharing Criteria for
Success

B. Monitoring: Engineering Effective Classroom Discussions, Questions, and
Learning Tasks That Elicit Evidence of Learning

C. Feedback: Providing Feedback That Moves Learners Forward

D. Self-Assessment: Activating Students as the Owners of Their Own
Learning

E. Peer Assessment: Activating Students as Instructional Resources for
One Another

In the next table a detailed overview of the aspects and items to be observed as formative
assessment strategies that teachers may use them in their instruction.

e Learning Targets: Clarifying Learning Intentions and Sharing Criteria for Success; the
researcher is going to observe teachers’ practices about learning intentions and success criteria
like posting a model or schema to pave to the students the route they are taking to reach their
destination they set at the beginning of the lesson. Are the goals stated clearly well to students
and if the students grasp the lesson objectives in well-articulated manner. To check if the teacher
provided quality work. To know if teachers telling students what they hope they will learn and
(sometimes) why they are learning it.

Table 3.5. Clarifying learning intentions and sharing criteria for success

A. Learning Targets: Clarifying Learning Intentions and Sharing Criteria for Success
Observed Not Observed

1. Does the teacher make certain that students understand the

learning intentions for the class session?
2. Does the teacher make certain that students understand the

3. Does the teacher provide examples of high and low quality

4. Does the teacher address potential misunderstandings

e Monitoring: Engineering Effective Classroom Discussions, Questions, and Learning Tasks

That Elicit Evidence of Learning. In this component the researcher, tries to see if teachers
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consistently monitoring students’ progress on a regular basis. Moreover, to check if teachers vary
their teaching strategies and techniques to effectively respond to students’ questions like using
probing questions to diagnose the extent of the students' learning (probing, wait-time and open-
ended questions). These strategies should be reflective and stimulating and interactive to elicit

evidence of students learning.

Table 3.6. Engineering effective classroom discussions, questions

B. Monitoring: Engineering Effective Classroom Discussions, Questions, and
Learning Tasks That Elicit Evidence of Learning
Observed Not Observed

1. Does the teacher make efforts to monitor student learning on an
ongoing basis( i.e., minute-to minute and day —to-day) ?

2. Does the teacher give students a variety of opportunities and
methods (e.g., verbal, written, electronic, & visual) to respond to
questions?

3. Does the teacher use effective questioning strategies (e.g.,
adequate wait time, open-ended questions) to elicit evidence of
learning?

4. Does teacher monitoring seek to elicit evidence from
students of both factual/procedural knowledge and of deeper
conceptual knowledge?

5. Does teacher monitoring seek to elicit evidence of whether
students can transfer knowledge within and between
disciplines/subjects?

e Feedback: Providing Feedback That Moves Learners Forward. In this component the
researcher purpose is to observe teachers feedback provision. From this feedback the teacher can
confirm, add, modify, restructure student learning through formal and informal evaluations. The
aim of feedback is to describe specific student strengths and suggest strategies for continued
learning in those areas.to check and provide comments on how to improve and address
misconceptions and challenges. To see if teachers feedback make students think and actively

engaged in their learning.
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Table 3.7. Providing feedback that moves learners forward

C. Feedback: Providing Feedback That Moves Learners Forward

Observed Not Observed

1. Does the teacher provide meaningful feedback (i.e.,
information with which a learner can confirm, add to, overwrite,
tune, or restructure understanding) immediately following formal
and/or informal evaluations of student progress?

2. Does the teacher provide accurate feedback that assists
learning?

3. Does the teacher provide feedback in reference to a criterion-
based standard, avoiding feedback based in comparison to other
students?

4. Does feedback describe specific areas of needed improvement
and suggest alternative strategies for making that improvement?

5. Does feedback describe specific student strengths and suggest
strategies for continued learning in those areas?

o Self-Assessment: Activating Students as the Owners of Their Own Learning. In this
component, the teacher intends to observe teacher inclusion of students in the process of
evaluation and judgment. Showing students a range of other students' work to make a judgment

about their progress like writing an an evaluative note on student's work.

Furthermore, the researcher here tries to check if the observed teachers providing time for
students to reflect and talk about their learning and get them review their own work and record
their progress. In another phase of observation, to detect if students are able to Provide feedback
to their teachers. The teacher Shared responsibility and providing opportunities for students to
assess their own and one another's work and give feedback to one another. Also , the teachers
ability of teachers helping their students to understand their achievements and know what they

need to do next to make progress.
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Table 3.8. Activating students as the owners of their own learning

D. Self-Assessment: Activating Students as the Owners of Their Own Learning
Observed Not observed

1. Does the teacher give students opportunities to use self-
regulatory competencies, such as the ability to accurately
assess their own knowledge?

2. Does the teacher make efforts to develop self-monitoring
competencies in students (i.e., meta-cognitive skills)?

3. Are students making decisions related to their own
improvement on the basis of ongoing assessment data (i.e.,
ownership of learning)?

e Peer Assessment: Activating Students as Instructional Resources for One Another. In the last
component of formative assessment strategies the researcher is supposed to observe teachers’
practices about giving the students to take the lead to assess their peers works. Does the teacher
offer students opportunities (e.g., discussions, questions, learning tasks) to engage in peer-
monitoring and reviewing the work of their colleagues.Does the teacher utilize peer activities to
help students deepen their understanding of common errors and alternative strategies and let
them assess their own and one another's work and give feedback to one another. In the last item
to see if they can Negotiate a way to improve some piece of work and give evaluative and

judgmental notes, remarks and reflective responsive.

Table 3.9. Activating students as instructional resources for one another

E. Peer Assessment: Activating Students as Instructional Resources for One Another

Observed Not Observed

1. Does the teacher give students opportunities (e.g., discussions,
guestions, learning tasks) to engage in peer-monitoring?

2. Does the teacher utilize the results of peer activities to strengthen
ongoing assessment of student learning?

3. Does the teacher utilize peer activities to help students deepen
their understanding of common errors and alternative strategies?

It is worth noting that these observations checklists were part of the teacher diary which

was also used by the researcher as a detailed report to record continuously the students’ learning
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attitudes towards the learning process. This is considered as a form of a reflective journal in the
researcher’s teaching portfolio. It is thus not only a source for descriptive data, but also a source
for teacher reflective data (Griffee, 2012).

3.8. Triangulation

Triangulation is a strategy utilized to increase the credibility and validity of research
findings. Credibility is concerned with the trustworthiness of the validity refers to the extent to
which a study accurately reflects or evaluates the concept or ideas being investigated.
Triangulation can help ensure that fundamental biases resulting from the use of a particular
approach or a single observer are resolved by integrating ideas, approaches or observers in a
research analysis. Triangulation is also an attempt to use a range of approaches to further analyze
and describe complicated human behavior to give audiences a more balanced understanding. It is
a tool which allows knowledge validation and can be used in both quantitative and qualitative
studies.Cohen and Manion (2000) asserts that triangulation is “an attempt to map out, or example
more fully, the richness and complexity of human behavior by studying it from a more than one
standpoint”( p.17).Triangulation means here collecting data using a variety of tools or sources in
order to control the variables within the study to guarantee more validity and practicality. As a
result , these methods are used for more reliability and credibility of this study results in this vein,
a great deal of researchers tend to employ a blend of three methods of investigation as  a

triangulation method’.

In this research, the researcher employs triangulation technique. According to Cohen
(2000) “Triangulation may be defined as the use of two or more methods of data collection in the
study of some aspect of human behavior”( p.112). Therefore, triangulation technique serves the
researcher to integrate two or more technigues in collecting the data to get validity and reliability.
Interestingly, the reason behind triangulation is to increase the credibility and validity of the
findings. Moreover, Denzin(p.301): (in Patton, 2009) proposed four types of triangulation. Those
are: (1) source(data) triangulation, (2) investigator triangulation, (3) methodological triangulation,
(4) theoretical triangulation.

1. Source (data) triangulation
In source triangulation, the researcher uses many sources or participants to get the accuracy

of data. It constitutes many variables such as periods of time, space and people.
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2. Investigator triangulation

Investigator triangulation means technique that includes the use of several researchers in
one study for the reason of collecting a versatile kinds of data and analyzing it according to
different insights and perspectives. From some researcher’s view in interpreting information and

collecting the data, the validity of data can be increased.

3. Methodological triangulation

Methodological triangulation refers to researcher uses more than one method in the
research. Cohen (2000:) posits “Methodological triangulation is using the same method on
different occasions or different methods on the same object of study”(p.113). Thus,
methodological triangulation is making different method to get validity of data. Simply put,
methodological triangulation supports the implementation of a wide range of data collection

methods such as interviews and observations.

4. Theoretical triangulation

Theoretical triangulation means the researcher compares the data finding with perspective
theory that is relevant. This type encourages several theoretical schemes to enable interpretation
of a phenomenon. Here, the researcher is demanded to have expert judgment to compare the
finding of research with the certain theory. From those types of triangulation, the researcher uses
methodological triangulation to get validity of data.

3.9. Data Analysis Methods

Methodologically speaking, data analysis is commonly known as the process of converting
the collected data into results. Data analysis for needs analysis can be undertaken in various
different ways (West,1994). Once the research data have been collected, the researcher needs to
be familiar and acquainted with the data analysis order to critically analyze and interpret the

gathered data.

As it is mentioned above in the very beginning of the previous chapter, the researcher
opted for a mixed- method approach to manage the different sets of data, i.e. a combination of
both qualitative and quantitative data approaches. In the context of a single study research,
combining these two approaches serves a complimentary role because it is widely agreed that
“using more than one type of analysis provides more reliable research results since the latter are

not compressed into a single dimension of measurement.” McDonough and McDonough
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(1997,p.49). In fact, the two types of data would be analysed separately as a result of the
distinction between them. According to Dornyei (2007), both qualitative and quantitative
dimensions “...are used to measure overlapping but also different facets of a phenomenon,
yielding an enriched understanding by illustrating, clarifying, or elaborating on certain aspects”
(p.164).

3.9.1. Quantitative Data Analysis

In educational settings, quantitative research methods have been the most utilized
approaches. As Dornyei (2001) states the quantitative research is described as the one which
employed quantifiable data to provide viewpoints, perspectives and models that are carefully

established at the outset of the study in order to test the research hypotheses.

As a matter of fact, When dealing with closed questions, quantitative procedures were used
to analyse the teachers’ and students’ questionnaire. Obtaining numerical data that is then analyzed
using mathematically based procedures, with the findings being coded and quantified using
averages. Further, the quantitative data had provided the researcher with the numerical data about
the teachers and students views and perspectives about the practice of formative assessment and
professional development. A five-point Likert scale was used to rate and score the levels of
formative assessment practices, and its impact on in many parts of the research. This scale has
been used to specify the level of agreement or disagreement based on the criteria of Best Likert
(1977,p.174). Furthermore, descriptive and inferential statistics are two forms of statistics. The
former is used to describe and show the obtained data in numerical and graphical form. In contrast
to descriptive statistics, inferential statistics, intend to generalize from a sample to the entire
population (Given, 2008). This type includes hypothesis testing. Essentially, the two types of
statistics were considered. To give the work a more scientific and solid outcomes, the findings
were displayed in tables, pie charts, and bar graphs, with numerical data converted to percentages
in order to compare statistics and analyze the data.

3.9.2. Qualitative Data Analysis

The purpose of this analysis is to explore and describe facts. The qualitative analysis is
believed to help the investigator construct clear understanding and thorough ideas about teachers’

instructional practices at the level of formative assessment practices. Obviously, qualitative
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methods exclude the collection of numerical data and tend to be explanatory in nature. This kind
of analysis had contributed a great deal to this study since it permitted the researcher to retrieve
information about the observed teachers’ opinions, experiences and the problems that they may
face. In addition, it gave the investigator an insight into how things were being occurred in their
natural environment. Above and beyond, it should be mentioned that qualitative data analysis can,
according to Cohen et al., (2007) “....involve organising, accounting for and explaining the data;
in short, making a sense of data in terms of the participants’ noting patterns, themes, categories

and regularities.” : (p.461)

In this study, a qualitative analysis was undertaken to analyse the results gathered from
the hotel receptionists’ interview and the hotel managers’ interview consisting of those items
that allowed participants to express themselves freely. The responses were analysed in terms of
themes related to the study objectives. In this way, the researcher could learn about teachers’
opinions towards the integration of formative assessment practices in their English classrooms.
All in all, quantitative data analysis was employed to analyse the two questionnaires used by the
researcher in this study whereas qualitative analysis was mainly used to analyse the conducted

observation.
3.10. Conclusion

This chapter has tried to offer an overview of the research methodology and justified the
research design for conducting this study. In this chapter, | explained the research methodology
adopted in this study in detail. 1 summarized and justified the various use of methods and
instruments that were chosen for the suitability for the research purposes. This chapter has
presented the methodological approach to gather and analyse the data collected from formative
assessment practices in classroom use by English language teachers of EI-Oued. Then, the
researcher moved to highlight the main aspects related to the research participants including the
sampling technique. Instruments and procedures employed to collect the data and find out
satisfactory answers to the research questions, and thus confirm or disprove the hypotheses set
at the onset of this research were also highlighted in this chapter with their main definitions and
their importance in research methodology. Accordingly, the employed research instruments
provided the researcher with qualitative and qualitative data. A case study allowed the teacher to

generate information from one particular context generalizing as purposive sampling guided by
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the researcher that data generated does not represent English language teachers all over the world.

The following chapter will essentially deal with the analysis and the interpretation of the findings
of each instrument according to the research questions and hypotheses.
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4.1. Introduction

This chapter provides detailed results and analysis of the collected data for the present
research. More specifically, it presents the data gathered by the students' and teachers'
questionnaires, intervention sessions, field notes, and classroom observations are carefully
described, analyzed and mostly presented in the form of descriptive statistics. The aim of these
descriptions and analyses is to answer the questions and verify the hypotheses of the research
which, as stated in advance, were meant to show the use and implementation of formative

assessment in action and in classroom practice at the university of Eloued.

The purpose of this study was to explore the use and implementation of formative
assessment practices at the university level by teachers. It intends to examine teachers’
understandings and utilization of formative assessment and to know if teachers need more
professional development for effective adoption and use of formative assessment strategies in
higher education. Formative assessment is an effective tool to assess student learning to increase
a student achievement and improves teacher classroom practices which in turn has positive
effective on student academic outcomes (black& Wiliam,1998). Specifically, the study provides
evidence to help answer the research questions, as well as to gain understanding of the experience
of teachers, support existing research, and inform policy. This chapter will discuss the findings
from the present study and its relationship to the professional development for teachers.

4.2. Data Analysis and Interpretation

As it was mentioned, the present study is conducted to investigate the teachers’ formative
assessment practices and the role of teacher professional development in improving his
instructional practices. In order to reach the objectives and make a sense of the research results,
a mixed-method approach was selected for this study both for data collection and data analysis.
It is worth mentioning that the analysis of the obtained data emerged from both approaches either
the quantitative or the qualitative one should be presented separately and mixing should
occur only at the final interpretation stage. In this respect, Dérnyei (2003) states that collecting
the compulsory data is ‘half the battle’; hence, the analysis of these data is the other half that
should be tackled carefully by researchers. Data from questionnaires, classroom observations were
analyzed used mixed methods to create a portrait of the role of formative assessment practices in

the classroom and the need for teacher professional development in this area.
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4.2.1. Teachers’ Questionnaire Results

It seems significant to begin reporting the results of the informants before introducing the
analysis related to the aim of this thesis. By taking into account the teachers’ practices and
their instructional pedagogies in English language classroom at university context, by checking
their understandings of the concept of formative assessment and its role in teaching and learning.
From teachers’ perspectives about the process of FA , the researcher will be able to obtain
resourceful data to analyze their questionnaires. Therefore, the results should respect the scope of

the teachers’ profiles that will be presented later.

The teachers’ questionnaire was designed in order to elicit the necessary information to
the present situation analysis. The central aims of this questionnaire were:

v To figure out teachers’ knowledge about the purpose and significance of formative
assessment

v To check the respondents’ current perspectives of the impact of formative assessment on
student learning

v To know the teachers’ instructional practices

v To check if teachers need professional development in formative assessment practices

The questionnaire used in collecting data in this study is divided into four parts. It contains
different statements. In this regard, it can be said that the presentation of the results is grounded
on ffive themes generated from the data and with reference to the research questions. The themes

are as follows:

v’ Teachers’ profile;

The purpose of formative assessment;
Formative assessment and student learning;
Teacher’s instructional practices;

Teacher’s professional development

AN N NN

Challenges of implementing formative assessment

In analyzing the data, both the descriptive and inferential statistics methods were
employed. Its main objectives were to organize data, explore agreement and disagreement

among the participants regarding the various questions and issues raised in the questionnaire
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and therefore presenting a large amount of information in an understandable way through the
use of tables, graphs, charts, etc. A four-point Likert scale was also used. The questionnaire
was administered to twenty-one teachers who accepted to take part in this research.

4.2.1.1. Part One: Teachers’ Profile

The first section aimed to draw a careful profile of the respondents. The researcher
intended to elicit general and personal information about the teachers. It contains three questions.

The teachers were asked, in this respect, to indicate their gender, age, academic degree background,
and years of experience.

Table 4.1. Teachers’ experience

Teaching experience Number of teachers
Less than 5 years 5
5-10 years 14
11-20 years 2
More than 20 years 0
Total 21

In addition to students, the researcher has also relied upon teachers in this research work.
The aim behind was to have an in-depth knowledge about the practices of formative assessment.
The sample teachers in the present study comprised twenty-one participants including experienced
and novice teachers with varying experiences ranging from one year to twenty years, and their
degrees were either Doctorate or Magister in English. The rationale behind this purposeful
sampling was to benefit from a variety of views. Teachers’ degrees and teaching experiences are
displayed in the pie graph (4.1) below:
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0.000

M less from 5 YEARS

m(5 10)years

H (11 20)years

B more 20YEARS

Figure 4.1 Teachers’ experience
In this question, the guantitative analysis of teachers’ gender in all settings revealed that
the number of male teachers stands approximately the same compared with female proportion.
Out of 21 participants, 11 (52.38%) are males and 10 (47.61%) are females. These results are

summarised in the following bar-graph:(4.2)

m MALE

W FEMALE

Figure 4.2 Teachers’ Gender

The biographical questions enable us to see that the population is made of 21linformants
among whom 10 are females and 11 males. Quite similarly the share of the teachers are
approximately the same. Most of teachers are in their mid-thirties when the questionnaires were
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first distributed. The questionnaire completed by 21 teachers in the English language department
teachers provided information of the teaching staff age and teaching experiences. The following

table (4.2) and pie charts present close details of the participants’ questionnaires.

Table 4.2. Teachers’ age

Teachers' age Number of teachers
20-30 years old 1
31-39 years old 13
40- 49 years old 5
50-59 years olds 2
Above 60 years 0
Total 21

4.2.1.2. Part Two: The Purpose of Formative Assessment

The figure (4.3) below shows the percentage distribution of the sample population
according to responses. Item(1) shows that the majority of responses tends to agree to the fact that
formative assessment enhances students’ motivation with strongly agree(61-90%) and agree(
38:09%) . In item (2) telling that the formative assessment provides appropriate feedback to
students informing them about their progress; the figures reflect (71,42%)of strong agreement
compared to only (28,57%)in agreement. Item(3) seems to strongly agree with the statement
saying that Formative assessment informs teachers about their instruction and help them make

adjustments to the teaching and learning with a percentage of (80-95%).
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Figure 4.3. The Purpose of formative assessment

For the item(4) the figures show that approximately (near half) of the population stated
that the FA process help them in identifying the final grade of the students. On the other side,
(57,14%) of the respondents strongly agree to the statement. In relation to the item(5), the high
percentage reflects (85,71%) for those who admit that formative assessment evaluate and judge
students’ progress and only (14,28%) stated that they agree to the statement. The responses to the
item (6) which emphasizes that FA helps to scaffold students’ learning stated that (71,42%)
strongly agree, (23,80%) agree and only (4,76%) said disagree to the statement. The last item (6)
from this section identify that the practices of formative assessment is adapted to meet the
individual needs of the individual students where the responses come as follows, (61,90%) agree

to the statement and (38,9%) strongly agree.
4.2.1.3. Part Three : Formative Assessment and Student Learning

This part of questionnaire analysis is presented in tabular form. This section sought to
identify teachers responses to their views about their formative assessment practices on students
learning and its impact. The first item states that formative assessment plays a key role in students’
improvement where the responses indicates that (90,47%) for strongly agree and (9,52%)agree.
The following item were investigated in the second section of the questionnaire is the provision of

feedback that detects modifies students’ progress; the figure amounts to 15 responses (71,42%)
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for strong agreement and just responses 6 (71,42%) said agree to the statement.
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Figure 4.4. Formative assessment and student learning

Only 2 (9;52%) respondents indicated that they do not conduct a variety of instructional
strategies to address students’ needs in classroom , whereas 5 (23,80%) said that agree to the
statement.Coversly,10(47;61%) confirmed their disagreement to this item because the variety of
instructional is nearly absent in our classrooms. As can be seen from this table, (47,61%) of
respondents strongly disagree that students are taking an active role in their learning; in the opposite
only(4,76%) representing one teacher strongly agree and (14,28%) agree respectively to this item.
From this Item(7), it can be clearly seen that the (80,95%) of respondents who opted for the use
and efficacy of assessment rubrics to check for student learning with a supporting percentage of
(19,04%) agree to this statement. This table reveals that the majority population (more than 90%

of subjects) agree that the use of formative assessment strategies encourages students’ motivation.

Most of the respondents wholeheartedly believe that a variety of assessment
techniques(e.g., journals, portfolios,... etc.) are beneficial but are not used in real classrooms.
Item(9), 20 (95 ,23%) out of a total of 21 teachers indicated that formative assessment seek
to close the gap between a learner’s current status and the desired outcome. Item (10) in this

shows that 19 (90,47%) of the total respondents experience Formative assessment as an effective
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tool for questioning strategies and interactions patterns. The above table again shows that
85,71% of respondents mentioned that they confirm that students can argue ,evaluate and
synthesize information for problem solving purposes in their learning due the process of formative

assessment.

From this table, one could say that the overall results seem to be in favour of students
achievement ; as item (12) is considered, the figures show that approximately 95% of the
population stated full agreement that Formative assessment empowers students to be self-
reflective learners who monitor and evaluate their own progress as they develop the capacity to be
self-directed learners ; while less than 5% seems to have not agree to this statement. In item(13)
there is a large number of teachers agreeing with feedback to inform learners of their strengths

and how to address their weaknesses with a percentage of nearly 21(100%)

Item (14) Respondents showed mixed reactions when it came to this statement we
notice only 2 (9,52 %) express their disagreement that Formative assessment probes higher-order
thinking skills, creativity and understanding .In contrast nearly ( 85%) of the respondents say yes
to it. The last statement in this section which indicates that Formative assessment is a way of
maintaining learner motivation, cooperation, attention and inclusion, as can be shown from

results, (21) all respondents express total agreement to this statement.
4.2.1.4. Part Four : Teachers’ Instructional Practices

In this part of the questionnaire , bar graph (4.5) states the general picture of the results
of Teacher’s Instructional Practices related to formative assessment process. Item (1): The
majority of responses displays the fact that feedback plays an indispensable role in helping the
teacher to modify the program to meet the needs of the students as the statistical results provide
(47,61%) strongly agree and (38,9%) agree. In contrast, only 1(4,76%) stated disagree to the
statement . For the item(2) the figures show that 15 (71,42%) indicated strong agreement to the
statement which emphasizes that through Formative assessment the teacher will have a deep

understanding of the curriculum where 4(19,04%) said agree, and only (9,52%) disagree on it.

The majority of respondents, i.e.85,71% in item three (18 teachers) showed that due to
assessment practices the teacher will be enabled to guide the lesson design and pace, select
different strategies, differentiate teaching strategies. Additionally, this percentage is backed by

another amount of (9,52%) and only 1(4,76) disagree about the statement. The above table again
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shows that 76,19% of respondents mentioned that the teacher used many checking for
understanding strategies (such oral questions) and this in turn provides the teacher with a timely
feedback about students’ performance and progress during the lesson. In addition, there is

another(5) teacher 23,80% supported this practice.

Item (5) provides insight into the understanding and practice of formative assessment
when it facilitates teachers’ guided practice, reviewing homework and other assignments as the
results displays that approximately (half) 10 (47,61) agree to the statement and (52,80%) strongly
agree. Interestingly, in tem (6)the majority of respondents 90,47% showed that Formative
assessment greatly enable teachers to adjust their current instructional practices and adjust their
teaching methods. Moreover, another amount(9,52%) supports this statement.

100.00%
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60.00% W Strongly Disagree
50.00% B Disagree
40.00% Agree
30.00% M Strongly Agree
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Figure 4.5. Teachers’ instructional practices

In item (7) , states that a teacher can then use formative assessment practices to guide the
lesson design and pace, select different strategies, and differentiate activities then the results come
as follows: (16 respondents) 76,19% agree and another percentage (14,28%) strongly agree , but
only 2(9,52%) confirmed disagree to this statement. The last item indicates that strategies and
techniques used by the teacher give students high opportunity to learn including whole class
teaching, whole class teacher-guided discussion, use of group work (collaborative group) and use
of homework as an instructional tool. In this respect, figures shows that the majority 17

respondents (80,92%) stated strongly agree to the statement with additional (14,28%) agree. In
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contrast, only 1(4,76%) give a negative response to it.
4.2.1.5. Part Five: Teacher’s Professional Development

In this section we are going to display the results related to teacher’s professional
development in formative assessment and its impact on teacher practices and students’
achievement. The figures in item (1) about teachers having a sound repertoire and knowledge
about assessment methods reflect 80,94% of opposition as against only 9,04% in concurrence. As
we can see that teachers don’t have much knowledge on know how to implement formative
assessment effectively; as the results display 11(52,88%) disagree and 8(38,09%) disagree
compared to 1(4,76) agree and strongly agree respectively. In item (3), the above ratings vary in
approximate amounts 57%, which reflects disagreement to the teachers who generate and engineer
effective classroom discussion, questions, and learning tasks in a way that makes their classrooms
more engaging and lively. In addition, (9) (42,84%) of respondents who stated that they agree to

the statement.
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Figure 4.6. Teacher’s professional development

More interestingly ,when teacher asked about their views about the goals of teacher
professional development relating to classroom assessment, their responses where in favour of

enhancing teacher knowledge and skills also more benefits to student learning and
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achievement(66,66% strongly agree) and (33,33%agree) which means full support to the idea
(100%). It is evident from the data gathered which reflects participants’ views of teachers who
participated in a successful professional development programme in formative assessment
developed their formative classroom practice to such an extent that it had a significant impact on
student achievement. In this item (5) respondents expressed their agreement with an accumulated
amount of (95,23) and only 1(4,76) disagree to the statement.

In item (6) as displayed in the above figure discusses professional development experiences
which have some impact on our teaching practice. As can be seen from the responses, a highly
significant 95,23% of respondents indicate they say so. Conversely, only 1(4,76%) disagrees to
the statement. In relation to the item(7), it is interesting to note that this supports the participants’
perception about their motivation to practice the knowledge and skills that they have learned from
the professional development programme they attended. The results shows that approximately
90% of the respondents give their total backing to this statement contrasted to 2(9,53%) disagree
to it. The last item (8) explores teachers’ views about their initiatives to meet and invite
collaborative discussions on how to incorporate formative assessment into a learning program.
Significantly, the results indicates variations in the amounts: we notice 8(38,9%) agree, 6 (28,57%)
strongly agree and in contrast 3 (14,28%) strongly disagree and 4 (19,04%) disagree of as it is
displayed in the figure (4.6).

4.2.1.6. Part Six: The Challenges that Hinder the Implementation of Formative Assessment

what are the major challenges that hinder teachers in implementing formative assessment

practices?
Based on the results that we deduce from respondents, we obtain the following data:

In the first item which indicates that teachers lack of assessment knowledge and skills plays
a major factor in the process. Most of the teachers (17)reported that lack of instructional
competence and assessment literacy (such as in-service assessment ,pre-service assessment

courses, workshops,etc.) affect teachers’ use of formative assessment strategies(80.95%).
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Figure 4.7. The challenges of the implementation of formative assessment

In the same way,16 (76.19%) of the respondents agreed that time constraint is an
indispensable element of conducting formative assessment effectively. The majority of teachers
20 (195.23%) showed that large class size with a large number of students can heavily hinder the
full utilization of formative assessment which in turn affects discussions and interactions in the
classroom. The results indicated that teachers’ negative attitudes, beliefs, and perceptions on
formative assessment are possible factors that affect the integration of formative assessment
practice in their daily instruction with a percentage of (90.47%). Moreover, most
teachers18(85.71%), stated that lack of instructional resources(such as computers, textbooks,

language lab, instruments, etc.) can play an impeding factor in assessing students formatively.
4.2.1.7. Teachers’ Questionnaire Interpretation

At this juncture of the chapter, it can be stated that the analysis and interpretation of the
data gathered through various research instruments enabled the researcher to test the validity of
the hypotheses set at the beginning of the present study. The initial question in this case study
sought to figure out the current practices of formative assessment in their daily classrooms. As it
is previously cited, the teachers’ questionnaire was used as the most important tool to highlight
their views, perspectives and attitudes about formative assessment use and its impact. This
questionnaire enabled the investigator to get valid information about the situation of the target

population. Through the use of this instrument, the teachers’ practices, assessment and learning
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and teacher professional development can be figured out. The researcher could also get an idea
about the main reasons behind teachers lack of teacher knowledge of formative assessment. In
other words, the present situation analysis revealed a number of areas in which the teachers differ

from each other in terms of experience, practices and procedures.

The first section of teachers’ questionnaire sought to delve into teachers’ perspectives
about the purpose of formative assessment in their classrooms. The majority of the participants
expressed their views about the potential that formative assessment has on teaching and learning.
The results revealed that formative assessment practices improves students motivation that could
move students’ learning forward by providing effective and continuous feedback. The findings
from the questionnaire revealed that teachers and students were aware of the purpose of formative
assessment and can increase the likelihood of understanding formative assessment in higher
education context and may benefit teachers who implement formative assessment practices,

through continuous and regular professional development.

The findings from this present study on the purpose of formative assessment mirrors the
findings of previous research of Black and Wiliam (1998), in which three primary purposes of
assessment were identified. Black and Wiliam (1998) highlighted that one purpose of assessment
is to promote teaching and learning. The learning process needs feedback since the students'
learning and progress are central formative assessment indicators. Formative assessment enables
teachers to identify the present status of students' knowledge and competencies; make appropriate
modifications in instruction to make success attainable; create appropriate lessons plans,
activities, and peering; and provide feedback to students about their progress to assist them in
reaching their academic goals. As the literature has reported, providing feedback is a skill requiring
teachers to understand the impact of how the feedback is being delivered to and received by the
student. If students do not understand the feedback, the understanding of how to act on it fails
(Sadler, 2010). In addition, students might see the grade as a signal that the learning is over.
Formative assessments, however, lay a platform for an open exchange between teacher and student

that supports students to move to the next level of their learning.

The second section of the questionnaire with the aim of detecting teachers views about the
relationship between formative assessment and student learning. The most interesting results from

teachers’ questionnaire revealed that formative assessment encompasses all activities that improve
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students learning. Accordingly, it is the responsive element of adjusting lesson plans, instruction
to give the students multiple avenues to develop deeper understanding and to address student
learning needs. Additionally the findings demonstrated that teachers perceived that the variety of
assessment strategies are beneficial and effective but differentiation in instruction is lacking in our
classrooms. Furthermore, all participants confirmed that they believe that students can argue,
evaluate and synthesize information for problem solving which make them close the gap between
their current level and intended goal to achieve. This finding from the questionnaires was
important because it directly relates to the research question on formative assessment. The findings
from the questionnaire indicated that more than half of the teachers agreed that student-focused
assessment is most beneficial through positive feedback, rubrics, peer-feedback, and self-
assessment. All the respondents agreed that different instructional strategies are important for
addressing various learning styles of students, and perceived that assessment has an impact on

students.

Formative assessment may help teachers to access the learning needs of their students and
to ascertain whether a student requires additional or alternative learning material, how much time
is allocated to complete an activity, what segment of the material needs to be re-taught to a
particular student or which student should advance in lesson. The finding from this study is
supported by key research. Fook and Sidhu (2011) in their research on assessment preferences and
practices in Higher Education stated that formative assessment had a reasonable positive impact
on learning if embedded as part of the teaching and learning process. Furthermore, it provides
feedback that will motivate a student to learn, enhance learning as well as student self-esteem. As
noted by these researchers, the integration of learning and teaching should be at the heart of
assessment, and the learners should be actively engaged to the assessment process as well as the

progress of learning for better results (Craddock & Mathias, 2009).

Regarding the teacher’s instructional practices, the participants also strongly agreed with
the idea that feedback is a crucial part of formative assessment which help the teacher to modify
and adjust the program to meet the students’ needs accordingly. In this section, teachers’ opinions
related to the integration of formative assessment that guide lesson design, selecting and
differentiating teaching strategies are positive. More than two thirds of the teachers in the current
study also agreed with the idea that formative assessment immensely empower teachers to adjust

their current instructional practices and renew their teaching methods. The results in this study
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revealed that the majority of the teachers agreed to the group dynamics and the techniques like
whole class teaching, teacher guided discussion, use of group work and pairing(collaborative
work) which provide the students with opportunities to be active players in their learning process.
The final finding is that teachers are not always using effective formative assessment strategies
during instruction. Teachers and students typically answer three questions when using
assessments formatively: “Where am I going?” “Where am I now?” and “How can I close the
gap?” Teachers must understand the purpose of assessment in order to implement it correctly
in their classrooms. The findings from formative assessment assist teachers to adequately modify
their instructional strategies, and pair students with appropriate learning material and environment.
Additionally, the finding from the present study appears to assist and solidify the requirement for
frequent professional development regarding assessment. Formative assessments therefore
represent a pedagogical shift toward viewing assessment as an engrained and driving factor for
instruction and learning, rather than an end product of instruction or a “peripheral component of
pedagogy” (Black, 2015, p. 163). It is important to note, however, that formative assessments can

be summative, and vice versa.

From the teachers' perspectives, it can be said that the teacher professional development in
formative assessment is lacking and in most cases absent. From the data above most of teachers
face difficulties in implementing formative assessment in their classroom which cause them to be
reluctant and avoid these practices. As for the teachers, nearly all of them agreed to the need for
teacher professional development related to assessment practice to enhance teacher knowledge
which in turn benefits student learning and achievement. The findings supports the idea of teachers
generating fruitful classroom discussions, probing thought-provoking questions that guarantee
their lessons more interesting and enjoyable for the students. Furthermore the analysis of this part
of this questionnaire related to respondents attitudes towards engaging in initiatives to meet in
collaboratively and academically so as to discuss how to integrate formative assessment practices
classroom in their daily practices. The potential of formative assessment is evident in several
research reviews which has raised the interest internationally to invest in reform initiatives to
develop the use of formative assessment. However, implementation of formative assessment is not
straightforward and there is a lack of knowledge about how to design appropriate professional
development. Likewise, Heritage (2007) remarked in her summation of teachers' formative

assessment practices, "Assessment is often viewed as something in competition with teaching,
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rather than as an integral part of teaching and learning” (p. 140). These views reported in
Heritage's study concur with what Levin and He (2008) which proposes that pre-service
teachers would benefit from additional training and practice to formatively, and perhaps to
summatively, assess their students’ knowledge. Therefore, it can be deduced that findings are
congruent with the literature is in a which points “to opportunities to make assessment, learning,
and teaching more technologically sophisticated, more critical and empowering, more

collaborative and reflective” (Hargreaves et al., 2002, p. 92).

Based on the findings of our study ,teachers’ knowledge is the main factor in the successful
implementation of formative assessment practices. Many teachers were not able to use formative
assessment because they lack knowledge, skill and competence to implement it effectively. For
teachers to develop and improve these practices they need to be given opportunities to do so.
According to Black & Wiliam (1998b) and OECD (2005), teachers need to be provided with

professional development opportunities focused on formative assessment.

The success or failure of implementing formative assessment may largely depend on
teachers’ professionalism and knowledge, as they might have no or very little previous experience
and knowledge in using formative assessment. Interestingly, the prerequisites of implementing
formative assessment identified teachers and their professionalism as the main factor that may
hinder the effectiveness of assessment for learning. Moreover, lack of professional knowledge on
formative assessment does not allow teachers to effectively create learning situations and elicit

students’ thinking

Most importantly, teachers play a significant role in implementing formative assessment.
Their professional readiness and knowledge, experience and skills are seen to be of a great
importance for using formative assessment effectively. To put it more simply, being unprepared
teachers are not able to achieve positive results that formative assessment can offer. Therefore,
policymakers should ensure teachers’ professional preparedness and support in the process of

classroom assessment.

Furthermore, teachers play a pivotal role and active change agents in implementing any
new practice in their daily instruction. Due to teachers little prior experience and full understanding
on how to implement formative assessment successfully, therefore the reluctance or failure in

adopting formative assessment may be heavily dependent on teachers’ experience and teacher
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qualification. Therefore, teachers’ professional knowledge ,preparation and experience are
deemed to be of major significance for utilizing formative assessment effectively. Simply said,
unprepared or inexperienced teachers are unable to attain the beneficial outcomes that formative
assessment may provide. Therefore , policy makers should guarantee that teachers are

professionally trained and supported through the process of classroom assessment.

Despite teacher competency, the teacher practice of formative assessment strategies was
proven to be consistent, irregular and constrained by various contextual challenges(Mark &
Lee,2014).Unless teachers are capable of conducting formative assessment activities and tasks
skillfully for different students and different circumstances, there will be insufficient mastery of

the teaching and learning outcomes.

Teacher beliefs, attitudes and perceptions roadblock teaching and learning represent
another challenge for implementing formative assessment in their classrooms. These beliefs
considered as a roadblock in the teachers’ path toward achieving students’ outcomes. What makes
the situation worse and hard to change is that these beliefs are fossilized in their cultural beliefs,
which have been handed down from generation to another. Therefore, changing teachers’ beliefs
is as demanding as changing students’ learning which is an arduous task. This idea is supported
by the argument of Heitink et al. (2015) “Teachers' beliefs, attitudes, perspectives and philosophy
about teaching and learning influence the quality of formative assessment implementation”(p.56).

It is, thus, no surprise that teachers’ attitudes and beliefs towards any new reform or change
in practice is faced by reluctance and resistance. Indeed, formative assessment requires practical
transformation of one’s pedagogy and teaching style, therefore one of the most important criteria
for implementing formative assessment successfully should be teachers’ willingness to change.
All in all, teachers’ perceptions and attitudes towards any reform can impact the achievement of
goals and plans set by leaders. Therefore, teachers should be clearly aware of the purpose and
features of formative assessment in order to shape their own philosophy and understanding for its

further effective implementation.

A professional development program not only builds teachers ability to practice formative
assessment, but also gradually changes their deep-rooted and long-held beliefs of teaching and
learning methods which previously impeded teachers’ practices and proved to be obsolete. The

majority of teachers commented on teacher professional development in assessment area for the
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reason that pedagogical expertise and competence is of major importance towards a student-
centred assessment and progress in learning. Therefore, to understand students needs and address
challenges by asking thought provoking questions that stimulate critical thinking ,interpreting their

responses accordingly to use it for the next steps in learning.

Large class size interfere with teachers’ efforts to integrate any new, creative and
innovative practices in their instruction. As formative assessment focuses on improving individual
student learning based on relevant feedback from different students’ needs. A larger number of
students per classroom would make it more challenging for the teacher to implement formative
assessment properly. Teachers need to spend more time and attention in order to provide timely
and constructive feedback. It is stressful and impractical for teachers within the limited time frame
time. In a nutshell, time consuming nature and the additional workload are the ones of advantages
of formative assessment practice. Some teachers believe that the large number of students does
not allow teachers to implement formative assessment effectively in their classrooms, because due
to time constraint and the busy agenda, teachers can not cover or approach all the students with
their mixed abilities or multileveled ones(high-achievers medium and low-achievers).These
factors concurs with what Carless et al.(2006) states that according to the type of class or the
teachers’ teaching experiences for instance, large class, found it difficult to give detailed feedback
to every student or to engage students in group discussions. This challenge was combined with a
lack of time which also hindered teachers practices. Research has found that lack of time means
students do not have time to act on feedback, reducing its effectiveness on student learning. The

problems of time and teacher workload could be overcome partly by the use of group assessment.

Indeed, feedback represents one of the cornerstones of formative assessment upon which
it operates effectively and leads to enhancement and progress in pupils’ outcomes. Gipps
(1994,p.129) highlights this fact by stating that feedback “contributes directly to progress in
learning through formative assessment”. Additionally, the feedback that pupils received during
the intervention helped them widely and wisely in overcoming their difficulties in text
comprehension since it was based on error correction and guiding comments. Such type of
feedback is believed to be the most effective one mainly for low achievers as Boston (2002,p.1)
puts it: “the most helpful type of feedback on tests and homework provides specific comments
about errors and specific suggestions for improvement and encourages students to focus their

attention thoughtfully on the task rather than on simply getting the right answer”. Feedback that
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formative assessment offers is meant to reshape students’ understanding of the different areas
and realign their acquired competences in a correct manner. Accordingly, the role that
feedback plays in the process of formative assessment is crucial, in the present study for
instance formative assessment allowed the researcher to know the different problems pupils
encountered when dealing with a text, this in turn helped her to offer appropriate feedback related
to these problems, and the pupils also felt free to ask about the ambiguous points which they were
unable to understand during the lesson, and also to interact freely with the teacher (researcher), in
this vein of thought, Cizek states (2010,p.15): “the focus of formative assessment is on obtaining
fine-grained information about student strengths and weaknesses in a non-evaluative context”.
Accordingly, formative assessment allowed pupils to communicate their problems in text
comprehension, and this step was good for their self-monitoring and self-evaluation skills.
Therefore, the researcher came to assert that the data gleaned by means of the intervention,
the post-intervention questionnaire, and the posttest confirm the third hypothesis which stipulates
that formative assessment highlights learners’ difficulties in text comprehension and this helps
the teacher to assist his pupils to overcome their problems through intensive feedback, and the

learners to monitor their progress.

Put briefly, the present study ultimately aimed at checking the process of implementing
formative assessment in EFL classrooms at the university context with English language students
at the university of El-oued. From the results we obtained, the practice of formative assessment
strategies is nearly absent in teachers’ daily instruction. However, the majority of teachers are
familiar with concept of formative assessment and its constructs but find it hard to integrate in
their classroom due to many reasons such as: teachers assessment literacy ; therefore, there is

resistance to change and reluctance to change old routines and practices.

From observations and questionnaires results, it is widely observed that teachers need
support and guidance in changing and growing professionally in the area of assessment .
Accordingly, a continuous professional development for teachers is needed to keep abreast with
rapidly changing world in all aspects and education is no exception. Undoubtedly, teachers
professional development is an indispensable element in improving teachers’ practices and can

not be denied or turn our back to it .
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4.2.2. Students’ Questionnaire Results

It seems significant to begin reporting results of the informant before introducing the
analysis related to the aim of this thesis. By taking into account the learners exposure to teachers
instructions and practices which related to classroom dynamics of learning like interaction,
feedback , questioning and delivering tasks which enable the researcher to analyse their
questionnaire. Therefore, the results should respect the scope of the learners’ profiles that will be

represented later.
4.2.2.1. Part One: Biographical Information

The biographical questionnaire enables us to see that the population is made of 75
informants among whom (18 ) are females and (57) males most of them seemed to be in their early
twenties if compared to the total number. The following table and pie chart display close details

of the participants’ questionnaires.

H Male

B Female

Figure 4.8. Students’ gender

4.2.2.2. Part Two: Formative Assessment and Student Learning
This first section of the questionnaire sought to identify students’ perceptions of the
impact of formative assessment on their learning such as : positive feedback and motivation to

foster students learning. The responses to the questions are summarised in the bar-graphs below,

of which some consist of a maximum of 10 responses.
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In item (1), evidence from this table clearly shows that the 80.95% of respondents who
opted for the efficacy of formative assessment in fostering student learning with an additional
amount(4 )19.04 %supporting this statement. The following item investigated whether Formative
assessment has a positive impact on student learning or not; where the results come this way: the
high percentagel5(71.44%) strongly agree and another 5(23.80%) agree. In contrast, only
1(4.76%) disagree to this statement. Item (3) indicates students need to receive positive feedback
in order to progress in their learning. The results shows that 14(66.66%) strongly say so while
6(28.57%)just agree to the statement.Only1(4.76%) said disagree. The figures and percentages
show that nearly 90 % agree that teachers and students should share an understanding of
assessment goals. Whereas 2(9.52% ) say disagree to the statement.

As can be seen from this table, 80,95% of respondents strongly state that the variety
of assessment methods should be used frequently as a differentiation strategy which enhances
students performance.Only1(4.76%) stated disagree to the statement. In item (5) ,14 (66.66%)
out of a total of 21 respondents indicated that formative assessment extensively raises students’

motivation. Additionally,7(33.33%) stated agree to the statement.
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Figure 4.9. Formative assessment and student learning

In item (6), the majority of respondents, i.e. 80,95% showed their total support to the
statement saying that formative assessment promotes metacognitive skills like critical thinking

and judgment skills, and another amount of 3(14.28%) agree to the statement. Whereas only
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1(4.76%) expresses their disagreement. The responses to the item (7) displayed in the table below
indicates how Formative assessment scaffold students’ progress and enable them to achieve their
goals: the respondents responses favour this strategy by fully supporting it. In the last item(9)which
states that self-assessment develops students autonomy; the majority of the respondents indicated
a high rate of the answers with a percentage 71(94,66%) with a 2,66% agree to the statement. In

contrast only 2 2,66% favour to disagree.
4.2.2.3. Part Three: Formative Assessment and Teachers’ Practices

In the first item , we are investigating whether teachers using Teacher-student discussions
in the classroom to activate and foster learning. Most of the responses indicated their full approval
to the statement 62(82,66%) agree and 13(17,33%)strongly agree. Evidence from item(2) clearly
shows that the 73(97,33%) of respondents expressed strong agreement in favour of teachers using

feedback to promote students’ learning with a supplemental 2(2,66%) agree to the statement.

The following item(3), investigates error analysis and correction strategy as an effective
feedback for teachers and students alike. while 93,33% of them showed that it was effective
technique ; only 2,66% of respondents showed that disagree to the statement. Item (4)
discusses teachers’ awareness about necessity of having creative strategies of checking for
understanding . The figure amounts to 66 (88%)strongly agree and 9 (12%) just agree to the

statement.

In Item(5) illustrates the role that Formative Assessment in allowing teachers to identify
gaps in student learning and to adapt teaching accordingly; only 8(10.66%) agree and high
percentage 67 (89.33%) fully support this item. Item (6) in the table shows that teachers should
share success criteria and learning goals with students in an aim to reach their course objectives.

The results come as follows: 6(8%) agree and 69(92%) say strongly agree to the statement.

In item (7) percentage reflects different views of the respondents ; we find 10(13,33%) for
those who strongly agree that teacher use different strategies for delivering their instruction such
as one-to-one, small group, and large group. With an additional percentage of 11(14,66%) agree
to the statement. Conversely, results indicate opposite views with a percentage of
29(38,66%)disagree and 25(33,33%) strongly disagree. Item(8) states how teachers generate
classroom discussions, questions, and tasks to gather and use information from classroom

assessments to improve student learning. The above table again shows that 69(92% ) of
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respondents mentioned that they strongly agree with added value of 4(5,33% )agree to the
statement. On the other side, the results come opposite 2(2,66%) disagreement.

m Strongly Disagree
M Disagree
Agree
H Strongly Agree
4 5 6 7 8 9 10

Figure 4.10. Formative assessment and teachers’ practices
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Item (8) investigates teachers ability how to assess student learning well. 17 respondents
with a percentage of (22,66%) agree to this statement. In addition to this number, another 8
(10,66%) strongly agree. The rest (i.e. 50 or 66,66%) of the population had the opportunity to
object supporting the statement. In the last item, respondents views on teachers’ teaching
strategies: higher order questioning techniques; use of problem solving techniques are less used in
our real classrooms as the percentages shown in the table below. The results come varied as
follows: 39(52%) disagree, 16(21,33%) strongly disagree ,11(14,66% ) agree, 9(12% ) strongly

agree.
4.2.2.4. Students’ Questionnaire Interpretation

The majority of the participants expressed their views about the potential that formative
assessment has on teaching and learning. The results revealed that formative assessment practices
improves students motivation that could move students’ learning forward by providing effective
and continuous feedback. This results concurs with the study of Hattie and Timperley (2007) by
stating that teachers give and use feedback (student to student, student to teacher and teacher to
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student).Students receiving feedback about their learning with advice on what they can do to
improve. These findings also suggest that feedback helps students clarify the goals of learning,
their progress toward learning goals. This could indicate that good feedback enables students to
move their own learning forward. Additionally, results from students’ questionnaire revealed that
feedback as a way (1) to engage student in the learning process, and (2) to transform
him/her to an active learner who assumes responsibility, reflects, collaborates and
communicate, then it seems that self-regulated learning is a process aligned with opportunities for
effective feedback provision, which both together construct another framework for feedback.
Black and Wiliam(1998) and Crooks(2001) asserted that feedback would enhance and facilitate
learning therefore the feedback message should aim to be clear and in descriptive terms that engage

the receiver to think and engage with content.

The findings from the questionnaire revealed that teachers and students were aware of the
purpose of formative assessment and can increase the likelihood of understanding formative
assessment in higher education context. The learning process needs feedback since the students’
learning and progress are central formative assessment indicators. Formative assessment enables
teachers to identify the present status of students’ knowledge and competencies; make appropriate
modifications in instruction to make success attainable; create appropriate lessons plans,
activities, and peering; and provide feedback to students about their progress to assist them in
reaching their academic goals. Formative assessments, however, lay a platform for an open
exchange between teacher and student that supports students to move to the next level of their
learning. Formative assessment literature indicates that feedback is an important part of the
formative assessment process. Brookhart (2008) indicated that students are often appreciative of
feedback that tells them what they are doing well, where they should be, and some tips for
improvement, referred to as the “tried-and-true” method of feedback. Students in this study
indicated that they prefer to receive different types of feedback whether orally, or in written format
,or both.

The most interesting results from teachers’ questionnaire revealed that formative
assessment encompasses all activities that improve students learning. Accordingly, it is the
responsive element of adjusting lesson plans, instruction to give the students multiple avenues to
develop deeper understanding and to address student learning needs. The most interesting results

from students’ questionnaire revealed that the effective teachers’ instructional practices enable
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them to identify gaps in their students’ understanding. These gaps or misconceptions in individual
understanding, to inform the cycle of teaching and feedback in the classroom. The latter in turn
plays a “formative” role — allowing teachers to identify gaps in student learning and to adapt

teaching appropriately.

It is interesting to note that the finding from the questionnaire indicated that more than
half of the students agreed that student-focused assessment is most beneficial through positive
feedback, rubrics, peer-feedback, and self-assessment. This was also evidenced by several
students’ responses that different instructional strategies are important for addressing various
learning styles of students, and perceived that assessment has an impact on students. Results from
students’ questionnaire clearly indicate that self-assessment helps in developing students’
autonomy . Research by Brown and Knight(1994) supported the idea that self-assessment
enhances self-regulation-taking responsibility for one’s own learning-taking risks, making
mistakes. Formative assessment is to help students develop their own “learning to learn”

skills. Students have ongoing opportunities to assume new roles and learn new approaches.

From the students’ opinions, clearly indicated that formative assessment may help teachers
to access the learning needs of their students and to ascertain whether a student requires additional
or alternative learning material, how much time is allocated to complete an activity, what segment
of the material needs to be re-taught to a particular student or which student should advance in
lesson. As discussed earlier , students’ perceptions stated that formative assessment had a
reasonable positive impact on learning if embedded as part of the teaching and learning process.
Furthermore, it provides feedback that will motivate a student to learn, enhance learning as well
as student self-esteem. As noted by these researchers, the integration of learning and teaching
should be at the heart of assessment, and the learners should be actively engaged to the assessment

process as well as the progress of learning for better results.

To further investigate and understand teachers’ practices and attitudes about formative
assessment; when involving students, teachers valued student engagement especially when
students took the ownership for their learning and when students could create their understanding
of lesson goals. Teachers would need to purposefully plan this type of classroom activity to give
students more autonomy and ownership of their learning. The students take the advantage as they

are becoming independent learners to go next where they are going in their learning. In
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implementing formative assessment strategies where students set learning goals, share learning
intentions and success criteria, and evaluate their learning through dialogue and self and peer
assessment. they develop a ‘better understanding of the learning goals and engage more
actively with criteria and standards. This active involvement/engagement is achieved by
drafting criteria, engaging with peer feedback/assessment and the development of self-

evaluation skills as factors that contribute to the learning environment.

It is statistically indicated that the teacher-student relationship is an important piece of
authentic formative assessment process. These findings support what Black and Wiliam(1998)
conducted : without the development of the relationship between the teacher and student, there is
often limited growth in student learning and understanding how to learn. Put it differently,
students’ growth and development through formative assessment process only happens when
teachers take time to build relationships through the process. From teachers’ perspective, when
specifically discussing with students what they were learning, students began to interact with their
teacher and open the channels of dialogue about more issues related to their struggles and
misconceptions and the teacher’s role is to correct, modify, refute or agree with them. Such
collaboration and orientation was not only meaningful, but also helped create a further healthy
learning partnership between the student and the teacher. These interactions showed that students
were learning how to judge their own learning : what they were learning well and what they
thought have not learned yet. As a result , this process empowers students to be self-reflective
learners who monitor and evaluate their own progress as they develop the capacity to be self-

directed learners.
4.3. Classroom Observation

In the first observation, | visited the Written Expression Module Teacher(25/09/2019
time:08:00-09:30 Level: 2" year)The teacher wrote the modules title on the board and started a
friendly greetings with her students by saying hello: how are you today and the students replied
:fine, thanks teacher. The teacher asked them to make a review what did they have last time and
the students responded to her question (Descriptive text) and the teacher asked to do homework.
The students shared responses with their teachers and he oriented, directed and corrected the
students misconceptions. In this phase the teacher made sure that students understand the overall

objectives of the session which is implicitly stated by the teacher and clearly posted each activity
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objectives.

Teacher provide the students with a sentence to practice. Actually, they already have the
text with them at home for more practice (But the half-eaten burrito, lying dried and unappetizing
on the bedside table across the room, contributes a bit of aroma, as does the glass of curdled, sour

milk sitting on the sunny windowsill). The teacher started to work on this sentence with students.

The teacher asked what about the sentence; so the students replied its long, complex
sentence, dependent and independent clauses. Teacher asks the students: how do you recognize
that? Students replied (finite verb/coordinating/subordinate/conjunctions such as: as ,but).The
teacher give wait time for students to answer but it is very short. Both the students and their teacher
started to underline every single word in the sentences as a sentences analysis(modifiers,

hyphenated adjectives, post modifiers, adverb of place, time, manner, phrase, adjective).

In this phase of the session the teachers made efforts to monitor students learning on an
ongoing basis(i.e., minute-to-minute & day-to-day).The teacher provide students with variety of
opportunities and methods(e.g.,verbal, written) to respond to questions. Practically, the teacher
uses effective questioning strategies(e.g., adequate wait time, open —ended questions to elicit

evidence of learning.the teacher tries to elicit both factual/procedural and conceptual knowledge).

In this part of the lesson, teacher provided meaningful feedback (i.e., information with
which a learner can confirm, add to, overwrite, tune , or restructure understanding ) immediately
following formal and / or informal evaluation of student progress. The teacher provide accurate
feedback that assists learning. The teacher also provide feedback in reference to a criterion-based

standard, avoiding feedback based on comparison to other students.

It seems that this session as practical or workshop session(TD session) where the teacher
explain interact and cooperate with her students. The learners were pursuing, following and
practicing. the teacher finished the task then asked the students of they had any questions or
queries. The teachers thoroughly reviewed the last activity of the lesson and its components. The
teacher asked the students to move to another phase of the lesson by telling to turn the page to
practice the second text on next page( the teacher distribute handy printouts to the students).He
gave five minutes to read the second text and think of the questions to find out answers.(example:
what is the purpose of the writer? There is one odd sentence in the text ,find it out? Justify your

answer).After the time devoted for the activity finished, the teacher allow the students to
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participate and answer. Teacher’s role here was to give more explanation, four or five students
intervened and gave their tries and teacher sends and receives feedback. Actually, the teacher
through questions and answer did efforts to construct knowledge, modify information and adjust

conceptions.

In the last part of the session, the teacher gave the students a homework to turn in next
time. There still thirty (30) minutes, the teacher gave them a hands-on-activity: by rewriting the
text and describing their room in their house). Teacher provide suggestions, advice, instructions
and to let them think critically.in this phase each student is provided with one sheet of paper to
write his essay individually; there was no collaboration or peer monitoring just some side
discussions with each other. The teacher didn’t encourage or establish a foundation for fruitful
discussions, learning tasks questions. What is observed in this part, there was no peer activities to
help ongoing assessment of student learning or to deepen their understanding of common errors

or mistakes.

In the second observation I intend to attend grammar session(Level 1 st year Time: 08:00-
09:30 Date: 14/11/2019) .Before the observation after | arranged a day and time to go observe the
Grammar teacher, she asked me if we could meet a few minutes before the class to give me a brief
overview about the class. We discussed class size and level. The teacher wrote the date and the title
of the lesson, he then greeted them with good morning students and they replied back: “Good
Morning, Teacher”. The teacher started by saying: Today we are going to study an important

lesson which is the present simple tense. The wrote three sentences on the board:

Every morning, | get up at six o'clock.
Every day we go to school at eight o'clock.

I have lunch at one o'clock.

The teacher asked the students about these sentences and both agreed that these sentences
are daily routines. Students will recognize most of these verbs. The teacher models some questions
for the students as well. At this point, the teacher started to introduce the Interrogative form by

stating these questions and their answers.

When do you have lunch? - I have lunch at twelve-thirty.
When do you come to school? - | come to school at eight o'clock.

Where do you live? - I live in Algeria.
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The teacher didn’t make certain that students understand the learning intention for the class
and he didn’t share success criteria with his students. Concerning the monitoring process, the
teacher didn’t generate classroom discussion, questions to facilitate learning on ongoing basis. He
stood behind his desk and he is not moving around to check students misunderstandings. From the
observation ,the interaction between both the teacher and students is too rare and the students
show less mastery of the content being presented and the teacher didn’t address potential
misunderstandings. Initially, the teacher didn’t give students a variety of opportunities and
methods such as verbal, written to respond to students’ questions. Through observation, it seemed
that the teacher didn’t use effective questioning strategies like giving wait time for students to
think and answer or posing open-ended questions. The teacher hasn’t effective strategies to elicit

evidence from students’ learning.

Teachers’ feedback was absent to guide, orient and provide students with information with
which the student can confirm, add to, and adjust his learning after formal and informal evaluations
of student progress. Actually, the teacher showed no accurate, supportive feedback that scaffolds
students’ learning. As a matter of fact, the teacher give some explanations about the present simple
tense, its uses, and how to produce sentences to express our daily routines, habits and some

planning using this tense.
4.3.2. Discussion of the Observation

The descriptive results of the reported teacher use of formative practices shows that
observed teachers in this study make limited use of aspects of formative assessment practices,
especially those related to using assessment to guide further instruction, diagnose student
weaknesses, and give constructive feedback that contains suggestions to students for advancing

toward their progress.

Most importantly, teachers appear to give less attention to the use of formative assessment
practices to guide instruction and learning, not simply use information to gauge current student
understanding. is still a lot of work to be done to improve. Formative assessment practices and
class averages of student levels of motivation that shows a relationship between formative
assessment and achievement as reported by Shepard(2000). When teachers reported using several
types of formative assessments practices, students were more likely to report higher levels of

motivation.
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Given the fact that the majority of teachers working in the current environment of high-
stakes testing, it is conceivable that teachers perceive formative assessment practices as time-
consuming or impractical. Informal discussions with teachers about use of formative assessment
reveal that they believe they cannot afford devoting instruction time to these practices because of
need to teach to standards and cover the content in tightly scheduled ways (Abrams, 2006).
However, previous research supports a link between the use of formative assessment and teacher
effectiveness. Future research may be needed to figure out why teachers are not adopting these
practices. As previously said, teachers may view formative assessment as unwieldy or ineffective.
However, other potential roadblocks to using formative assessment practices might arise.
Conflicts among value systems, belief systems and structures, agendas, and institutional values,
according to Black and Wiliams (1998), may be a significant barrier. It is also possible that
teachers are lacking in professional development. These barriers should be thoroughly

investigated.

Further research is needed be to evaluate outcomes and effects of integrating formative
assessment practices, including how to use data gathered from formative assessment to adjust
instruction for all students, motivate students appropriately , and to assign instructional
assignments to specific students. In an attempt to evaluate and observe teachers’ use of formative
assessment, an observational approach was taken. The observational instrument contained a total
of 20 items divided into five scales: Learning Targets, Monitoring, Feedback ,Self-assessment,

and peer-Assessment.

The primary purpose of the observation tool around the development of an instrument that
can answer the question whether formative assessment is observable in teacher daily instruction.
As the data demonstrate, certain specific aspects of formative were much more likely to be utilized
than were others.(such as monitoring of student learning and the effective use of questioning
strategies. Concerning the area of feedback, specifically asking whether the teacher provided

meaningful and accurate feedback. Least likely to be observed is self and peer assessment.

From examining the results of formative assessment use during sessions, it is evident that
moderate and low levels of formative assessment practices where distinguished.it should be clearly

noted that no consistently high levels of formative assessment were found.

Thus, an observational instrument is an appropriate vehicle for identifying the presence of
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formative assessment. Such an observational instrument can be utilized in viewing classroom
instruction to determine whether and to what degree formative assessment is present. As the
presence of formative assessment is more clearly identified, researchers of formative assessment
may be able to report with more clarity and reliability the impact formative assessment has on the
teachers’ instruction and students’ learning. Therefore, when formative assessment is
operationalized into specific components and when those components are deconstructed into

specific items, it appears that formative assessment can be observed.

In the first component Learning Targets: Clarifying Learning Intentions and Sharing
Criteria for Success, from the observation, it seemed the teachers did not make clear learning
intentions for the class so they did not make sure if the students grasp what the objectives of the
lesson are.in this phase teachers are supposed to tell the students what you hope they will learn
and why they are learning it. Both teachers did not address any challenges or misunderstandings

regarding the criteria for success.

In the second component Monitoring: Engineering Effective Classroom Discussions,
Questions, and Learning Tasks That Elicit Evidence of Learning ; most of the sequences or
segments of the observations, there is an inefficiency in teachers monitoring the students’ an
ongoing basis (i.e., minute-to-minute & day-to-day). It is clearly observed that teachers did not
use varied methods and opportunities (such as verbal, written, visual, etc.). The integration of
effective questioning strategies (e.g., adequate wait time, open-ended questions) to elicit evidence
of learning is hardly seen. The teachers tried hard to detect and ask the students and build on their
prior knowledge to figure out evidence from students of both factual/procedural knowledge and
of deeper conceptual knowledge.

Next component is Feedback: Providing Feedback That Moves Learners Forward.
Teachers feedback to students about their learning is present but the meaningful and quality
feedback (i.e., information with which a learner can confirm, add to, overwrite, tune, or restructure
understanding) immediately following formal and/or informal evaluations that assist of students’
progress is not seen. Both teachers use probing questions to diagnose the extent of the students'
learning and analyzing completed work to figure why a student has or has not achieved with
specific reference to their learning . According to the teachers experience which enable them to

describe specific areas that needed improvement and suggest alternative strategies for making that
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improvement. In some cases, the teachers write an evaluative note on student's work or provide
verbal feedback (like: that’s great , well-done, try again, etc.) Both teachers find it hard to make
informed and conscious decisions to suggest or offer alternatives for a better or different way of

doing something.

Self-Assessment: Activating Students as the Owners of Their Own Learning. In this stage
,teachers lacked competence and experience to give students opportunities to use self-directed
learning, such as the ability to accurately assess their own knowledge. Both teachers need the skill
to provide opportunities for students to assess their own and one another's work and give
feedback to one another. From the observed sessions, we can deduce that teachers make less
efforts to develop self-monitoring, planning and evaluation competencies in students (i.e., meta-
cognitive skills).in some ways, both teachers open the channel of dialogue with their students to
negotiate and suggest a way to improve some piece of work by providing time for students to
reflect and talk about their learning. It is clear that teachers try to encourage and help students to
review, understand and record their achievements and know what they need to do next to make
progress but these efforts did not yield remarkable results because it needs support from students
side. The observed teachers work hard to instill and develop students’ skills like setting up tasks
designed to enable students to work independently as autonomous learners and making decisions
related to their own improvement on the basis of ongoing assessment data (i.e., ownership of

learning).

Peer Assessment: Activating Students as Instructional Resources for One Another. In this
phase, teachers show less mastery of providing students with opportunities (e.g., discussions,
questions, learning tasks) to engage in peer-monitoring and evaluating others works. Both teachers
put the students on track and get students to collaborate in groups or pairs to do tasks and
activities to help students deepen their understanding of common errors and alternative strategies

in order to strengthen ongoing assessment of student learning.

Finally, the descriptive findings show that there is a lot of work to be done to improve
teachers’ use of formative assessment practices. It is hoped that a large proportion of teachers
would implement at least some of the formative strategies, such as providing personalized

feedback and evaluating student progress on a regular basis.
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4.4. My Intervention

Through this section I am trying to present two lectures using the five formative assessment

components (strategies). In this part, a description is displayed below:
4.4.1. Grammar Session: Reported Speech

Learning Targets: Clarifying Learning Intentions and Sharing Criteria for Success

| started my session by greeting my students and saying “How are you today, dear
students?” I hope you are very fine” they replied : Hi Teacher! Fine thanks, we are fine and you”
I replied: T ‘m OK”. Let’s Get started: Today’s Class we are going to discover new Grammar
important lesson which is Reported Speech. At the beginning of the lesson | stated my learning
goals, posted a model or schema for the students, explicitly stated what had been done and

told the students where they were going in the lesson.

Lesson Objectives: my students will be able to do
» Tense changes/pronouns/Time expressions
* Reporting verbs
* Reporting with Infinitives
» Reporting Statements / Questions/orders

Learning Intentions (Where am | going?) | Share it with Learners and Identify what my
learners will be learning. (We are learning to ...) and explain to them the reasons for learning (This
is because...). Learning Intenlons Learning intenlons may be stated in many ways. Students will
be able to ... We are learning to ... We are learning about ... Today we will be able to ... To know

that ... To understand and explain ... To be able to ... Or another way you prefer

Through learning intention, I put in my mind this question “Where am I going?” I intend
by this question to share what my students will be learning. Focusing on what my student is
learning as a statement to explicitly describe or explain what my students should know, understand
,can or be able to do or reach as a result of my instruction. Learning intentions can be knowledge
about a particular area, understanding ,analysis or mastering some transferable skills. In this phase
I immensely facilitate for my students the reason for learning (we are Learning to...) in a clearly
well-articulated student-friendly language using SMART goals technique which means: Specific,

Measurable, Attainable(achievable),... and Time-bound.

| show and teach my students these different forms of expressing my Learning Intentions
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or goals. For example: Today we are going to learn the passive voice in different tenses...My
students will be able to report sentences from direct to indirect speech... We are learning to fully
understand and explain the grammatical rules of swapping from direct to reported speech ... We
are learning about conjugating the verb to be with different tenses ... Today you will be able to

write a job interview questionnaire using the reported speech...

| introduce the WALT & WILT strategy to facilitate the objectives of the lesson to the
students. These are acronyms used by teachers to focus students’ attention on what they will learn
and how they will recognize when they are making progress. WALT stands for “We are learning
to...” this tells what skills you are going to learn. Second WILF for “What I’'m looking for...” this
tells what you need to concentrate on. Teachers use them in different ways to help them make sure
that students know what they are going to learn( the learning intention) and how they will

recognize progress( success criteria)

When | announce the learning intentions and communicate it with my students; they
become aware and have a clear picture what is their task to fulfill , they in turn demonstrate their
firm intention to learn and grasp new knowledge and declare it in a clearly-defined goal: “I can
learn , master ,acquire new rules about active and passive” Learning targets are an integral
component of the formative assessment process. Who set goals make plans to meet them and
monitor their progress, learn more and do better in school. These “learning to learn” skills enable
students to succeed in the world beyond school, enhancing “the ability to define goals, adjust

learning strategies, and to assess one’s own work and one’s peers’ work”(OECD, 2005).

Monitoring: Engineering Effective Classroom Discussions, Questions, and Learning Tasks that
Elicit Evidence of Learning

Teachers should know to plan and design kinds of tasks, activities, and questions that they
use with their students specifically to elicit the right kind of evidence of students’ learning (give

example)

| set the tone of the lesson by generating effective questions to effectively construct the
lesson and make a good pace of the activities. | asked them about the simple tenses and pronouns
, they in turn replied: “present, past and future”. Then I asked them about time expression they
already know ;they replied “today, now, tomorrow...”. I planned the questions to check for

understanding and to know what they already know as prior knowledge. Effective questioning
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techniques are powerful tools that teachers regularly use for a wide range of purposes. Through
these opening questions | made my students cognitively engaged in the active interaction and get
interested and curious to learn new things. Some warm-up questions entice students to think

deeply, discuss and express their opinions and share their ideas with their peers.

When interacting with my students | found some gaps in their repertoire of Grammar
especially these remarks provide me with timely and immediate feedback and to plan when to
intervene for error correction. My intentions behind asking these kind of questions are numerous
such as diagnosing or assessing background knowledge, measuring students’ progress during the

lesson, generate open discussion and check for their understanding.

For listening to students, | purposefully engineered discussions by asking a variety
of questions. | gave them some waiting time to proceed answers (for example | asked them about
some reporting verbs they responded with ‘say and tell’. I coupled that with interactions with my
students checking for their understanding , misconceptions and immediately addressing challenges
as they occurred. Effective teachers know how to carefully plan instruction to actively engage all
students to guarantee that they reach the objectives set for them beforehand and as evidence for

their performance and achievement.

For this part, | tried the KWL Chart or Technique. The KWL Chart allows or helps the
teacher to find out the students prior knowledge on particular subject or topic. K-W-L stands for
"Know" or what students already know, "Want to Know" ,means what students want to learn, and
"Learned" stands students learned during this lesson or unit. Teachers rely on these graphic
organizer charts to encourage students to use prior knowledge and personal curiosity while
researching a subject or a topic. From this knowledge the teacher is then able to gear their lesson
based on this information. This technique enables the teacher to find out what the students have

learned by the end of their lessons.

Through actions of students during instruction, correctness of responses, interact with the
teacher and one another and students initiate interactions. Student feedback and revisiting concepts
and student understanding of facts. How do | know when my students learn? When they receive
information, reiterate what was learned, respond to questions and explain what has been learned

,they can utilize knowledge and apply knowledge novel ways.

| listened very carefully to what my students are saying while they respond to my follow —
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up questions, made notes, asked a question on occasion and received feedback about what
my students were thinking; all of these invaluable resources became the source for planning

the next lesson and for understanding and responding to my students.

| believe that reflective practice is an effective tool that enables teachers to envisage next
steps in their instruction and help adjust their activities accordingly. So, | started reflective and
critical thinking by opening discussions where students find themselves expressing their wonders
and queries about the lesson and I asked them about what went well and what didn’t. I encouraged
them to share their ideas and if there were any challenges to overcome or misconceptions needed

clarifications.

Feedback : Providing Feedback that Moves Learning Forward

In this phase the role of teacher is to work with his students to provide them the information
they need to better understand problems and address challenges and look for solutions. | give
students quality of students work-comments on how to improve and sometimes address
misconceptions and engage them in interactive discussions to move forward and progress in their
learning and most importantly make them thinking and reflect through thought provoking
questions and tell students what they have not achieved.

The crucial requirement of feedback is that it should force the student to engage cognitively
in the work. Such feedback could be given orally, in written forms, formal and informal ways as

in this example:

Teacher: Any idea don’t you understand?
Student: I just don’t get it.
Teacher: Well, let’s first do some examples together with different tenses then you have to do some
practice to consolidate your knowledge.

The teacher asked them if they can find out what it is the answers , and I’ll come back in a
few minutes to check their answers and provide them with remarks like :( good ,carry on, not

enough, do more, well done, great job ,have you understood? , is it clear ?and so on).

Written feedback can support students in finding errors for themselves: | provide them with
five sentences have wrong tenses and their role to spot the mistake and fix them. The teacher

should heavily align with defined goals (including learning intentions and success criteria) and
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on learning tasks or activities in order to track a student’s progress towards achieving goals. The
information gathered through these activities provides the basis for feedback to a student. The
teacher tries very hard to look for creative teaching strategies to bridge the gap of students’
knowledge or any weaknesses he may see. | offer supporting feedback to my students to know
what is assigned to them and how to improve their performance. It is also enables a teacher to see
how teaching practice can be improved, and which teaching and learning strategies are more likely

to be effective.

Peer Assessment: Activating Students as Instructional Resources for One Another

In this phase my great task is to share the responsibility of learning with my students so
they can review each other’s works where the teacher can play the role of an observer to support
the struggling students. | asked my students about their feedback about the activities they reflected

upon with their peers to help me in in my intervention.

Through the process of peer assessment, students evaluate their peers’ work and have their
work evaluated by peers and exchanging feedback on their own and their peers' work. . When |
check my students works | found that students work collaboratively with their peers by sharing

understanding and cooperation besides reflecting on their own works.

In Practice: | started with a new adapted technique | called it Q and A flashcards. I divided
the class into four Groups and each group has a name with different colour : Green ,red, blue and
yellow. Students wrote out the Reported Speech rules in the coloured poster and stuck them on the
wall so in need they return to them. | distributed the cards on the groups and assigned them the
task to do. Each card is labeled with a letter(A.B.C.D) and has two sides : Front and Back which
include five(5) sentences to report and answers in the back( so the answers of group B in card A
and vice versa and the answers of C in card D and Vice Versa). | blow the whistle of the start as a

competition.
Self-Assessment: Activating Students as the Owners of Their Own Learning

In this phase , self-assessment is considered as a process in which students reflect on and
monitor their learning using clearly explicated criteria for success and peer-assessment as a process
in which students analyze each others’ work using guidelines or rubrics and provide descriptive

feedback that supports continued improvement.

My role as a teacher is to facilitate this process for students and train them to self-assess
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to understand the main purpose of their learning and to refocus on learning and improving learning
reinforced the need for students to be able to understand the target of learning and to self-assess
their progress or mastery of that goal or target. Likewise, peer assessment requires from the
student to undertake an honest and self-critical reflection on his or her own work.
Students’ role is getting engaged and learn how to identify the assessment criteria in their work
and judge how it measures against the criteria.

4.4.2. Grammar Session: Active/Passive Voice

Learning Targets: Clarifying Learning Intentions and Sharing Criteria for Success

| told them what we are going to do during that day. But before we did a brief revision
about last lesson to engage the students in the session. At the beginning of the lesson | stated
my goals, posted a model or schema for the students, explicitly stated what had been done
and told the students where they were going in the lesson.(in Today’s lesson you are going to
learn the Active and Passive Voice ,its uses and how to transform from active to passive and vice
versa. By the end of the session you will be able to differentiate active and passive sentences.
Students can correctly put the sentences in the right voice. practically, students will be able to
conjugate the verb “to be” with all tenses to swap sentences and know many past participles of

irregular verbs by memorization .

The following learning targets and intentions are stated below:
Lesson Objectives:

After the lesson, students will be able to:

-Students will be able to distinguish between passive and active voice.

-They will be able to rewrite passive sentences as active and vice versa through participating in an

interactive presentation creative activities

-Teacher provides a review of some basic facets of grammar (object, subject, verb). In that regard,

the lesson is a review, a new concept, and a preparation for what they’ll learn next.
- complete sentences in the passive voice using the correct form of the verb.
- Demonstrate and rewrite sentences in the active voice to the passive voice in all tenses.

- Tell when the agent should be included and when it could be omitted in the passive voice;

176



Chapter Four Data Analysis and Interpretation

- Students produce and create an article for a scientific magazine using the active/passive voice

appropriately.

Through learning intention, I put in my mind this question “Where am I going?”’ I intend
by this question to share what my students will be learning. Focusing on what my student is
learning as a statement to explicitly describe or explain what my students should know, understand
,can or be able to do or reach as a result of my instruction. Learning intentions can be knowledge
about a particular area, understanding ,analysis or mastering some transferable skills. In this phase
I immensely facilitate for my students the reason for learning (we are Learning to...) in a clearly
well-articulated student-friendly language using SMART goals technique which means: Specific,

Measurable, Attainable(achievable),... and Time-bound.

| show and teach my students these different forms of expressing my Learning Intentions
or goals. For example: Today we are going to learn the passive voice in different tenses...My
students will be able to transform sentences from active to passive voice... We are learning to fully
understand and explain the grammatical rules of swapping from active to passive voice ... We are
learning about conjugating the verb to be with different tenses ... Today you will be able to write
a magazine article about a scientific phenomenon like global warming or earthquakes using the

passive voice...

Monitoring: Engineering Effective Classroom Discussions, Questions, and Learning Tasks that
Elicit Evidence of Learning

Questioning is acommon strategy that | used to stimulate student thinking and to understand
students’ current level. | used open questions to learn about the students’” responses to illustrate
knowledge in the lesson. I sometimes used closed questions, followed by the question of “why?”
to help her students delve deeper into their opinions. I also used questions to encourage more ideas
and to receive feedback, such as “Do you have any ideas about this topic? Do you want to add
more ideas? Are there any other ideas about this?”. Precisely, | asked them about the components
of the simple sentence , they in turn replied: “subject + verb + object”. Then I asked them about
past participle of some verbs they quickly say it correctly but in some irregular verbs they found
a difficulty in putting them in correct manner. Later | write a simple sentence on the board and
asked them to sort out which type is it; ‘Active or passive’ I planned the questions to check for

understanding and to know what they already know as prior knowledge. Effective questioning
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techniques are powerful tools that teachers regularly use for a wide range of purposes. Further,
questions that were given and answered by peers helped students to develop their own self-

assessment skills.

My attitude about using questioning as one of his most common techniques, because it is
“an effective way to develop students’ thinking skills and to assess students’ current
understanding”. Through these opening questions | made my students cognitively engaged in the
active interaction and get interested and curious to learn new things. Some warm-up questions
entice students to think deeply, discuss and express their opinions and share their ideas with their
peers. When interacting with my students | found some gaps in their repertoire of Grammar
especially irregular verbs for not knowing some of them and don’t know how to put the verbs in
the past participle( for example they put Setted for Set and Winned for Win...) these remarks
provide me with timely and immediate feedback and to plan when to intervene for error correction.
My intentions behind asking these kind of questions are numerous such as diagnosing or assessing
background knowledge, measuring students’ progress during the lesson, generate open discussion

and check for their understanding.

| planned the questions to check for understanding and to know what they already know as
prior knowledge. Effective questioning techniques are powerful tools that teachers regularly use
for a wide range of purposes. For giving and receiving feedback on teaching, | used a variety of
question types to optimize questioning in the support of learning including problem-raising and
‘wh-questions’. My intention to employ questioning in instruction because it serves as a powerful
tool to assess student learning and recognize learning difficulties. | used questioning to engage
students’ participation; to develop students’ thinking; and to help students learn pedagogical skills.
In my lesson | valued learner’s agency, and guided the students to find answers for themselves
and to develop independent learning skills. The major purpose was to check if students had a deep
understanding of the topic. Once they are independent and critical thinkers, they can talk about

the lesson either briefly or in depth.

Most importantly, questions created opportunities for students to share their ideas as active
agents of the learning experiences . | asked: “What did you think or feel as learners(today’s topic)”?
In doing this, students learnt from each other through their own experiences. | am very careful in

choosing constructive feedback language. To help students recognize their own limitations, |
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commented: “Are you sure...?”, “Is that correct?”, “Why do you think so?” These questions

required students to reconsider their answers carefully.

When students set their own purposes for learning, they are more motivated and active as
learners. Each student has a different perspective or viewpoint for how they view the lesson.
Accessing a student's prior knowledge is the first step in integrating new concepts into their
existing knowledge. KWL charts help activate background knowledge and provide an opportunity

for students to set their own learning objectives.

Feedback: Providing Feedback that Moves Learning Forward

In this phase, my role in monitoring students’ learning and to provide them with
constructive feedback ,and students in turn can offer a feedback to their learning through questions,
or discussions. The kind of feedback can occur as a form of oral feedback and explanation on the
part of the teacher. In this session, working in groups is a good strategy for more learning
progression to happen. This kind of feedback can be into three essential elements: “feedback, feed
up, and feed forward”, which Hattie and Timperly (2007) have suggested as effective strategy. This
way of providing feedback seemed to create a safe climate in the classroom, and therefore
encouraged and supported learning of both the presenting group and their classmates.

My students found my feedback helpful to their work as I provide them with accurate
comments. When they responded well to my questions, | usually acknowledged this by saying : «
correct, exactly, exactly, right, good or excellent question to raise, good work, well-
done,...ctc.”. It encouraged my students to actively engage and take part in their learning.
Students feel confident and happy when they receive warn and sincere praise so felt stimulated to
study more diligently. | received from them their weaknesses, challenges and faults through their
questions and mistakes and to figure out “what went well and what didn’t go well and what should
be done to reach target learning goals”. I encourage them to try second chance(try again, look for

another alternative, rethink...).

| tried to make the language of expressing feedback and comments softer so as to avoid
negative emotional consequences (like: you are wrong, you are totally mistaken... etc.). Therefore,
a careful selection of language in providing feedback is a key element in the success of delivering
a proper and beneficial feedback. I had to observe and take notes intensely during the students
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corrections, and answers (detailed, comprehensive, concise, precise and profound) to critique their
work accurately. | should recognize my strengths and to develop more and weaknesses to avoid

and also to suggest ways to improve.
Peer Assessment: Activating Students as Instructional Resources for One Another

| hold my teaching philosophy and value the importance of interaction as an effective
strategy to stimulate learning through making students more creatively and actively involved in
their learning. 1 also believe that ¢ students learn better with peers than with their teacher’. Put
differently, students can learn from not only the teacher , but also from their peers. | designed a
criteria sheet for peer observation. Students were required to rate each criterion(A: Good; B:
Satisfied; C: Unsatisfied). | assign them an activity(or task) Five (Active or passive sentences or
vice versa to change them in the correct form) and at the back of the cardboard(paper) is the answer
of the these five sentences . In the stage, teachers’ role is to pair the students in to four groups and
work as a competition. For each level, students were required to rate from 1 to 5, with 1 being the
least quality, and 5 the highest quality. Students could also add their comments for each criterion.
The teacher should provide the students with more clarification and explanation if needed or any
misunderstanding occurred (students don’t understand the purpose or the criteria of assessment).
The teacher should guide students in how to give peer feedback and what aspects of the work they
would focus on. The proposed structure of the criteria sheet needed to be explained in ;ore detail

at the outset of the activity.

Self-Assessment: Activating Students as the Owners of Their Own Learning

In this phase of the lesson, | gave them criteria sheet for correction to check their answers
according the prescribed criteria. 1 work to enable them to judge their work and reflect upon their
learning goals, sharing their attitudes and learning experiences with their teacher. | expected my
students to be “active agents” in their own learning. In this process, learners have to develop their
independent learning capacity. This capacity is developed when students know where they are,

what they want to achieve. This process creates internal motivation for students in their learning.

Once students have identified target verbs from the cards (s) they're exploring, divide
students into small groups to explore their answers. | Ask students to share their findings and use
the collected information to draw conclusions about when writers choose active voice and when

they use passive voice. After | am satisfied that students have had enough time to explore their
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findings, gather as a group and ask students to share their conclusions. | utlised some strategies to
develop students’ self-assessment. | incorporated questioning and feedback which students
acknowledged as helpful strategies for self-assessment. Further, |1 focused on checking for
students’ understanding: Once the lesson is complete, ask students to explore the rules in pieces
of writing, checking for active and passive voice. - Ask them to revise as necessary, based on
whether the verbs are appropriate for the particular sentence. Students may work during their in-

class writing time or complete the revisions as homework.
4.5. Discussion of the Main Results

Accordingly, this study has been conducted with the aim of checking the impact of
formative assessment practices on the Algerian university context; the focal aim was to check if
the teachers of English language using formative assessment practices in their daily classrooms.
Additionally, the researcher set a number of sub-goals for the study including: whether the
English language teachers are well trained a have the sound knowledge and formative assessment
literacy to implement FA effectively and if teachers need professional development and training
in this area . Second, the researcher also attempted to extract teachers’ challenges and difficulties
that encounter them in properly integrating these practices regarding text comprehension.
Accordingly, a set of research instruments were employed in order to crosscheck data and to ensure

valid results.

Descriptive statistical analysis identifies the percentages and frequencies to answer the
questions in the questionnaire. It is important to note that it was not expected that Formative
assessment is widely used to higher degree in our classroom. From the observations conducted,
some formative assessment practices are distinguished but in moderate and low levels. According
to presented data in this study it seems that self-assessment and peer- assessment is rarely seen in
the actual work of the observed teachers. This is supported by literature review which indicated
that not all teachers, including novice teachers, receive formal training in formative assessment
strategies therefore feeling not prepared to assess student learning (Campbell & Evan,2000;
Guskey, 2003; Mertler, 2004). While education has changed dramatically over the years, there

are practices that have been proven to reach the highest levels of student academic achievement.

Formative assessment is altogether different in that it, “gives teachers information that they

can use to inform their teaching and improve student learning while it is in progress and while the
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outcome of the race can still be influenced” (Greenstein, 2010, p. 2). It has become increasingly
clear that formative assessment practices positively improves student learning. Regarding the
quantitative data received from the students’ questionnaire proves that formative assessment
promotes and enhances students’ achievement. Formative assessment is the main source of the
feedback. This is supported by Wiliam and Thompson (2007) who reported that timely and
descriptive feedback is aligned to the intended learning it has a greater impact on student

achievement.

Respondents also indicated that feedback to students was another finding that enhanced the
learning process in the classroom. Decidedly, formative assessment literature indicates that
feedback is an important part of the formative assessment process (Brookhart, 2008; Popham,
2008). Feedback helps students clarify the goals of learning, their progress towards learning goals.
Good feedback enables students to move their learning forward where teachers and students
develop a shared vision and deep understandings of learning intentions and success criteria.
Interestingly, students learn more when they receive feedback about particular qualities of their

work ,along with advice on what they can do to improve.

Feedback as a way to engage student in the learning process, and to transform him/her to
an active learner who assumes responsibility, reflects, collaborates and communicate, then it
seems that self-regulated learning is a process aligned with opportunities for effective feedback
provision. Arguably, Brookhart (2008) indicated that students appreciate the essence of feedback
that detects if they are doing well, where they are going next, and some tips for improvement,

referred to as the “tried-and true” method of feedback.

Teacher-student relationship is an indispensable asset in the learning process. More
importantly, to cultivate this relationship , teachers should feel free to value it in a healthy
atmosphere. This relationship is created and developed by mutual interaction and fruitful
discussions. Through constructive dialogue and guided participation , students show the sense of
ownership and feel they have a voice and a choice to make in their learning as active players.
This partnership enable students to negotiate the next steps in their learning so they are making
gains towards their goals. These interactions signaled that students learned how to judge their
learning and make them understand learning targets and the success criteria that transferred by the

teacher. This further indicates that student-teacher relationship is an important piece of an
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authentic formative assessment. These findings support what Black and Wiliam (1998) contended
that student improvement through formative assessment occurs when teachers strive hard to build

strong relationships through the process.

The self-assessment is a process where the students take action and be responsible to judge
him/herself . Put it differently, the student engage and learns how to identify the assessment
criteria in their work and judge how it measures against the criteria. This is supported by what
Fallows and Chandramohan (2001) believe that self-assessment requires a student to “undertake
an honest and self-reflection and critical judgment on his own work” (p.232). Admittedly, teachers
and students go hand in hand and confirmed that self-assessment process helps in developing
student autonomy and self-regulation. Teachers facilitate students ability and encourage them to
assume greater responsibility to manage and generate the current progress. In this spectrum, self-
assessment might be regarded as the process for reviewing the quality of ones work following
indicators and pre-defined criteria. Additionally , in this process the student get the opportunity
to take risks, make mistakes and learn from them to build knowledge of themselves as self-directed
and independent learners. In this perspective, self-assessment can activate students ‘thinking and
fully engage them as real agents of their learning by setting goals and track them “from goal

setters to goal getters .

Peer assessment is a valuable opportunity for students to give each other important
feedback which enables them to present and communicate their work by discussing, explaining
and defending before their colleagues. These findings is supported by Topping (2010) who argued
that peers can serve as a reliable source of feedback within the classroom. In this research both
teachers and students indicated that peers feedback was effective part of the formative assessment
process Student start to interact with their pees about their learning activities; they correct,
modify, judge, refute or agree with each other and draw conclusions and sometimes reach a
consensus and give concrete evidence about their viewpoints. In this process , a peer within the
same class assesses another peer’s work or assignment by providing a comment or judgmental

feedback according to assessment criteria planned beforehand.

Assessing their peers’ efforts encouraged a climate of equality and mutuality where the
students can compare and reflect on their own works and scaffolding each other to develop a better

and deep understanding of the learning goals. Hence, peer assessment is likely to increase the
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students’ responsibility, to support the development of collaborative and communication skills,
and also to enhance critical thinking skills. As previously discussed, Ballantyne, Hughes,
&Mylonas (2002), reported, students in their study gained valuable insights into their work
which guided them to "make a realistic assessment of their own abilities providing

them with valuable skills to use in the future™ (p. 435).

By using a variety of strategies, instead of relying on one: checking for understanding:
incorporating peer tutoring, cooperative groups, and scaffolding also via questioning techniques
such as think-pair-share which help in involving students to develop higher order thinking skills
(Frey& Fisher,2007). Moreover, cooperative groups and scaffolding were used within the
classroom both increased student achievement by allowing students to develop into independent
learners (Kagan, 1994)

The formative assessment process includes providing students with clear learning targets,
clarifying criteria for success, providing examples of strong and weak performance, providing
descriptive feedback that moves learners forward, and activating students as owners of their own
learning by teaching them to self- assess and set learning goals (Chappuis, 2005; Wiliam, 2009).
Black and Wiliam(1998b) suggested three key factors to maximize gains in student achievement:
(@) accuracy of classroom assessment, (b) descriptive (not judgmental) feedback, and (c) student
involvement in the assessment process. With the understanding that teacher evaluation will in part

be based on the attainment of standards or academic growth.

The self-assessment process is effective in developing and improving learning for the
most of the students. This concurs with (Brown & Knight; 1994;and Black & Wiliam 1998b),
who suggested that self-assessment was only useful when the assessment criteria was
explained and understood. Student ability to self-assess their understanding of learning targets
can play a critical role in the teacher’s ability to assure that students understand those targets.
Student ability to monitor their progress towards those targets can play a critical role in the
teacher’s efforts to monitor student progress. Student interactions regarding their understanding of
learning targets and one another’s learning progress can be profoundly beneficial in the teacher’s
effort to provide clearly understood learning targets and to monitor student learning. Additionally,
peer assessment can provide a method for teachers to provide feedback to students by involving

students in the process.
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Students were encouraged to ask for further oral clarification if required which
was a useful option for students who had difficulty in understanding how to effectively
apply the comments. Several students took this opportunity and discussed the feedback
meaning with other students and myself, which resulted in improved work. Black & Wiliam
(1998a) and Crooks (2001) said good feedback would enhance and facilitate learning therefore
the feedback message should aim to be clear and in descriptive terms that encourage the

receiver to think and engage with content.

Over the course of this study, it has become increasingly clear that formative assessment
positively impacts student learning and enhances teachers’ instructional practices. Regarding the
quantitative data, both teachers’ and students’ responses agree that the use formative assessment
techniques in the teaching of students benefits both partners. In addition, due to teachers’
insufficient knowledge of assessment area, teachers’ need to professional development as a
requirement to improve their instructional practices. In relation to the qualitative data, it is clearly
evident that formative assessment techniques is nearly absent in teachers’ instruction as reported

from classroom observations.

These results come to support (to the side) of the first hypothesis which supposed that
formative assessment is less implemented in the teachers’ daily instruction due to lack of enough
mastery of these practices. Hence, one may say that the results obtained from this study confirm
the third research hypothesis which has supposed that teachers would be reluctant or would
hesitate in adopting and implementing formative assessment strategies, as they need to acquire
more competency and skills. Therefore, English language teachers at El-oued University need
professional development in the knowledge of assessment area.

Concerning the second hypothesis, teachers’ and students’ questionnaires revealed that
teachers are well aware of the concept of formative assessment and understand some of its
strategies. This finding is again in line with literature cited in this study, in which the teachers
reported positive attitudes, highlighting specifically the educational benefits of formative
assessment purpose and its role in improving students’ learning and adapting teachers’ instruction
at first place. Besides, the role they can play in motivating students, increasing participation, and

focusing students’ attention.

Regarding the third hypothesis, the teachers’ questionnaire results and the observation
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results showed that lack of formative assessment practiced in their daily instruction is
approximately absent. For this reason, university English language teachers of El-oued need
professional development in the knowledge of assessment area. This question sought ,however, to
confirm the fact that in-service and pre-service training is essential in providing the teachers with

the right assessment skills for their career or profession to reach 21st century standards.

Accordingly, the aforementioned data gathering tools allowed the researcher to confirm
the fourth hypothesis which stipulates that the major challenges that encounter teacher and hinder
them to implement formative assessment properly due to teachers lack of knowledge and
resistance to change coupled with reluctance to change their old beliefs and attitudes. Finally, the
correlation between the results obtained through teachers’ and students’ questionnaires and
classroom observations led the researcher to confirm the fifth hypothesis which suggest that
professional development is needed as a means for improving teachers’ formative assessment

practices.
4.6. Concluding Comments

This study entailed an in-depth investigation into the integration of formative assessment
practices into English language classrooms at the university and looking for continuing teachers
professional development to better Improve these practices and their pedagogical knowledge in
assessment. Through this study, | have learned a great deal about formative assessment and | am
already incorporating what | learned in my own classroom teaching practice. It seemed so simple
and obvious to incorporate formative assessments into English language classrooms. But in
practice is challenging and a daunting task to most teachers. In this process, with formative
assessment in that it places value on how a teacher views her/his role and responsibility for
student learning via beliefs and practices. Creating a learning environment that is sensitive
and responsive to student learning needs and one that allows responsible ownership for their
own learning will be a classroom environment where formative assessment is effectively used
as an instructional tool to strengthen student critical thinking skills and achievement. It is clearly
obvious that results of this study may prove helpful for enhancing teachers' abilities to effectively
implement formative assessment in the complex environments of the classroom, thereby

strengthening student understanding.

Conducting this research within the English language classrooms provided the researcher
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with a suitable setting to explore the design of different forms formative assessment, and elucidate
how this can support continuing teachers to develop relevant professional in assessment
competencies and skills. This mixed methods case study design allowed the researcher to richly
illustrate the practice and design of ongoing authentic activities and formative assessment
processes that could be utilized to enable teachers to adopt these practices and adapt them to suit
students’ learning to move beyond to achieve and reach their objectives to improve and gain more
attainable outcomes and to increase the quality assurance for teachers in higher education. Indeed,
it is in this way that formative assessment is likely to promote meaningful learning and ongoing
assessment in teachers’ daily instruction in ways that also meet the goals and needs of English
language learners. The findings from this study visualize the complexity of this practice, and
thus why such developments would require major changes in most teachers’ practice and

significant support in professional development initiatives.
4.7. Conclusion

The present chapter was dedicated mainly to analyze, discuss and interpret the data
gathered by different means: students’ questionnaire, teachers’ questionnaire and classroom
observations. The researcher analyzed the data qualitatively and quantitatively and then the main
findings were discussed in relation to the research hypotheses. Formative assessment is chiefly
less implemented except informal assessment practices from time to time. Practically teachers and
students genuinely engage with each other through formative assessment strategies and tools such
as questioning, discussion, problem-solving, case studies, one-to-one interactions, quizzes, and
presentations. Findings were reported and interpreted in this chapter by the researcher. The
researcher attempted to answer the key research question using data generated through
questionnaires’ analysis, and observations. Data have been analysed through answering the main
five research question as previously stated in the introduction. Based on the main findings of this
chapter, it could be possible to draw conclusions, as well as propose some hopefully beneficial
recommendations. Thus, the following chapter is devoted to some suggestions and
recommendations to cope with teachers’ needs about professional development at assessment

knowledge.
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5.1. Introduction

Throughout the previous chapters, we have highlighted the importance of formative
assessment, and drawn attention to its contribution to the educational arenas. We have linked
formative assessment to teacher professional development in language learning. In this chapter
the researcher seeks to offer suggestions and recommendations for effective implementation of
formative assessment in the Algerian classroom, in addition to a framework for teacher training.
Thus, the essence of this concluding chapter is to provide pedagogical implications relevant to
the core of the work and the data obtained. The chapter is purposefully divided into four main

sections: formative assessment, professional development, and further pedagogical implications.
5.2. Theoretical contributions

Findings from this work heavily contribute to the extensive body of research on the
effectiveness of formative assessment. Theoretically, researchers (Dunn & Mulvenon, 2009;
Torrance, 2012) have highlighted that in some Western school classes, formative assessment has
been found to be less effective. Despite sociocultural challenges, some formative assessment
strategies, such as involving students in teaching plan discussions, questioning, using teacher
feedback, and peer assessment, were found to have a positive impact on students' learning at the
level of higher education. This has shown that assessment can help students' learning when
learning intentions are artistically expressed and assessment activities involve students in

providing and accepting input from teachers, colleagues, and themselves (Duncan,2007).

Furthermore, Carless (2011) highlights that there is a paucity of data on formative
assessment use in non-Western nations. As a result, the findings of this study have the ability to
provide both theoretical and practical proof of how assessment can be used to support learning in
higher education context. These insights are important for developing the theoretical
underpinnings of formative assessment in higher education contexts and for the field of

educational assessment in Algeria.

According to Carless (2011) when he demonstrated that, “formative assessment has to take
various forms in different contexts” (p.2). It also showed the need to adapt Western theoretical
methods and realistic formative assessment strategies and techniques to local contexts. As what
have been demonstrated in the three lecturers in this study, it is clear to some degree, that they

adopted and adapted some certain aspects and characteristics of formative assessment practices
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such as sharing learning intentions, and success criteria with high expectations of student
achievement, appreciation of students’ responses and reactions, thoughtful provision of fruitful
feedback and building strong and trustworthy relationships and rapport with students by

interaction and educational discussions.

These findings show that formative assessment is an important method for promoting
learning when it is tailored to the local context (Garrison, &Ehringhaus, 2007). While further
research is needed to confirm the adaptations' worldwide efficacy, the results of this study offer
important insights into how formative assessment can be effectively implemented in Algerian

higher education context.

This research has made important methodological advances in addition to leading to
formative assessment theory in higher education in Algerian contexts. The aim of a case study
approach, according to Guskey (2005), is not to generalize information since results are limited
within a specific and unique context. As a result, the findings of this study cannot be generalisable
to other educational contexts. This research, on the other hand, looked at how formative
assessment has been adapted in non-Western higher education. Researchers or lecturers in similar

contexts may apply the results to their own environments or settings.

The influence of an teacher is expressed by their guidance, which has a significant effect
on students' learning and opportunities for agency over their progress and growth. Furthermore,
while sociocultural scholars view peers as a learning aid, peers' equivalent status tended to
minimize their effect on individual learning. In contrast to peer feedback, students in Western
higher education settings immensely respected their instructor’s feedback and were more likely to

use it to enhance their learning.

Ideally, in higher education in Algeria, the teachers potentially share empathy and
sympathy when incorporating formative assessment strategies in their classrooms. Therefore,
students deeply engaged in negotiating testing strategies with their instructor and discussing
adjustments which in turn led to many subsequent learning opportunities. Thus, the students’
participation indicated that they liked studying in this class experience because the teacher allowed
them some sense of freedom to be independent and autonomous. This gave them strength, as result,

intensely motivated them to study more.
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5.3. Implication for this Study

The findings of this study have optimal implications for concurrent research into other
related topics in the field of education and assessment. The examples displayed here address the
teachers’ reflections on their own practice, appropriate and relevant teacher professional

development, educational assessment, and emerging research into formative assessment.
5.3.1. Teacher Reflecting on Their Practices

The teachers in this study discussed how they critically reflected on their instruction, and
their assessment methods, as well as how they thought on what they used in their classes based on

the skills and knowledge they developed from their experiences and daily instructional practices.

These teachers have thoroughly explored how they shared their practices with others and
how their understanding of assessment in general influenced their instruction. These participants
have already developed professional networks; support training programs in institutions are
required to promote this type of professional development for all teachers in order to speed up
teacher reflection on their practice (Lieberman, 1995; Lieberman & McLaughlin, 1992; Nelson &
Eddy, 2008). Teachers' perceptions of their effectiveness and mastery of formative assessment
strategies can be improved through continuous reflective practice that is endorsed

organizationally, such as by professional learning communities (Kennedy & Smith, 2013).
5.3.2. Appropriate and Relevant Professional Development

Teachers greatly engage in extensive professional development, including summer
workshops, on-site training, and frequent check-ins with staff. This professional development and
continuous support could help the participants to learn about and exchange effective assessment
practices to add their instructional repertoire.

Teachers' successful use and implementation of questioning, formal discussions, and
feedback as assessment techniques are aided by formal instruction and a common language to
address their teaching. Furthermore, these practices facilitated the participants skills to continue
their reflection on their teaching. As research has highlighted that potential professional
development has a positive impact on teachers’ use of FA practices (Smith, 2011; Yin, Olson,

Olson, Slovin, & Brandon, 2015).
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5.3.3. Relevance to Accountability Movements

Teacher assessments, which are also focused in large part on student achievement, may
often be linked to teacher assessment practices , teachers’ efficacy and agency (Popham, 2013).

The latter two factors are further explored below:
5.3.3.1. Teacher Efficacy

The experienced teachers in this study displayed a good sense of efficacy, as shown by
their ability to justify how and when they choose and the decisions they take about their
implementation of assessment practices. Teachers who have a greater sense of self-efficacy are
more likely to be more open to diverse instructional innovations (Guskey,2005) and, when
collaborating closely together, can positively impact an institution’s entire culture (Kennedy &
Smith, 2013). Most importantly, some components that originated from this analysis are included
in meta-analyses of classroom-level variables that have the greatest impact on teaching
effectiveness, including lesson planning and scaffolding, teaching modeling, and knowledge
application (Heitink, Van der Kleij, Veldkamp, Schildkamp, & Kippers, 2015), as well as teacher
expectations, classroom climate, the questioning level used (i.e., higher-order or lower-order), and
feedback (Black, &Wiliam, 1998a). Further studies into teachers' use of formative assessment
strategies will also help researchers better understand the variables that influence teacher
effectiveness.

5.3.3.2. Teacher Agency

In the age of accountability and corresponding school reform, teachers’ professional
identity is often measured according to external definitions and factors of student progress and
achievement (Day, 2002). Within these environments, teachers and their professional agency, or
“the power to act, to affect matters, to make decisions and choices, and take stances” (p.2) can
have a significant effect. An ongoing fostering of teachers’ agency in their job, can be used as a
signal or a way in which teachers’ motivation, efficacy, and commitment (Day, 2002) can be

promoted by other institutions and programmes.

This section examines the concept of agency and the connections between teacher agency
and teacher learning. Loughran (2007), has argued that without agency, teacher learning becomes
reduced to the absorption of facts and knowledge. Indeed, Coffman (2015), has argued that teacher

educators are tasked with the responsibility of building agency within This is a broad view of
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agency however, Pyhalto, Pietarinen and Soini (2015) define agency regarding teacher learning as
engaging in professional development and “a capacity that prepares the way for the intentional
and responsible management of new learning, at both an individual level and community level”
(p. 813). They also state, that as an active professional agent, a teacher sees themselves as an active
learner who is able to act intentionally, make decisions, and thoroughly reflect on the impact of
their own actions. both teacher candidates and serving teachers to “have the knowledge, skills, and
ability to not only improve student learning but to also critically reflect and advocate for teaching

and learning issues and policies” (p.323).

Broadly speaking teacher agency can be defined as the actions teachers take in response to
an event. However, Priestly, Edwards, Priestly and Miller (2012), referred to agency “not as a
quality of the actors themselves ... how humans are able to be reflexive and creative, acting
counter to societal constraints, but also how individuals are enabled and constrained by their social

and material environments (p.14).

Even though agency is a complex phenomenon, there are clearly defined influences but is
it notable that studies appear to focus on identifying, theorising, defining agency and agentic
characteristics. Little is written about how to develop agency within teachers and if there is a

connection between teacher learning and developing agency.
5.4. Implication for Educational Research Field of Formative Assessment

Moreover, studying the effect from professional development program on teachers’
classroom practice as well as on student achievement, made it possible to empirically link the FA
used in the classroom to increased student learning. To be able to link in-service training to impact
on classroom practice and student achievement. Such studies need to provide detailed analysis and
descriptions of what FA is used in the classroom practice as well as clear descriptions of the

support provided in the professional development programme(Schneider & Randel, 2010).

Few studies have directly addressed the issue of understanding the processes involved in
changing teaching practice (Timperley et al., 2007). The expectancy-value theory functioned well
to explain why the teachers participating in the professional development program made
changes in their classroom practices, and therefore can be advantageous to use in similar

interventions studies.

In summary, by building on previous empirical and theoretical research, it has been
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possible to meet some important requests from the research field and hopefully the generated
knowledge can be used to build upon.

5.5. High-Quality ELL Instruction for Formative Assessment

According to what we know about successful ELL teaching, formative assessment plays a
critical role, particularly in the age of accountability, where teachers must guarantee that students
are on track for in-depth learning. Formative assessment could be much more crucial for ELL
students' successful instruction it is. ELL students are more likely than non-ELL students to
experience misconceptions when studying classroom activities learned in English because they

are learning content, academic knowledge, and language skills simultaneously (Abell, 2007).

Frequent formative assessment of ELL students provides valuable input into their language
and material development, helping teachers to offer the appropriate style and level of support as
students develop their ability as autonomous learners. Since ELL students' English language
proficiency is evolving, a teacher cannot accurately anticipate which facets of new material each
ELL student would grasp, therefore the teacher must focus on ongoing assessment to adjust any

possible instructional changes (Andrade, &Boulay, 2003).
5.5.1. Formative Assessment Tailored to ELL Students Needs

What we learned about ELL students' large-scale assessments has varied implications for
ELL students' formative assessments. Teachers must consider the proof of understanding they are
attempting to evoke while planning formative assessment activities whether it is disciplinary
content, academic skills, or English proficiency. Teachers must not only be purposeful in targeting
capabilities to ensure that ELL students have access to formative assessment, but they must also
be attentive to the number of demands that their formative assessment questions and tasks can
make on students, as well as be familiar with the standard features of tasks that can lead students
to make mistakes. Finally, just as with large-scale assessment, teachers must be aware of formative
assessment's unexpected consequences, including the fact that poor formative assessment practice
will lead to poor instructional decisions.Interestingly, because teachers consistently interact with
and observe their students performing on teachable tasks daily, teachers can bring knowledge
about students’ language and academic competencies to bear upon their interpretation of students’

responses to formative assessment tasks.

As aresult, teachers will draw informed conclusions about student learning from formative
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assessments that they would not be able to draw from decontextualized summary scores from
large-scale assessments. Thus, if a student’s performance on formative assessments does not
appear to align with what the teacher thinks she or he knows about the student, then ,the teacher
is in a situation to ask questions or administer additional tasks of different types to obtain
complementary data. For these reasons, some scholars argue that traditional ideas of how to attain
assessment validity do not entirely extend to formative assessment (Brookhart, 2003).
Nonetheless, the core issues remain the same: Is any attempt been taken to ensure that only the
target structures are evaluated? Is it possible to justify inferences based on the information

gathered? Are the assessment practice's consequences suitable for students?

5.5.2.An Innovative Approach to Formative Assessment of ELL Students

We propose a specific approach to formative assessment of ELL students based on what
we know about formative assessment for students in general and what we know about appropriate
teaching and assessment of ELL students. This suggestion uses existing stages of the formative
assessment process: (1) articulation of the construct being learned and evaluated, including
learning goals and success criteria, (2) elicitation of evidence regarding students' learning, and (3)
analysis of this data for prospective teaching.

The reasoning model for this proposed formative evaluation procedure is depicted in Figure
1. It claims, in particular, that effective use of formative assessment contributes to real desirable
improvements in teachers’ instruction and students’ outcomes, such as improved teacher
understanding of the relationship between content and English language production in the sense
of instruction; expanded teacher awareness of students' success against learning goals; and
improved ELL student interest in learning and assessment. As a result, these desired improvements
potentially lead to improved student performance in academic content (including the acquisition
of academic language and literacy concepts) and an increasing in English language proficiency.

5.6. Pedagogical Issues in Formative Assessment

It could be clearly seen from the findings that variety of learning strategies were being
conducted to promote formative assessment in the context of teacher education at university level
. Formative assessment in this study examined its definitions, effective strategies and pedagogical
methods that help to move student learning forward. It was shown that formative assessment

implementation has something in common, but also retains some differences.
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However, the research indicated that there was not any formative assessment policy
released and applied in the Algerian university system. This policy is often embedded in the
curriculum of the courses or the units in the education systems. It is suggested to develop a

formative assessment policy in the university context.
5.6.1. Role of Lecturers

Assessment is closely associated with pedagogy because as it is part of the teaching
methodology (Black & Wiliam, 2018). Research findings have indicated that most assessment
techniques relate to teaching pedagogies, therefore, education policy-makers should consider
pedagogical practices as well. In that context, the role of the lecturer and student has been altered
to suit the teaching approach of student-centred. Lecturers are considered to be the mediator in the
implementation of formative assessment; they can support students’ progress by increasing the
focus of feedback (Carless, 2007).

In the first instance, teachers guide (scaffolds) knowledge. They should acquire
information on what students already know and what they are competent to do before tailoring
activities to build on it. Secondly, the role of teachers at the tertiary level is not only to transmit
knowledge, but to accommodate it. Teachers need to possess the skills to support and facilitate
student learning because the lecturer’s position is ‘at the elbow of the students’. Thirdly, the
teacher’s role is to improve student learning by providing quality feedback and developing student
skills. It is often believed by students that their lecturers are experienced and expertise in the field,
which is why their constructive feedback will have a positive effect on their learning (Wanner
& Palmer,2018). Finally, research results are also used to emphasise giving a voice to students as
their practitioners in implementing class activities and formative assessment. Because the learner-
centred approach should be present and applied in the classroom, it was the students who
mastered the learning process, ensuring their voice to be heard all the time during their learning

journey.
5.6.2. Role of Students

Especially for students in teacher education who will become teachers in the future, it
became important for them to recognise the crucial role of students when designing class activities.
For admission into a university, students must pass a range of examinations; learning at the higher

education level is more challenging than the study required at the high school level. Students need
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to acknowledge their present position in learning, know what they want to achieve, and how to
fulfill their goal. Therefore, students must actively engage in the learning and assessment
processes, as well as have a thorough understanding of the required knowledge, skills and
assessment criteria. In order to achieve this, they need to be involved in designing and managing

assessments.

As Schaefer and Stevens (2016) indicated, if students were involved in the development
process of test items or the assessment rubric, they would be able to comprehend thoroughly what
was expected of them at the end of the course, and then they would be able to adjust their own
learning methods. Furthermore, students should be able to interpret the assessment information
and understand the feedback they receive.

For hundreds of years, assessment was predominantly conducted by teachers for students
who passively received the feedback represented by marks, grades or comments. It is now time for
active learners to become involved in teaching and learning. Learning from peers is sometimes
more important than learning from teachers, which explains why, apart from teacher assessment,
meaningful peer and student self-assessment have the potential to positively contribute to student
learning and achievement which in turn help them to become autonomous learners (Black et al.,
2004). See figure (5.1)

Teacher Peer Student Autonomous
assessment assessment self-assessment self-reflective,
and feedback and feedback and feedback analytical learner

Figure 5.1. Student reliance in assessment (Black et al., 2004).

The findings by Chambers, Whannell & Whannell (2014) when the research showed
students’ positive attitude toward the task and the feedback they received from peers; but it is also
specified that students’ understanding of the process of peer assessment should be improved.
Therefore, the research suggests instructing students on how to develop and use assessment
criteria, as well as how to provide assessment feedback concisely and constructively. Moreover,
students need to be encouraged and guided to provide quality feedback to their peers and for
themselves. They need to be trained by developing characteristics of quality feedback and shown

how to provide feedback correctly to respect the receiver’s self- esteem. Once mastering this skill,
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students could model their lecturer’s technique and develop their own skills in peer and self-

assessment to become independent learners.

As a matter of fact most of the students heavily relied on their teachers. One student
expressed that knowledge is important but not as important as presentation skills provided by pre-
service teachers. Students do not have the opportunity to show their performance through
presentation skills. These issues are dependent on the curriculum and assessment policy of each
university. This research recommends redesigning the curriculum in teacher development to fully

support students in demonstrating their ability to present.

Moreover, students could develop their skills through a challenging but friendly and
constructive learning environment. It was suggested that students participate in sociocultural and
international clubs, as well as learning activities so they can learn from their friends and practical
activities. Through this activity, students will become more active and independent in order to
realise their zone of proximal development with formal interactions with lecturers and peers.
Students should not take for granted the opportunity to learn more about their capabilities, where

they are situated, and how they could achieve their goals.

The most important aspect of this research is to focus on the role of students in active and
proactive learning. They must engage in their own learning in order to assure autonomy. Students
should be aware that formative assessment is targeted at supporting learning other than grades or
marks. They could seek assistance from teachers, or from the university administration
department. They could also seek help if they encounter any kind of difficulty during their learning,
such as assignments or examinations. In short, students should be given the opportunity to put
forward their perspective on performance. Their learning should be constantly encouraged by

engaging and involving students in all types of learning activities.
5.6.3. Difficulties in Implementing Formative Assessment

Formative assessment is unique, therefore, it requires special conditions to be implemented
effectively, especially when there are different requirements for various contexts of education. It
is not straightforward to implement formative assessment in the Algerian university context due
to changes being made in classroom practices, however, the most important aspect is barriers at
the macro and micro levels, particularly for teachers who are acquainted with tests at the end of

the course. It is standard for results from final examinations to be used for evaluating student
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learning, but the final exam only concentrates on testing low level competence (Yorke,2003).

The biggest challenge in implementing formative assessment is to involve students in self-
assessment and peer assessment, particularly when students try to avoid providing feedback and
marks for their peers. Wanner and Palmer (2018) mentioned the support of software technology
implementing assessment successfully is due to assessments becoming too time-consuming.
Findings from Clark, and Duggins, (2016) indicated that repeated unsatisfactory experiences
causes students to progressively disengage with feedback during their learning, especially
feedback provided long after their work or study. Sometimes students lack an understanding on
the feedback they receive, so they refuse any feedback; or sometimes they are unable to act on the
feedback if they do not receive help from the teacher.

The research findings combined with findings from the literature review indicate that
formative assessment is easily implemented in a classroom size of approximately 20 students.
However, for larger sized classes (over 40 students), teachers said they do not have sufficient time
to care for each student in one hour lecture and teachers’ workload. As a result, teaching methods
should be changed accordingly; peer assessment and self-assessment could be done under the form

of a group assessment. The key function is to provide students with feedback in a timely manner.

In educational terms, it is intended for the practice to be shifted gradually by allowing to
students to perceive the benefits of assessment and proactive learning when become actively
involved in teaching and the learning process. Some teachers may have misunderstood that
formative assessment requires additional work when in fact it is a matter of sharing duties and
responsibilities between the lecturer and student because it involves every student in educational
learning. This is the main reason why formative assessment benefits teachers and students more

than previously thought.
5.7. What is Next?

Formative assessment is an outstanding strategy for assisting ELL students with the
daunting task of mastering demanding academic material while still learning English. We have
concluded that formative assessment can be much more beneficial for the teaching and learning
of ELL students because the continuous process of gauging learning and adjusting curriculum is
vital to overcoming the challenges and misconceptions that ELL students encounter that can hinder

ELL students to achieve English language mastery and deep content understanding.
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However, even more empirical research on formative assessment is needed before we can
fully comprehend how to better assist ELL students in reaping the most benefits from this
promising approach. Without a question, a sufficient body of research directly linked to formative
assessment of ELL students would take a long time to develop.Regardless of how research efforts
may proceed, the implementation of formative assessment can be seen as a core method for
preparing students to achieve the intended outcomes. This, there is a great need for professional
development in how to use formative assessment effectively with students(Ballantyne,Hughes,
&Mylonas, 2002).

Arguably, high-quality and well-designed professional development is a critical
component of successful formative assessment delivery for ELL students. Many teachers would
need to expand their expertise and practices in order to help ELL language development and
achieve the desired objectives. Effective teacher professional development , like effective
education, provides strong expectations of destinations (long-term goals), begins with learners
where they are, tracks receptive developmental paths, and scaffolds the progress of training.
Throughout the procedure, professional development activities all aim to the same long-term
target, assist in achieving intermediate targets, and formatively assess where to go next. Effective
professional development needs substantial institutional support as well. A comprehensive
professional development strategy, in particular, necessitates integrated and supplementary

responsibilities at both the state and local levels(Marzano,2006).

Some components of this plan will support formative assessment strategies for all students;
others will be more tailored to the specific needs of ELL students. In both cases, teachers must
become familiar with the key principles of effective formative assessment described in this paper
and be given the opportunity to hone their skills in a supportive whole-school environment. Any
elements of this approach would complement all students' formative assessment practices, while
others will be more tailored to the needs of ELL students. In all scenarios, teachers must learn the
core concepts of successful formative assessment practices and provide teachers with this

opportunity to hone their skills in a supportive higher education context(Morrow,2003).

Several effective actions should be taken at the national level to help institutions' readiness

to participate in effective formative assessment for ELL students:

e Dissemination of reliable, research-based formative assessment techniques, as well as the
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circumstances under which they have been validated and shown to be accurate

e Sample formative assessment modules with standards-based assignments, scoring rubrics,
and primary instructional resources (e.g., teacher's guides) are being developed or adapted.

e Support for nationwide or local formative assessment communitiess (including online)
who are charged with collaboratively developing resources for school-based
implementation

e Webinars and training modules and workshops are being developed for use by local

coaches and teachers searching for real-time opportunities.

The following techniques will help teachers of ELL students with professional learning on

formative assessment at the local level:
5.7.1. Whole-University Focus

If only a few teachers in a university undergo professional development, the effect on
students would be minimal. According to what we know about whole-school transition, a core
community of staff working for the same goals, engaging in the same activities, using the same
language, and looking towards agreement would be best placed to successfully improve their ELL
students' English language skills. Both administrators and teachers must participate in professional
development as part of whole-university efforts. If principals, assistant principals, and department
heads have the same vision and practices for teaching and formative assessment, the school is

more likely to be competitive in judging and facilitating student performance(Graue,1993).
5.7. 2. Professional Development Portfolio

All actions proposed for teacher learning must lead in the same direction in order to
provide a cohesive, powerful professional development portfolio for a classroom. The creation
and execution of workshops representing various disciplines or classes, as well as workshops
unique to a specific grade or subject matter, should be driven by the same learning and teaching
philosophy. Proposed practices would be based on the same philosophy of language and how
language evolves. There should be ways for teachers to come together and explore their formative
assessment efforts in addition to seminars and workshops. Any of these resources can be provided
by Teacher Learning Communities, and others can be provided during shared training contact
hours(Lougrhan,2014).
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Coaching is another critical aspect, in which more experienced teachers follow colleagues
to their classrooms after reviewing teacher action plans, and professional discussions concentrate
on the implementation of learning experiences and formative assessment. In the collaborative

study of formative assessment, videos and transcripts are also very valuable resources.
5.7.3. Cohorts of Teachers

Grouping students and assigning a consistent cohort of teachers (covering English
Language Arts, English as a Second Language, English as a foreign language) to each two or three
classes of students is an instructional framework that is particularly effective in different
institutions and departments. In this sense, the teachers in each cohort share the same students,
facilitating the teachers’ abilities to focus both on individual student growth and on group

development(Marzano,2006).
5.7.4. District Support

The types of professional development strategies outlined above can and should be
supported by districts. When opposed to individual university sites, they are in a position to initiate
work across universities and can have a greater range of experience and expertise. For example,
districts can facilitate learning communities where teachers (or administrators) across institutions

with similar roles can address common formative evaluation delivery issues.

Despite empirically-based research contends the potential benefits of formative assessment
for positively improving student learning, formative assessment is not always a silver bullet, and
its effectiveness is dependent on a variety of factors, including professional development. Perhaps
the methodology and examples presented here will assist educators who choose to use formative
assessment to promote ELL students' access to accomplishment of rigorous expectations in the
classroom (Shepard,2005).

5.8. Implications for Educational Practice

Educational scholars and policy makers are consistently calling for research-based and
classroom experiences to better improve the process of teaching and learning. Undoubtedly,
formative assessment, has gained recognition for its potential to enhance students’ achievement
and promote teachers’ instructional practices. The research findings of this study indicates the

implications for improving the proper utilization of FA in Higher education contexts through
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powerful and high-quality professional development programmes (Shepard,2005).

For this purpose, institutions, teachers are invited to take place to benefit from the well-
designed and improved professional development programmes, where appropriate and on-going
support is provided to teachers. The theoretical underlying in this thesis can directly enrich the
programme designers with key concepts, scientific terms and models to make it ready and well-
presented in the hands of teachers to decipher the complex process of formative assessment. To
facilitate formative assessment professional development, a practical framework should be
established to support teachers and offer them guidance about their daily instructional practices
and what FA activities to adopt. Practically, teachers are given the green light to adjust , adapt,
replan, design and invent new practices according to the effectiveness of the process which are

guided by innovative ideas and creative principles in formative assessment(Popham,2008).
5.9. Targeted Professional Development in Classroom Formative Assessment

Effective professional development for teachers in classroom assessment has certain
characteristics. Thompson & Wiliam (2007), proposed a framework which supports the design of
professional development activities to support teachers in their use of formative assessment; the
framework was described as a “tight but loose formulation” (p. 35). The mechanics of the
professional development activity was referred to as “tight” in order to emphasise the importance
of adhering strictly to the design principles that included discussion, critical reflection, personal
action planning and summary of new learning. The“loose” referred to the variables present in all
school contexts: needs, resources, constraints and particularities of each school and classroom
context. Thompson & Wiliam (2007), it can be argued focus on the process and the product while
at the same time allowing for the role of the individual teacher and their teaching context. Leahy
& Wiliam (2009), expanded upon this work and concluded that choice, flexibility, accountability,
small steps and support were principal elements of teacher learning in assessment. In particular,
they referred to the type of learning that went beyond a change in knowledge and beliefs but
resulted in a change in classroom practice. Schneider and Randel (2010), noted that professional
development programmes in formative classroom assessment are “optimally implemented in
environments that facilitate full implementation of the programme, incorporate professional

learning communities, active learning, and teacher ownership of the learning goals” (p. 273).

It is worth noting that Thompson & Wiliam’s (2007), “tight but loose” concept suggests
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that all professional development in formative classroom assessment appears to start with a
formalised, planned intervention involving the learning of the classroom teacher. Even though the
learning of the classroom teacher is not a guarantee of improved outcomes for their students it can
be argued, that without teacher learning in the initial phase the subsequent steps of collaboration,
improved outcomes for students and sustained change in practice may not be possible. In order to
develop a deeper understanding of the teachers’ learning in assessment during the “tight phase”

and subsequent “loose phase”.
5.10. Additional Considerations

Highly-effective professional development has the main characteristics displayed in the
preceding sections. Empirically, for professional development to be effective when focused on
formative assessment, it may need to address additional challenges because formative assessment

is built on such a sound foundation and depends on so many types of teacher knowledge.
5.10.1. Establishing a Culture for Change

A great deal of research proved that the majority of teachers, implementing formative
assessment involves significant changes in practice— both in regard to the technical aspects of
teaching and in their views of themselves as teachers. If these changes are to take place and take
root, a school needs what Wylie and Heritage (2010) call “a professional culture for change” (p.
118).Arguably, collaborating in a PLC can promote that kind of culture. According to Ball and
Cohen(1999), “Professional learning communities are associated with both changed teacher
practices and changed professional culture by embedding continuous learning into the culture” (p.
141). In a critically professional culture for change, teachers have opportunities to work
collaboratively in an ongoing way, room to experiment, freedom to make mistakes, and the
encouragement to open their practice to shared critique (Ballantyne,Hughes,&Mylonas,.(2002).1n
this sense, Hargreaves and Fullan (2012) straightforwardly initiate the term “professional capital”
to represent the assets that a school or district needs in order to function at the highest level to
meet the needs of students and engage in continuous improvement. Comprehensibly, professional
capital is not gauged in terms of the talent of individuals within the school community but, rather,
in collective terms. It includes the professional knowledge, judgment, and commitment

represented by an entire school community and shared via such vehicles as PLCs.

5.10.2. Trajectories That Lead Teachers
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Teachers, like all learners, follow a developmental trajectory vis-a- vis new ideas and
practices related to what they already know and understand and to the nature of the new learning.
Experientially, when doing extensive professional development on formative assessment with
numerous groups, we believe that teachers need extended opportunities to evaluate proposed
innovations by asking, “What’s new, and what is already known?” We have found that teachers
have a tendency to look at formative assessment practices and think, “I already do that.”
Practically, they are provided with the opportunities to rethink more carefully, reflect, and discuss,
they may realize that there is a lot to investigate and explore in depth. And, as Ball and Cohen
(1999)note, “knowing what good practice is and doing it on a consistent basis are two different
things” (p.120). Teachers need to be recognized for their capacity to make professional judgments
and adopt innovations in terms that make sense for their students and their instructional
environments, even as they are in the process of learning about something new, such as formative
assessment (Hill, 2009).

5.10.3. Creating More Formats and Models

In creating more alternatives for professional development on formative assessment,
districts would do well to choose those that model some of the broad strategies teachers will be
using to carry out formative assessment in their classrooms. For instance, professional developers’
use of coaching, modeling, and feedback when working with teachers can have parallels with
teachers’ formative assessment practices in the classroom. Hence, the format of the professional
development itself may exemplify important skills that teachers can use in their own formative
assessment practices (Lee &Gavine, 2003). Consistently, a PLC is a useful forum for teachers to
discuss what they are learning (e.g., in workshops or readings), share what they have tried in their
classrooms, elicit feedback, and make plans for revisions in practice. Experienced professional
developers suggest that a PLC include no fewer than five and probably no more than nine teachers
(Leahy, Lyon,Thompson, &Wiliam, 2005), to ensure that there will be options for everyone to

participate actively and get feedback.

A thoughtful professional development researchers and scholars have used coaching and
facilitating discussions as part of the professional development they have provided (Sadler, 1989).
There are many forms of coaching, but they have in common several features: a respect for teachers

as professionals, mutual dialogue between teacher(s) and coach, and an emphasis on student
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learning (Gearhart, Nagashima, Pfotenhauer, Clark, Schwab, Vendlinski, & Bernbaum, 2006, p.
193). Teacher inquiry is also often a part of professional development focused on formative
assessment (Marzano, 2006). Professional development providers need to be careful not to
compromise genuine teacher inquiry by prescribing activities on the basis that the activities were
successful else-where (Popham, 2008). Teachers can use the examples of good professional

developers as models for their own ways of engaging students in inquiry in the classroom.
5.11. Features of Effective Professional Development on Formative Assessment

Effective professional development is “intensive, continuous, and linked to practice” and,
ideally, “embedded in the work of professional learning communities that promote ongoing,
discernible changes in teachers’ instructional practice” (Darling-Hammond et al., 2009, p.9). It is
content-focused (Yoon et al., 2007), and it considers the local teaching background, including the
“affordances and limitations of the schools and districts in which [teachers] work.” (Croft,
Coggshell, Dolan, Powers, &Killion, 2010, p.13), engages teachers in collaborative learning and
group engagement, as well as gaining institutional support (Dalton, 2010). Schneider and Randel
(2010) further reference evidence that suggests professional learning programs can be part of a
well-coordinated curriculum in which all components work for the same educational objectives.

We further display these features respectively:
5.11.1. Intensive and Ongoing

Darling-Hammond et al. (2009) analyzed extensive findings and found that professional
development activities lasting 30 to 100 hours (an average 49 hours) over 6 to 12 months have a
“positive and meaningful effect” on student success (p. 9). Professional development that lasted
just a few hours (5-14) has little discernible effect on students’ performance. If teachers' long-
standing instructional practices do not align with the major tenets of formative assessment, they
will almost certainly need extensive and rigorous professional development (Earley, &Bubb,

2004), with many chances to discover new territories.
5.11.2. Connected to Practice

Professional development is more likely to be successful because teachers have chances to
adapt what they are learned through professional development to their own classroom teaching
and focus on what they have achieved (Heitink, VVan der Kleij, Veldkamp, Schildkamp, & Kippers,

2015). Adequate time for such trials and reflections is needed to connect professional development
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framework to practice.
5.11.3. Collaborative, Embedded in a Professional Learning Community

Successful teacher professional development is dependent on good, cohesive working
relationships among teachers, according to a national consensus (Borko,2004; Desimone, Porter,
Garet, Yoon, & Birman, 2002). Though teamwork has long been endorsed as an essential
component of a successful skilled teaching culture, it remains difficult to accomplish, because it
necessitates time and, possibly, reorganization of school schedules (Darling-Hammond et al.,
2009).

Professional learning communities (PLCs), also known as teacher learning communities
(TLCs), are groups of educators and teachers (ranging from discipline-specific and grade-level
groups to the whole staff of a school) who collaborate to exchange their skills, knowledge,
experiences and resources to reach school improved achievements (Bubb, &Earley, 2007). PLCs
can be similar to "communities of learners™ or "communities of practice", in which people share a
common interest in learning or accomplishing something and each person contributes knowledge
or expertise. PLCs are systems that exist at the school or district level and the level of individual
teachers (Campbell, McNamara, & Gilroy, 2005).

5.11.4. Content-Focused

Several findings have found that professional development that focuses on subject matter
knowledge and how students understand that content has the most effect on teacher teaching and
student learning, as opposed to professional development that focuses on basic concepts of

teaching or methods of instruction (Garet, Porter, Desimone, Birman,& Yoon, 2001).
5.11.5. Adapted to Local Context

“Sustained improvement in day-to-day practice is fundamentally local” (McLaughlin &
Talbert, 2006, p. 4), and educational learning must be tailored to local circumstances if it is to be
successful in changing teachers' instructional practices (Meijer, Oolbekkink, Meirink,
&Lockhorst, 2013). A professional development programme, for example, would take into
account local leadership processes. There may be content-area department coordinators, program
development panels, or evaluation data analysis committees, as well as grade-level organizations

that have effectively implemented reform. To make the most use of such current systems, a
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professional learning effort relevant to formative assessment should be integrated.

A school or district, on the other hand, can modify an innovation in order to preserve
established practices and prevent any transition that disrupts organizational conditions
(Graue,1993).Teachers do not have the latitude or time, for example, in a district where teaching
is driven by pacing manuals, to incorporate specific ways of formative assessment and make
effective use of the data gathered from such assessments. Teachers would be under pressure in
such a district to "square assigned practices and tasks within the exigencies of their circumstances™
(Guskey,2003, p. 18). In this regard, an credibility of innovation and meaning are compromised,

and positive change is stifled (Greenstein, 2010).
5.11.6. Active

Teachers, like their students, must constantly interact in emerging ideas in order to
comprehend and incorporate them successfully (Guskey,2000). Formal discussions with peers,
hands-on tasks of specific approaches, and peer feedback of student work will also help to
encourage active learning (Schneider & Randel,2010). Teachers professional growth seems to be
aided by ways for them to jointly analyze their thinking about teaching and learning (Garet et al.,
2001)

The significance of this study is to expose formative assessment in teacher education
through examining its implementation process. As teacher education generates teachers for the
complete education system, investment on increasing student capacities in assessment will result
in an improved quality of the system. Students will grasp the techniques required to implement
formative assessment effectively to move their learning forward with the use of peer assessment
and self-assessment. In spite of its significance, the research summarises notes on conducting

formative assessment.

In particular, feedback in higher education is challenging, therefore, teachers must master
the techniques required in giving constructive feedback, for example, combining clear instructions
and assessment criteria, so that students know how to benefit from the feedback they have given
and received, and tailoring teaching practices to meet the demand from individual students.

Most literature reviews have investigated formative assessment in schools. Some factors
of formative assessment are sufficient, but others are not appropriate to use in the higher education

context. For instance, students at the tertiary level are treated as adults, therefore, they require clear
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instructions, encouragement, and thorough sharing of learning information, with remaining duties
being the student’s responsibility. Students are expected to carry out the learning activities, report
and comment on their performance. This issue incorporates five key factors that help students to
become active participants, as covered in Paige and Witty’s (2013) research: (i) adjusting teaching
to take account of the results of assessment; (ii) provision of effective feedback to students; (iii)
active involvement of students in their own learning; (iv) need for students to be able to assess
themselves and understand how to improve; and (v) a recognition of the profound influence

assessment has on motivation and self-esteem.
5.12. Limitations

This study was an exploratory-descriptive investigation into the impact formative
assessment on students’ achievement and teachers’ instructional practices in university context. In
spite of its high value potential to keep teaching and learning on track through adjusting teachers’
methodology and enhancing students’ learning in higher education settings, this study, is no
exception, has a number of limitations. Therefore, extensive body of research is needed to garner
an insightful picture into the practices of formative assessment in Algerian higher education and
directing research efforts to reach a consensus on theoretical and practical underpinnings on
integrating effective assessment strategies for learning within the Algerian context. Although the
main findings of the present study were consistently built up, there are some study’s limitations

that must be taking into account.

Firstly, sample size and data collection process included a relatively small number of
teachers; specifically, (2 teachers for the observation). The study thoroughly examined the practice
of formative assessment by investigating in depth a sample of few teachers in one learning context
(English Language Department at El-oued University). The nature of the context and its
participants were studied using a case study design with qualitative and quantitative methods. The
data was collected from one department thus a narrow demographic. without a large sampling
from different institutions and universities with varying demographics, the results are only
applicable to similar sites. The generalization of the present study’s findings can be restricted due
to the above reasons. It would be desirable to include more teachers from another departments and

institutions in a way that it would allow the researcher to reach more significant conclusions.

Secondly, the time issue is present in conducting our study; therefore, it is considered as a
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constraint. The small length of time hinders teachers from meetings to interact and open up
academic discussions about formative assessment practices and share their knowledge. There was
not enough time for participants to address all the components of formative assessment in depth.
The one-hour-and a half session needed to be longer or followed by a follow-up session or
debriefing (a meeting after the observation session). The lack of time was due to teachers’ tight
schedules in teaching and after class they immediately go home for rest after a hard day working.

Thirdly, with regards to the planning and designing a teacher professional development
programme, it is not an easy task and it was a major limitation. Teacher training sessions is a
complex process which needs allocated time, efforts, logistics and resources. Technically, eighteen
(18) weeks length of time is common to schools as one semester and increase in the duration of

the variable may have resulted a remarkable change in students’ achievement.

A common concern is the limitations of the study, which identifies potential weaknesses
of the study. This study is no exception. Limitations to this study include the limited number of
participants (21) teachers and (75) students , the limited number of observations (2), and the limited
length of those observations (30 minutes maximum). The involvement of a greater number of
teachers and a longer length of observational time might lend greater strength to the findings. The
challenge in involving those greater numbers, however, is resources in terms of the time required,

teacher and observer availability, and the necessary funding

One limitation of the present study, in retrospect, is that data about teachers and their
teaching were collected using a questionnaire only. This was not adequate. A more balanced
technique would have been to use both in-depth interviews with the teachers and classroom
observations of their teaching. In-depth interviews as well as classroom observations would have
given the researcher a clearer insight into the teachers teaching practices. Observer’s report of

the classroom practices would have been more accurate than teachers self-report.

Additionally, due to logistical constraints of the study, a combination of in person
observations of classroom instruction and later video-taped observations of classroom instruction
were needed for more reliability and validity. Occasionally some teachers in are reluctant to be

visited in their classroom at the same time due to a teacher’s unwillingness to be videotaped.

Finally, these findings, on the other hand, suggest certain questions that need to be

investigated further. This section addresses a number of other research studies that may go further
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into other areas based on these results. In the one side, based on the findings of this research, more
studies may re-analyze the variables examined in order to affirm or refute the conclusions reached.
Another option is to look at each relevant indicator found in this analysis separately. Also, related
factors applicable to other educational settings such as middle and/or high schools, as well as more
specialized contexts such as special education, may be especially important to investigate. It would
be useful to see if the same findings could be replicated in a different setting. next, it would be
interesting to include in future research some teacher's characteristics such as content knowledge,
experience and/or teaching practices. Furthermore, other school related factors such as student
motivation, class size, could be consistent variables to explain most of the variance that was miss-

specified in the present study.
5.13. Implications for Further Research and Implementation

This study explores the use and the impact of formative assessment practices by teachers
and students in classrooms at university context. As indicated in the literature, great deal of
research on formative assessment practices in higher education is necessary (Yoon, et. al , 2007).
There is also a need for further and in-depth research on teachers’ understanding of learning goals,
learning intentions and success criteria and their eminent role they play in the feedback practice,
and how teachers and students make use of them to make informed decisions about teaching and

learning process.

Initially, a wide range of literature illustrates that there is robust research on effective use
of formative assessment in general education (Black et al., 2003; Black & Wiliam, 1998), but there
is paucity of educational research and specilaised studies on formative assessment in higher
education, particularly in the Algerian context. Initially, future studies should investigate and
assess the use of effective formative assessment strategies in other departments at the university.
Understanding and recognizing the shortcomings and benefits of effective formative assessments
practices in other departments at the university could immensely contribute to the body of
knowledge concerning the proper integration of formative assessment within the higher education

contexts.

The ideas for future research calls for the concern of delivering high quality formative
assessment teacher professional development that meets the needs of teachers’ adjustments of their

instructional practices and enable students to reach their full potential to achieve their learning
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goals. For the development of formative assessment classroom practice, future extensive research
could be made to examine the quality and dimension for development. According to Timperley
et.al, (2007) who states that previous research indicated that teacher learning communities in
formative assessment empower teachers to overcome obstacles they face when incorporating the
formative assessment in their classroom practice and start to make it a habit of mind to successfully

implement it.

To summarize, it is widely acknowledged that formative assessment is a dynamic and
nuanced repository of expertise that poses a challenge for teachers to incorporate. Teachers
indicating that formative assessment is beneficial is definitely a good starting point for
incorporating this critical pedagogical approach to successful teaching. However, implementing
formative assessment during classroom instruction necessitates a great deal of training and
preparation.In this research, the teachers were very specific about having the helpful mindset and
belief system about the importance of formative assessment. More research is also needed on
teachers' interpretation of learning progressions, learning intentions, and performance standards,
as well as their position in feedback process and how teachers and students use them to make

sound decisions about the process of teaching and learning.

Formative evaluation methods were clearly valued by the teachers in the case study, and
they incorporated what they felt was best for their students. Currently, there are clear-cut
implications for further future research, professional development training, and for university
teacher education programs. Each inference would be addressed independently, but if applied
collaboratively from a systemic perspective of university education programmes, each implication
may bring greater benefit to formative assessment's usefulness in improving teacher training and

teaching.

5.14. Recommendations From Research-based Formative Assessment

Based on the results drawn from this study, it is recommended that more classroom
assessment training should be provided at university level for pre-service English language
teachers’ perceptions, as well as ongoing training, monitoring, and support for in-service ELT
teachers. The more experience, knowledge and skills that these ELT teachers receive, the more
equipped they will become in meeting the diverse learning needs of students in the classroom
(Zidane, 2010; Wiliam, & Thompson,2007).
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It is also recommended that the importance of classroom assessment practices should be
expressed to all teachers, but particularly to ELT teachers. ELT teachers should be aware that the
frequency of usage and skill incorporation of classroom assessment is essential to teacher's success
in English language. This could be achieved through targeted continued professional development
designed to help teachers recognize the importance of classroom assessment practices as an
important feature in supporting the quality of teaching and learning in schools (Wiliam, Lee,
Harrison, & Black, 2004). In addition, professional organization must stress the importance of

frequent use of classroom assessment practices to their members.

Most importantly, it is recommended that a professional network of ELT teachers should
be created by the development for education. This information could prove useful for instructional
coaches, school administrators, and other school leaders with responsibility for improving school
culture and staff development(Stoll, Bolam, McMahon,Wallace, & Thomas,2006).Teachers should
have the advantage to conduct formative assessment strategies to assess students like homeworks,
exercises, case studies, questionnaires, tests ,written reports or projects, group work, problem-

solving discussions, in-class seminars ,oral questioning and self and peer assessment.

In this process, students find it a practical learning experience in which a wide range of
opportunities are provided to integrate their knowledge into practice using the aforementioned
strategies and tools in real life learning context to ensure that students fully master the learning
objectives which is embedded within this strategies and tools. More importantly, it is imperative to
have proof of student achievement when the learning takes place. Formative assessment strategies
put students into action and supply teachers with evidence and positive feedback to modify
student learning activities and adapt remedial strategies. Interestingly, formative assessment is of
paramount importance because it generates and sustain the learning process especially when
students conduct their own research about a particular topic given, therefore the teacher should
always be present to monitor the work and give them the better insights of understanding the

particular solution wisely.

Formative assessment strategies enhance and measure the performance of students
through grids, rubrics or set criteria. In addition to verbal and non-verbal communication skill of
students. Moreover, formative assessment strategies elicit evidence of the implementation of skills

and measure students’ ability to apply and construct knowledge learned. The focal purpose of
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formative assessment is to increase the quality of teacher’s instructional practices.

In practice, teachers do their best to formatively assess their students is to deliver
constructive feedback. Formative assessment provides feedback on performance to improve and
accelerate students learning (Stiggins &Dufour,2009). In this regard, formative assessment
strategies are utilized to scale up students through feedback and scaffold them to become self-
regulated and autonomous learners. In a nutshell, formative assessment help derive fruitful

feedback information that can be manipulated by students to boost learning and achievement.

During teachers’ journey in teaching, he/she designs varied learning outcomes to be
reached by students through engaging multiple formative assessment strategies. In simpler terms,
every topic or content of classroom activities or tasks has learning outcomes to be achieved by
students which will be attained through engaging different formative assessment strategies and
they are critically important in learning English language as a discipline. Therefore, the teacher
should be creative and knowledgeable to use differentiated instruction to reach maximum of

student's potentials.

Establishing definitions, differentiate, recognize errors, solve problems, remember past
information, elicit terms, use current knowledge to solve unfamiliar and unclear problems, apply
the format, examine and interpret, understanding, and apply knowledge are some of the action
verbs used to convey learning outcomes. All these strategies enable the students to facilitate their
learning and make the achieve the desired goals of their learning. According to Kennedy (2005).
Learning outcomes are introduced to convey what is required of students at the conclusion of the
lesson in terms of what they should be able to achieve. Put simply, learning outcomes help both
partners(teacher and students) in sharing instructional objectives and communicating educational
expectations and monitor students’ performance. At the end of TD sessions ; teachers also give
students homework to check their progress and identify if they attained of the learning outcomes.
The prime purpose of self-assessment is to fully involve students in their learning, support them
clearly understand their skill levels and knowledge at the level of their goals and to track
students’ progress (Chappuis, 2009).Arguably, assigning homework provides the students with
open opportunities to actively engage in assessment on their own which encourages self-

assessment and self-regulated learning.

The implementation of formative assessment strategies involves the introduction of the
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topic content through discussions, questions, case studies and formal discussions. Teachers'
lecturers adhere to a specific model focusing on the interests and the needs of the students, in
which competence and objectives are is defined and presented. Teachers prepare how they can
facilitate and evaluate students before, after, and after the facilitation of the activities and tasks.
Since students were involved in questions and discussions, the lecture became interactive and
more motivating. Presentations, case studies, problem-solving issues, quizzes, and queries are
among the tasks that the teacher and the students accomplish from the classroom lesson
(Campbell, &Evans,2000).

Significantly, formative assessment strategies like oral questioning was conducted to
interact and skillfully engage students in the instruction process. Teachers’ interventions to support
students to interact and improve students’ achievement independently by implementing and
sharpening their writing skills through homework and self-assessment. The prime aim of writing
the concept is to determine whether the students grasp the term learned in class and to ensure if
they are able to remember, explain, analyse and recall it for later use . When using case studies
and problem-solving formative assessment techniques, students can understand and identify
with the real life examples. Moreover, learning outcomes pinpoint which assessment strategies
and tools because they are key elements of assessment as they must be achieved by students(Clark,
2011).

Alternatively, case studies, debate, oral questioning, problem-solving, and exercises are
examples of formative evaluation techniques used to teach content. Students are given a case study
to discuss and infer information and facts that is focused on a subject that will be discussed during
a specific lecture. The case study raised the subject being studied, which led to debate and
estimates. Students were often advised of the topic's learning consequences, including what they
would be able to do after learning it. The case study was focused on a specific topic and was

intended to demonstrate the concepts learned in the lecture(Garrison, &Ehringhaus, 2007).

The case study was mainly based on a particular topic and was used to illustrate the topic.
Students are also assessed by the same case study through questions which involved open-ended
and closed-ended questions. Substantially, oral questions critically engage students and facilitate
the challenges the students face when dealing with cognitive critical thinking skills and quick

response patterns. As an example, the teacher can provide the students can with a newspaper
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article that entails an issue or current topic related to their study and aligned with designed
objectives where students can activate their minds to reasonably solve the questions posed by
their teacher either individually or in groups. It is noteworthy here that students could be required
to read before attempting questions if the exercise is based on a novel subject that they have never
seen before. Discussion is heavily dominating the process of dispensing the information to
students through oral questions, newspaper articles and issues with regard to a particular topic
(Graue,1993).

According to McMillan and James (2007)there are some formative assessment strategies
that is formed to entice and motivate students desires to the challenging questions the teacher
might pose during the explanation and presentation phase and the aim is to check whether the
students understood what has been covered. Teachers argued more exercises and guided
homework should be assigned to in order to get stimulated to engage and participate in the
coming sessions. Slavin (1990) confirmed that homework effectively plays a cruicial factor in
positively shaping students learning toward success path. Homework encourages students to take
control of their own progression by interacting with their teacher about their or level of knowledge
or any issues they are having. This also helps the teacher to have better understanding of the
effectiveness of their teaching and the changes and improvements that need to be made in the

upcoming sessions.

Most importantly, in educational contexts there are formative assessment strategies and
techniques that are initially indispensable in English language learning. Teachers strategically
integrate and embed these formative assessment strategies in their curriculum as they
systematically consider them as changing motives for students. Practically, homework, written
assignments, interviewing, oral questioning, group-work, test, tasks, group games, experiments,
problem-solving, and case studies are some of the formative assessment tools that help students
study effectively. They claimed that these formative assessment techniques ensure that students
use the art and the skill of analyzing data within a disciplined framework, as well as that students
adhere to the values of ethical behavior, openness, and accountability. Moreover, homework
assists students in determining whether they have understood what was facilitated and promotes
self-evaluation and reflection. Case studies familiarize students with real-world issues and topics,
such as the challenges that students face on a daily basis. A research project gives students more
and better ways to learn new knowledge or materials (Johnson,& Christensen, 2012).
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5.15. Recommendation for Future Research

More research is needed to validate the current results and lead to a better understanding
of this area. Additional research may provide a better view of how formative assessment can be
used effectively in higher education environments. The design in this study may be useful for
future studies on how to achieve novel and innovative pedagogical designs in other contexts that
solve the issues of validity and reliability of formative assessment, which were described as crucial
in this study.

Interestingly, it would be useful to use a comprehensive and systematic approach to further
study courses in subjects and issues about current formative assessment practices in higher
education .Typically, in order to inform broader use in higher education, research into those
contexts may be helpful in extending existing understandings of appropriate approaches for
formative assessment. Similarly, it could be interesting to run comparative research which may
promote more opportunities to learn more about the influences of various teaching cultures and
solid educational foundations , as well as teachers with varying pedagogical values and beliefs
(Mertler, 2004).

Comparative studies of students attending various courses with different assessment
methods could offer more information about the effect of embedded assessment on both formative
and summative assessment. It will also be beneficial to investigate how such resources could be
tailored to suit learners at various academic levels and courses. Furthermore, further research is
needed to determine the best configurations for these strategies in order to promote the desired
formative processes in a variety of educational settings, and various disciplines. This would be
interesting in providing insights in relation to the extent to which sharing of learning and
assessment processes and products, including publicity of students’ work in progress, may
promote a sense of common interest and teamwork among course conducted at both the course

and the curriculum level(Loughran, 2014).

It goes without saying that the teacher should be knowledgeable about assessment methods
and practices, as well as why and how they are used. The objective of the formative assessment
practices abs strategies should be made clear by the teacher. Problem-solving, for example,
necessitates students' use of lateral reasoning and logical and critical thinking skills reasoning, so

the goal is to stretch their cognitive skills . To achieve the learning outcomes of a specific subject
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or subject, formative assessment techniques should be used appropriately. The feedback obtained
from the learning experience help to diagnose weaknesses and strengthen the facilitation process

and student learning(Lockyer,Gondocz,&Thivierge,2005).

According to Garrison, &Ehringhaus, (2007)the continuity between formative assessment
activities and teachers as assessors, reproducibility and repeatability should be required It is
important for the teacher to double-check the assessment technique before handing it over to
students in order to detect any mistakes. Students would be frustrated if the formative assessment
strategies technique includes errors , and they will have inaccurate responses. The assessment
should be dependent on what they learned in class. The mistakes have an effect on how students
study and understand their subject matter being taught. The mistakes have an effect on how
students study and interpret the lecture or lesson contents. Teachers must also make corrections
on each and every formative assessment technique used, which would enable students to focus on

their success and learning (self-assessment and reflection).

Practically, teachers and students can recognise challenging areas in the subject matter,
such as English language , by using a range of formative assessment techniques. Formative
assessment, according to Buck, and Trauth-Nare, 2009), is the practice or approach used by
teachers and students alike to evaluate and react to student learning with the goal of improving
learning progression while learning. Students must frequently receive constructive feedback on
their progress and performance during and after learning. Students should be aware of their
abilities and areas on which they need improvement and development. Teachers are more equipped
with more technologically sophisticated strategies yet useful technical techniques and resources to
provide students with useful input and insightful formal discussions to support them with fruitful
feedback.

Formative assessment practice, strategies and techniques are designed to enhance students’
abilities to get ready for the final examinations (Summative Assessment) through tests and
assignments. It highly recommended that teachers put theory into practice when implementing
formative assessment strategies. There are policies with regard to homework; where by homework
should be regularly monitored by facilitators and collaborate with other facilitators to ensure
consistence and effective implementation. Homework should be checked regularly and students

are expected to be given useful feedback(Heritage, 2007).
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Higher institutions of learning have to empower self and peer-assessment through
encouraging and instilling these new forms of assessment such as blogs, social networks,
electronic portfolios, and the use of the internet. It is not clear from which formative assessment
strategies the students learn accounting as there are a number of formative assessment strategies
that can be used. Therefore there is a need for an in-depth study to discover which formative
assessment strategies are regarded as assessment for learning. The researcher will engage in an
in-depth study of the teaching and strategies that help the student progress in their learning
(Aschbacher, & Alonzo, 2006).

A test might have negative connotations on any students but writing it in small pieces
makes it less difficult as they do in their sessions whereby students write a concepts test every
time they attend a tutorial. Students will be ready and prepared for the examination because they
are being prepared for an examination during tutorials and tests. The use of computer-based
formative assessment systems could be a source of motivation through graphic summaries of
results (Heitink, Van der Kleij, Veldkamp, Schildkamp, & Kippers, 2015) Tests should be
accompanied by clear statements of the domain skills and knowledge it intended to test as the;
“formation of operations from action is ubiquitous” (Hattie, &Timperley, 2007, p.30). There is a
need for formative assessment development because it will entail finding new tools and promote
the changing of classroom practices. Facilitators should been encouraged to explore different

formative assessment strategies tools.

It is critically important to ensure that the facilitator measures the ability of the student,
when assessing learning outcomes. Planning assessment helps to identify actions students are able
to demonstrate as a result of instruction and consequently the learning outcomes should be in the
form of an action verb. Assessment should advance student learning through supporting students
to learn concepts and topics. It is not easy to divorce feedback from formative assessment and
students must get information stating how they should improve their results and where they
should provide more details in their work. There could be a need for thorough engagement and
research on each strategy (Fuchs, &Fuchs,1986).

There should be a link and relationship between universities and schools through subjects.
The aim could be to interact and share ideas on how to teach learners a particular subject so that

they will be successful in the university/higher education context. Students should be formatively
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assessed in schools by teachers with better understanding of formative assessment. The initiators
of assessment should be very clear about learning outcomes, as an integral part of assessment
and they should not confuse them with objectives and aims. They must be achieved by students
through assessment and teachers need to think about how the assessment strategy will help

students achieve learning outcomes(Leahy, & Wiliam, 2009).
5.16. Conclusion

The present dissertation could not have been finished without having discussed what the
findings of this work mean in relation to the theoretical framework introduced in the literature
review. To this end the researcher has outlined the limitations of the study by mentioning the main
constraints and difficulties the researcher met during the journey of investigation. Next, the
pedagogical implications of the study were discussed and suggestions for further research about
innovative and creative ways for implementing formative assessment for English language
teachers at the tertiary level. Finally, areas for future research were proposed to put into practice
previous research objectives which main and common purpose was to find new and innovative
methods and strategies to improve teacher’s instructional practices and enhance students’

achievement of English language learning in the Algerian universities.

Establishing formative assessment culture can be a powerful means to help language
students develop their autonomy. It is important thus to recognize the role of formative assessment
instead of just relying on summative tests. To this end, institutions need to provide teachers with
the necessary training that can enable them make their assessment practices a meaningful
experience that supports and promotes learning where students can be an active agents and closely
engaged in their progress. Teachers as catalyst for change through their reflective practice remain
the key component for their professional development by attending and participating in
conferences and workshops integration in in-service teacher training programmes and updating
teacher knowledge. Students, in turn, have an indispensable role in developing their autonomy

since their motivation, interaction and reflection are required.
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In recent decades, there has been a huge call for the implementation of formative
assessment in educational contexts due to its significant impact on teachers’ practices and
students’ performance. Many researchers are interested in this subject. This issue provokes the
interest of many researchers. The investigation initiated with the theoretical underpinnings for the
research questions. We laid the foundation for formative assessment and its various criteria in the

first chapter.

The key research results were shown and explored in relation to the research hypotheses in
chapter four. In addition to the teachers’ practices and professional training, the last chapter
focused on giving a collection of suggestions and recommendations that are likely to establish
formative assessment methods in the Algerian context. The findings of this research demonstrated
the significance of formative assessment in general education and in higher education context in
particular. Accordingly, the researcher made a set of proposals and guidelines aimed at improving

formative assessment in the classroom.

Formative assessment necessitates collaboration between the teacher and the students; the
role of the teacher can be portrayed in a variety of ways, including motivating students, guided
teaching, differentiated instruction, and goal setting. The role of the students may be divided into
two categories: self-assessment and peer assessment. Based on these findings, the researcher
proposed a framework for formative assessment that consists of three main phases: feed-up,
feedback, and feed-forward. These three phases will assist the Algerian teacher to successfully

implementing formative assessment in his classroom.

The researcher also made suggestions for improving formative assessment practices,
emphasizing daily basis practice, guided teaching, goal setting, and differentiated instruction were
also emphasized. To summarize, a teacher's professional life is spent looking for routes that lead
to productive outcomes in his classroom, and formative assessment is one of such safe pathways
towards effective teaching and assisted learning; this fact is supported by the findings of the current
doctoral thesis, which aimed to investigate the influence of formative assessment on improving

teachers’ practices.

It is worth recalling that, while we advocate for the use of formative assessment in the

classroom, this does not come at the expense of traditional assessment. In reality, effective learning
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opportunities are created by combining the two methods of assessment. The two forms of
assessments, summative and formative, must be jointly utilized together and complement one
another. Self-assessment and peer assessment were not completely examined in this study;
nevertheless, future research can focus on these two focal areas, which are one of the cornerstones
of formative assessment. In this field, research can look at successful ways to apply self- and peer-
assessment in the classroom, as well as how to relate them to the present Algerian university

setting.

Therefore, higher education must alter its beliefs, perceptions and practices of teaching and
learning. Still, in order to move toward more learning-oriented assessment that can help teachers
improve students’ learning better, a rethink of the function of formative assessment is required.
To satisfy these expectations and to keep up with worldwide trends, the teachers must adapt its

procedures.

Furthermore, present assessment practices remain heavily based on marks or grades and,
restricting options and opportunities for student participation in the assessment process, reflection,
and learning from feedback delivery. Most importantly, teachers do not assess their students
formatively so no alternative assessment is available like portfolios, journals, diaries, and projects,
among other things. Rather, they were completing ongoing summative exams and tests, which
they largely used for grading purposes.As a result, in the current learning environment, both
teachers and students' roles in formative assessment are insufficiently understood and explained.
This might be due to instructors' lack of theoretical knowledge and training on how formative

assessment may and should be integrated into the learning/teaching process.

In order to foster such a process in the foreign language classroom, a shift from a teacher-
centered approach to a learner-centered one is required. Learners have some levels of influence
over their learning process, such as defining learning objectives, selecting materials and resources,
and pacing their learning, among other things. As a result, expecting students to acquire autonomy
and self-regulated learning in the current learning environment may be impractical. Thus, learners
must be equipped with the required abilities and approaches and skills to take ownership of their
learning in order to build their autonomy. Their motivation and self-confidence are often needed

to enable them to participate effectively in autonomous learning.

In addition, research on the nature of learner autonomy has stressed the social learning
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interaction of the process. With the requirement for teacher assistance and direction, some reliance
Is essential. Learner autonomy emerges from communication and social engagement, in which
students negotiate context with their teachers and peers and reassemble their knowledge and
understanding. To this aim, institutional support is thought necessary in order to build a supportive
learning culture of this objective, in which a range of teaching and learning materials are supplied
to engage students in decision-making that extends beyond teachers' courses and infrastructure.

As aresult, pedagogy for students’ autonomy necessitates a shift in assessment culture and
practices from just focusing on summative end-of-course assessments to allowing for assessment
for learning. This is because successful formative assessment methods are regarded as critical
instruments for the promotion, practice, and development of learning. In this regard, study
indicates that students' autonomy, motivation, self-efficacy, optimistic expectations and learning

behaviors toward evaluation, as well as learning success, are all influenced by self-assessment.

It was also stressed that shifting to formative assessment culture necessitates a
transformation in institutional perspectives, policies, and practices about assessment's purpose and
relationship to teaching and learning. Indeed, both summative and formative assessments can be
seen as a mechanism that students participate in rather than one that is performed on them
(Robinson & Udall, 2006). Teachers and students alike must get training and assistance in regards
to their assessment techniques in order to achieve this goal. Teachers must assist their students
with learning to verbalize the responses to the questions in order to incorporate formative
assessment effectively. Where are you now? Where do you need to go? How are you going to get
there? about their learning process. These questions help students understand what subject they
will study and how they will study it. Students will maneuver their way in, out, and through the
formative phase of purpose, prior knowledge, teaching, and curriculum with this perspective and

the help of a balanced and holding atmosphere, and collaborative and reflective opportunities.

Teachers can utilize formative assessment to assist adjust their instruction and discover
what students know against what they don't know. Students can benefit from the use of formative
assessment to effectively establish what subject is comprehended and to act as a guide for what

needs to be improved.

Professional development for teachers should concentrate on assisting teachers in

verbalizing responses to formative questions about themselves. Teachers should be given tools
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and strategies instructed on how to negotiate the formative process of theory, content, and
pedagogical subject knowledge, instructional techniques, and the curriculum. The focus must be
on the formative, systemic nature of learning for professional development opportunities to be
effective for learning to be transformative rather than merely informative. Teacher education is a
formative experience. It may be excruciating at times and epiphanic at times. However, it must
still be purposeful, much like the formative assessment process. The aim is to provide long-term,
systemic mechanisms in place to ensure student achievement, with teacher support serving as a

tool to that end.

Finally, the current research, which was exploratory in nature, raises a number of
unanswered questions. For example, what impact does assessment literacy have on teachers'
assessment practices? How will teachers move from summative to successful continuous
formative assessment? In formative assessment, what kind of teacher feedback is required? How

does a teacher's understanding of learner autonomy affect the accomplishment of this goal?

In an age of educational accountability for teachers and students in university contexts, it
is critical to pay close attention to the assessment and teaching processes that currently take place
in classrooms. While formative assessment has arisen as a viable solution to optimizing student
learning and achievement, there is currently a dearth of empirical knowledge on how these

practices are used in more EFL university contexts.

This study examined the questioning, discussion, and feedback assessment practices of
EFL university teachers. Using a mixed methods approach that involved teachers and students to
respond to questionnaires and conducting classroom observations. This thesis explored (a) what
assessment practices EFL university teachers use, (b) how they decided the assessment practices
to use and when, (c) what these teachers’ perceptions of the effectiveness practices they used, and

(d) how they judged the effectiveness of these assessment practices.

The results of this thesis are consistent with previous studies on the operationalization and
application of formative assessment in other settings. Teachers set and make specific consistent
learning expectations, use questioning and evaluation strategies with students, gather and use
assessment evidence in their teaching, cross-check and modify their instruction, improve student
academic autonomy, and evaluate possible differences in actual and anticipated student learning

success were all previously explored formative assessment elements.
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Formative assessment is useful because it tracks and supports the learning process,
particularly when students do their own study on a given topic; as a result, the teacher can change
the work and provide them with a clearer understanding of the specific issue effectively. Students'
performance, processing, and communication skills are measured using formative assessment
techniques and methods, which help to improve the module's functional value. Formative
assessment practices provide evidence of the integration of skills and measure students’ ability to
apply knowledge learned. The primary purpose of formative assessment is to enhance instruction.
The aim of formatively assessing students is to give feedback. Formative assessment generates
feedback on performance to improve and accelerate learning. Students are empowered by guidance
to become self-regulated learners using formative assessment techniques and methods. Formative
assessment supports the generation of feedback that students may use to further their performance
and achievement. Learning outcomes helps the teacher in sharing educational and institutional

objectives with students and tracking their progress.

The prime aim of self-assessment is to engage students in their learning, help them
comprehend their skill levels and knowledge in relation to their goals and to track their progress.
Homework gives students the opportunity to engage in assessment on their own which encourages
self-assessment. The lecture became interactive because students were engaged through questions

and discussions.

Formal discussions, case studies, problem-solving, quizzes, and inquiries are among the
activities that the teacher and the students engage in. Students are assigned assignments to do at
the end of class, with options possible and debated during class. Following the lesson, students
were divided into small groups and participated in various formative assessment techniques and

activities.

Formative assessment, once in place, has been shown to increase student learning, but
the mechanismsto fully implement formative assessment, both at the level of English language
classrooms and nation-wide, are not yet fully understood. This thesis highlights the need for
ongoing, site-based professional learning that invests in teachers so that they can develop the
skills required for formative assessment implementation. More importantly, this thesis presents
evidence that supports providing professional development in ways that will help teachers over

time to examine their beliefs about teaching and learning, the role of teacher and student, and
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how teachers support and encourage student involvement in the learning process.

When conducting formative assessment the teacher elicits information, interprets and
uses the information to modify instruction to better meet learning needs. Students’ engagement
(i.e. engaged on task, willing to reveal their thoughts; participate in the learning process) in
their learning is an important ingredient in the formative assessment practice (Chappuis &
Stiggins, 2002). Actionably, the teacher uses several actions to support students’ participation.
One reason that this is important is that student engagement in the formative assessment practice
supports their possibility to take co-responsibility for their own learning. Another reason for
the importance of students’ participation is because this increases the validity of the elicited
information. Brookhart (2011) pointed out that all the activities the teachers use in their language
classrooms to engage the students as active learners and actively participating in all of the phases

of formative assessment are likely to have been decisive for the students’ engagement.

Previous chapters have pointed out that the formative assessment that the teacher
practice is not easy task to implement since it requires deep teacher knowledge and skills. Further,
the effort to implement formative assessment might still be worth the effort due to student learning
gains. The activities, knowledge and skills that teachers use when practicing formative assessment
are likely of the types that gain student learning. To be able to implement such formative
assessment, teachers need education and support. The result in my study indicates that such
education partly can be framed by not subject specific content and partly should be subject
specific. Previous research indicates that subject specificity is one of the five most important
factors for professional development programs to be effective for students’ learning .That is
understandable when we look at the complex use of subject specific knowledge and skills

when practicing formative assessment.

Previous research has shown that both in-service teachers and pre-service teachers
often have difficulties with each step of the phases of formative assessment. Heritage (2009)
questions talking about effective formative assessment from the results of her study because of the
lack of teachers’ content knowledge and pedagogical content knowledge. To practice formative
assessment requires time to plan, courage and different kinds of content knowledge and
pedagogical knowledge from the teacher. To implement this kind of instruction is complex and

requires deeper and wider knowledge than the knowledge required in a regular teachers’ practice.
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Appendices

Appendix ‘A’: Teachers’ Questionnaire

Thank you for taking the time to complete this questionnaire. It is focused on the
current teachers’ formative assessment practices in their daily classrooms and its impact on
teaching and learning and the prospects of teachers’ professional development in assessment
area . By completing this questionnaire it is understood that you do so voluntarily and
that you consent to the use of your response in the study.

Part One: Biographical Information

1. Gender: male ] female ]
2.Age: 20-29 30-39 40-49 50+
3.Teaching Experience : < 5yrs 5-9yrs  10-20yrs above 20yrs

Part Two: Purpose of Formative Assessment

Strongly | Disagree | Agree Strongly

Statements .
disagree agree

1) Formative assessment motivates students
to learn

2) To provide appropriate feedback to
students about their progress

3) provides information to teachers about
their instruction and making adjustment
to teaching and learning

4) To help in identifying the final grade for
students

5) To make judgments about students’
progress

6) To scaffold students’ learning

7) Formative Assessment is adapted to meet
the needs of individual students

8) Formative assessment as the process
of appraising, judging or evaluating
students’ work or performance and using
this to shape and improve students’
competence.

9) Formative assessment is the practice of
collecting evidence of student learning.
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Part Three: Formative Assessment and Student Learning

Strongly | Disagree | Agree Strongly

Statements :
disagree agree

1) Formative assessment is beneficial and
effective for student’s development and
improvement

2) Positive feedback is needed for student
progress

3) Teacher conducts a variety of
instructional strategies to address
students’ needs

4) Students take an active role in their
learning

5) Peer feedback is valuable in students’
learning

6) The use of assessment rubrics is
important

7) The use of formative assessment
strategies encourages students’
motivation

8) A variety of assessment techniques are
used(e.g., journals, portfolios,... etc.)

9) Seek to close the gap between a learner’s
current status and the desired outcome

10) Formative assessment help teachers to
use effective questioning techniques and
interaction patterns

11) Students can argue ,evaluate and
synthesize information for problem
solving purposes

12) FA empowers students to be self-
reflective learners who monitor and
evaluate their own progress as they
develop the capacity to be self-directed
learners.

13) Feedback to inform learners of their
strengths and how to address their
weaknesses.

14) FA probes higher-order thinking skills,
creativity and understanding

15) FA is a way of maintaining learner
motivation, cooperation, attention and
inclusion
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Part Four: Teachers’ Instructional Practices

Statements

Strongly
disagree

Disagree

Agree

Strongly
agree

1)

Feedback to teacher to modify program
to meet the needs of the students

2)

Through FA teacher will have a deep
understanding of the curriculum

3)

guide the lesson design and pace, select
different strategies, differentiate teaching
strategies

4)

Checking for understanding

5)

Guided practice, reviewing homework or
other assignments

6)

FA enable teachers to adjust their current
instructional practices and adjust their
teaching methods.

7)

A teacher can then use this to guide the
lesson design and pace, select different
strategies, differentiate activities

8)

students’ high opportunity to learn
include whole class teaching, whole class
teacher-guided discussion, use of group
work (collaborative group) and use of
homework as an instructional tool.

Part Five: Teachers’ Professional Development

Statements

Strongly
disagree

Disagree

Agree

Strongly
agree

1)

Teacher have much knowledge about
assessment methods

2)

Teachers know how to implement
formative assessment effectively

3)

Teacher engineer effective classroom
discussion, questions, and learning tasks

4)

the goals of professional development in
classroom assessment include enhanced
teacher knowledge and skills and
enhanced student learning and
achievement

5)

teachers who participated in a

successful professional development
programme in formative assessment
developed their formative classroom
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practice to such an extent that it had a
significant impact on student
achievement

6)

My professional development
experiences have some impact on my
teaching practice.

7)

| am motivated to practice the knowledge
and skills that I have learned form the
professional development programme
attended.

8)

Teachers can invite collaborative
discussion on how to incorporate
formative assessment into a learning
program

Part Six: Challenges in Implementing Formative Assessment

Strongly
disagree

Disagree

Agree

Strongly
agree

1)

Teachers’ lack of formative assessment
knowledge

2)

Time constraint

3)

Large class size

4)

Instructional resources(materials, tools,
textbooks, labs etc.)

5)

Teachers’ beliefs about formative
assessment
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Appendix ‘B’: Students’ Questionnaire

Dear student,

This questionnaire serves as a data collection tool for a doctorate ‘es-sciences’ in Language
Sciences. It investigates the teachers’ formative assessment practices in their daily
instruction and its impact on teaching and learning and the prospective teachers' professional
development in assessment area. Your answers will be of a great help to us. You should
know that the questionnaire is totally anonymous. Will you please tick the appropriate
answer or give your own as truthfully as possible?

Part One: Biographical Information
1. Gender: male []

2.Age: [ ]

Part Two: Formative Assessment and Student Learning

female L]

Statements

Strongly
disagree

Disagree

Agree

Strongly
agree

1)

Formative Assessment fosters Student
Learning

2)

Formative assessment has a positive impact
on student learning

3)

I need to receive positive feedback in order
to progress

4)

Teacher and students should share an
understanding of assessment goals

5)

Varied assessment methods should be used
continuously

6)

Formative assessment raises students’
motivation

7)

Formative assessment promotes
metacognitive skills like critical thinking
and judgment skills

8)

Formative assessment scaffold students’
progress and enable them to achieve their
goals

9)

Self-assessment develops students’
autonomy
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Part Three: Formative Assessment and Teachers’ practices

Strongly | Disagree | Agree Strongly

Statements .
disagree agree

1) Teacher- student discussions are effective
in fostering learning

2) Teacher feedback is effective in
promoting student learning

3) Error analysis and correction is an
effective feedback

4) Teacher should be more aware of
checking for understanding techniques

5) FA allows teachers to identify gaps in
student learning and to adapt teaching
accordingly

6) Teacher should share success criteria and
learning goals with students

7) Teacher delivers his instruction is in a
variety of formats: one-to-one, small
group, and large group.

8) Teacher generates classroom discussions,
questions, and tasks to gather and use
information from classroom assessments
to improve student learning

9) Teachers know how to assess and student
learning well

10) Teacher teaching strategies: higher order
questioning techniques; use of problem
solving techniques
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Appendix ‘C’: Classroom Observation Checklist Form

. Learning Targets: Clarifying Learning I i

and Sharing Criteria for Si

bserved

INot Observed

1. Does the teacher make certain that students understand the
learning intentions for the class session?

=

2. Does the teacher make certain that students understand the
learning intentions for each activity?

B. Does the teacher provide examples of high and low quality
work?

4. Does the teacher address potential misunderstandings
fregarding the criteria for success?

WA

Learning Tasks That Elicit Evidence of Learning

\B. Monitoring: Engineering Effective Classroom Discussions, Questions, and

Observed

INot Observed

1. Does the teacher make efforts to monitor student learning on an
ongoing basis (i.e., minute-to-minute & day-to-day)?
an ongoing basis (i.e., minute-to-minute & day-to-day)?

“

2. Does the teacher give students a variety of opportunities and methods
e.g., verbal, written, electronic, & visual) to respond to questions?

=g

B. Does the teacher use effective questioning strategies (e.g.,
adequate wait time, open-ended questions) to elicit evidence of
learning?

W

4.  Does teacher monitoring seek to elicit evidence from students of
both factual/procedural knowledge and of deeper conceptual knowledge?

s

5. Does teacher monitoring seek to elicit evidence of whether
students can transfer knowledge within and between
disciplines/subjects?

G

C. Feedback: Providing Feedback That Moves Learners Forward

Observed

INot Observed

1. Does the teacher provide ingful feedback (i.e.,

iinformation with which a learner can confirm, add to, overwrite, tune,
or restructure understanding) immediately following formal and/or
linformal evaluations of student progress?

v

2. Does the teacher provide accurate feedback that assists
learning?

B.  Does the teacher provide feedback in reference to a criterion- based
standard, avoiding feedback based in comparison to other students?
other students?

4. Does feedback describe specific areas of needed improvement and
suggest alternative strategies for making that improvement?

5. Does feedback describe specific student strengths and suggest
strategies for continued learning in those areas?

L
e
w
A

T T I Y

3
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F,

D. Self-Assessment: Activating Students as the Owners of Their Own Learning

QObserved

Not observed

1. Does the teacher give students opportunities to use self-
regulatory competencies, such as the ability to accurately
assess their own knowledge?

2. Does the teacher make efforts to develop self-monitoring
competencies in students (i.e., meta-cognitive skills)?

3. Are students making decisions related to their own
improvement on the basis of ongoing assessment data (i.e.,
ownership of learning)?

NS

E. Peer Assessment: Activating Students as Instructional Resources for One Another

Observed

Not Observed

1. Does the teacher give students opportunities (e.g., discussions,
questions, learning tasks) to engage in peer-monitoring?

2. Does the teacher utilize the results of peer activities to
strengthen ongoing assessment of student

3. Does the teacher utilize peer activities to help students deepen their
understanding of common errors and alternative strategies?

WA
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Appendix ‘D’: Formative Assessment Strategy Use (for Teacher’s Self-assessment)

FA Strategy - Number of Uses

Non- Negotiables Formative Assessment Strategy Number of Uses

1. Stated goals
Clarify 2. Posted models
learning 3. What has been
Intentions 4. Where we're going

5. What is quality work

6. Student friendly language

Questions
Engineering 1. Reflective
Discussions 2. Stimulating

3. Hot seat

4. No hands up

5. Probing

1. Quality work

2. Comments how to improve

3. Address misconceptions
Providing 4. Engage student
Feedback 5. Cause thinking

6. Tell what has /hasn't been done

7. Specify a better way

8. Move students forward
Activating 1. Provide feedback to teachers
students as 2. Criteria in student language
owners 3. Students ask question

4. Student suggests ways to improve
Peer and 1. Remark to other
Self- 2. Students reflect
assessment 3. Reflective responses

4. Students review own work
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Appendix ‘E’: Classroom Observation Form (Suggested)

1. General information

Full name:

Qualification: Teaching experience:
Class: Subject:
Lesson: Time: Location(venue):

2. Observation aspects

Time | Teaching and Assessment

Strategies

Teacher’s Activities

Students’ Responses

Comments

3. General comments:
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Appendix ‘F’:

Field Notes From Observation

Teacher Action:

How do | know?

Student Action

Clarifying learning intentions

State goals to students
Posted models or schema
What has been done
Where are we going

What is quality work
Student-friendly language

Engineering discussion

Reflective questions
Stimulating questions
"Hot seat" questions
No-hands-up questions
Wait time

Uses probing questions

Prowdlng feedback

Quality of student work
Comments on how to improve
Addresses misconceptions
Engages students

Moves students forward

Causes thinking

Tell what have/haven't achieved
Specifying a better way

Activate students as owners

Criteria in student language
Exemplars of work

Students ask questions

Establish lesson pacing

Provide feedback to teacher
Shared responsibility

Student suggests way to improve

Peer/Self-assessment

Remarks to others

Using grading criteria

Tools: red/green lights

Providing students time to reflect
Reflective responses

Student review own/other's work
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Passive / VVoice

Ive

: Act

Appendix ‘G’: Grammar Lesson Task
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Reported Speech

Appendix ‘H’: Grammar Lesson Task
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Appendix ‘I’: Students’ Self-assessment Grid (Grammar Session)
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Appendix ¢J’: 3-2-1 Summary or (Exit-Slip)
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Appendix ‘K’: Quick and Easy Formative Assessments

y

Fisiggsdest  Quick & Easy Formative Assessments

Index Card \ /Brain Dumps \

Give each student an index card. Ask them to write on A three minute pause gives students a chance to
both sides to answer the following: stop and reflect on what they’ve just been
introduced to. This also lets them make connections
to prior knowledge/experiences and to seek
clarification. You can have students talk to a partner
or write ideas down. Here are some prompts to use:

B

Side 1: Based on our study of , list 2 big idea that you
understand.

Side 2: Identify something about that you do not yet
fully understand.

4 o “Ifelt.”
P o “lchanged my attitude about...”
“I related to...”
One Minute Essay 2
o “Ifound itinteresting that...”
A one minute essay question i © “One new thing | learned was...”
goal that can actually be an o “This reminds me of ...” (text to self, text to

two. Specific prompts ars us K world, text to text) /
.
i f i
Journal Entry Hand Signals
Students record their unders Ask students to display a designated hand signal to indicate

their understanding of a specific concept, principle or
process. Examples include thumbs up/down and showing
fingers on a scale of 1-5.

topic, concept or lesson in a p
The teacher reviews the jou
responds as needed. This p
place for students to express
questions that they migh
sharing in public.

_/
Concept Map

Any of several forms of graphic organizers that allow
students to recognize the relationships between ideas
through diagramming key words and phrases.

The key to this method of
actually read and respond to
entries. If the teacher does!
students will be less inclin

\provide details of their und

(
Exit Card

Examples include Venn diagrams, webs, etc.

L 7

Exit cards are written responses from each student that must be turned in
the day. They are “required” before a student can exit the class. Prompts.
know about the topic before this lesson”) or specific (“put the followin
write a response on a sticky tab, note card or piece of paper. Many teai
where students must post or turn in responses. i

For more free teacher stuff, please visit www.SquareheadTeachers.com.
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Assessment Formula

ve

that Embeds Formati
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Learn
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Appendix ‘M’: Think-Pair-Share / KWL (Formative Assessment Techniques)

Name:

Date:

ES T B .

Usse the gra,P/Li,c organizer below #o organize yowr informatiorn.

TOP(:G =

Whiat I Know

N

Whiat I Want 7o Learn

Whiat 7 Learned

Hm

SHaveFunTeaching.com

Name

C

Think-Pai

lass Period, Duate

r-Share

Question/Topic

What | Thought

What My Partner Thought

What We Decided to Share

28

2




Résumé

L'évaluation formative reste mal appréhendée et confusément exercée par les enseignants dont la pratique enseignante est
souvent marquée par une forme d’évaluation ou 1’objectif formatif et ’objectif sommatif sont souvent interférés. A ce propos,
la présente recherche se veut une étude dont I’objectif est d'étudier et d'explorer comment les enseignants de FLE
conceptualisent le processus d'évaluation formative, et comment ils jugent son utilité dans le processus d'enseignement /
apprentissage. Pour ce faire, nous avons adopté une approche mixte basée sur le questionnaire et I’observation comme outils
d’investigation. Nous avons distribué deux questionnaires: 1’un aux enseignants (21 participants), I’autre aux étudiants (75
participants).Quant a I’observation, elle a porté sur deux classes (35-40 éleves).Les résultats du questionnaire vont dans la
conclusion que les enseignants et les éléves étaient conscients de I'objectif de I'évaluation formative et de son impact sur
I'apprentissage des étudiants. C’est dans ce sens qu’une évaluation de 1I’évaluation formative exercée dans la classe permet

de contribuer au un développement professionnel.

Mots Clés : I'évaluation formative, développement professionnel, Compétences des enseignants.
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Ol i) a8 G il Jend Falad) apanl g aalaill Jlae (8 35S anilly alaia W) 7 gm g e (e S 0 jlal S8
Ll Ayl agilos jlaa 3 ]l Cpalaall J8 (10 4S) je 5 4 ggfa e I35 Y (S 6SEl anfil) A Hlae 8 ¢l pa g aladll
anil) 8 gl ookl ) dalad) Slilia ey andlill Cangdl s S sSill Caag) 8 Janil o L Wle Cun pn@ill (e g i
prit Ll Cany (@) Ad il agils jlan (o T 3ay W 12 o afil) (g i) 138 iy Gy (palnall dagali Can 5 531 35S
Olaia) o aaiad 48 yidie dpdgia Ladie ) c@llyy sLall cpaleall Jgall yyshail) a5 Jal o o sSE) anil) 8 Cpalaall 46 pae

s Sl Ll (S lie 75) dlall e AV 5 (1 )lia 21) calaall o Laaal iyl Ui 35 4l jall ¢l solS dlaadlall
Oe ol A o e 1S Ol 5 cpaleal) G salie il ) lain) &5 cadi (Ws 40-35) (nlaad cilae 28 ddal)
Jaaill 8 oSl il A jlae 481 pe 2l JOIA (g 0 3 3a g i L) 138 Sl a3 CBlall alas e o 53l 5 o oS sl
punih 20 Ly ¢ inall 13ga g 5 painna g Allad daal ) 4,03 pa s 3 SR e Al alad 3 3a O (S il slaall 038 O aa g s
O (S s alail) g andeill aliiiall 5 paisal) igall o shaill 8 dadlossall ol al) Jadll o3l ja) aly (g2l iy S il

Al agilus jlae ) Ll Sy ) CaleliSI y odat e (GadUall) (S Hliall Garigall Gpaleiall ae Ly

3L lem ¢ sigall o sdail ¢ iy sSall apiill s Agalidal) cilalsl)

Abstract

Teachers’ knowledge of formative assessment must be assessed in order to direct the professional development for teachers.
The purpose of this research is to investigate and explore how EFL teachers conceptualize formative assessment process and
how they judge its usefulness in the teaching/learning process. The study adopted a mixed method approach to understand
the process of formative assessment within the higher teacher education context. We conducted two questionnaires (one
directed to teachers and the second to students). In this study,75 students responded to a questionnaire;21 teachers took part
in the study. In addition, observation for two classes (35-40 students) were conducted to triangulate the current practices of
teachers and students. The findings from this research can increase understanding of assessment in higher education
settings and may benefit teachers who implement formative assessment practices, through continuous and regular
professional development. This study offers suggestions that may help teachers facilitate and innovate the implementation

of formative assessment in the field of ELT.

Keywords: Teacher Professional Development, Formative Assessment, Instructional Practices.




