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Abstract

Language assessment produces reliable and organized data about learners’ abilities,
achievements, needs, and difficulties. The Algerian Higher Education Institutions recognize the
crucial role of assessment in shaping teaching methodologies, curriculum design, student’s
motivation, and overall learning experiences. However, a lack of assessment literacy among
Higher Education teachers, coupled with an overreliance on traditional assessment methods,
presents significant challenges. This research delves into the English for Specific Purposes
Language Assessment and its impact on the development of domain-related language skills
among Computer Science students, at Tlemcen University. The study adopts a two-phased
sequential exploratory case study design. The qualitative instruments encompass the analysis of
12 selected assessment artifacts and the guided observation of 3 English for Specific Purposes
practitioners based on convenience sampling. The quantitative instruments include a satisfaction
survey involving 367 undergraduate Computer Science students and two performance-based
tests administered to 76 1% year Computer Science Students. Findings reveal critical gaps in
English for Specific Purposes assessment practices, including issues with alignment, feedback
provision, and lack of diversity in evaluative practices and materials, negatively impacting the
development of domain-related language skills. Furthermore, the research sheds light on the
complexities surrounding English for Specific Purposes assessment, such as the shortage of
qualified practitioners, misalignment with learners' professional needs, and dysfunctional
assessment designs. The study emphasizes the necessity of addressing these challenges to foster
a higher quality assessment environment. The recommendations provided offer a roadmap for
advancing research on English for Specific Purposes assessment in Algerian Higher Education,
by embracing diverse research methodologies and exploring the long-term impact of evaluative
practices, to actively participate in framing educational policies seeking to enhance the socio-
economic progress of Algeria.
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GENERAL INTRODUCTION



General Introduction

Assessment is inherent to any teaching situation as it may occur before, during, or after
teaching to provide insights about the teaching and learning experiences. Moreover, it produces
reliable and organized data about learners’ abilities, achievements, needs, and difficulties.
Assessment encompasses the different processes used for gathering, measuring, and analyzing
this data. These can be exploited reflectively and used to form informed judgments about the
teaching-learning activity. Assessment, hence, fulfills a major function in the teaching-learning
process and holds a prominent place in education. A number of significant decisions, with both
microscopic and macroscopic impacts, can be reached based on continuous and periodic
evaluation of learners, courses, and assessments among others. The fact of the matter is that due
to its intrinsic importance, assessment has witnessed a strong and active interest in the scope of
Foreign Language Teaching (FLT), encouraging its theoretical and methodological

developments.

The two terms, assessment and evaluation, are often used interchangeably, though they
differ to a great extent that they could be seen as diametrically opposed. Assessment is a modern
and wider concept which encompasses, but is not limited to, tests and evaluations. The
developments within the field of assessment have first focused on the disambiguation of the
concept, through the study of its nature, functions, and methods. Language assessment,
regardless of its type, is implemented to collect feedback upon which decisions are reached and
actions taken. The significant body of research on language assessment calls attention to its
importance to education in general and language teaching in particular. Several research findings
have shown that effective teaching is narrowly linked to the effective implementation of
assessment strategies and tools. A conceptual understanding of assessment functions, methods,
and effects is indispensable to the success of the teaching-learning experience. The

understanding, awareness, and skills required in the process of designing, implementing, and
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interpreting assessment is referred to as assessment literacy. Basic assessment literacy can foster

the natural relationship between assessment and teaching — informing and improving each other.

Language Assessment (LA) is a crucial component of the teaching and learning process,
as it allows educators to gauge students' progress and identify areas where they need additional
support. However, research on LA in the Algerian context is scarce, secondary-education
oriented, and inconsistently documented. This is particularly concerning given the country's
multilingual and multicultural population. LA importance, inherent to the importance of
language as a medium of thought and communication in all domains, is amplified by the the
political will and efforts to make a shift from French to English Medium Instruction (EMI)
within Higher Education (HE) Science, Technology, Engineering, and Mathematics (STEM)

contexts.

One of the most noticeable gaps in research on language assessment in Algeria is in the
area of assessment impact. Assessment impact refers to the ways in which assessment can
influence teaching and learning. For example, well-designed assessments can motivate students
to learn and help teachers to identify and address students' needs. However, poorly designed
assessments can have a negative impact on students' motivation and learning outcomes. Research
on assessment impact in Algeria is limited. However, some studies have suggested that the
current assessment system in the Algerian Higher Education Institutions (HEIs) may be having a
negative impact on students' motivation and learning. Research has found that Algerian students
often view assessments as punitive rather than formative due to the fact that assessments are

often high-stakes and have a significant impact on students' grades and placement.

There is also a lack of research on the design, delivery, and scoring of language
assessments in the Algerian HE context. This includes research on the development of valid and

reliable assessments, as well as research on the use of appropriate scoring procedures. The lack
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of research on language assessment in Algeria is a major concern. It is essential to conduct more
research in this area in order to develop a better understanding of the current situation and its
impact on students' learning and overall development. This research can be used to inform the

development of more effective and useful assessment practices in Algeria.

In addition to the research gaps identified above, it is also important to note that research
on LA in Algerian HEIs has rarely been conducted in the context of English for Specific
Purposes (ESP). ESP courses are gaining prominence in the Algerian HE landscape, responding
to the global demand for English proficiency in technical, scientific, and medical fields. This
growing trend necessitates thorough examination of how effective LA approaches can be tailored
to support the development of learners' ESP competencies, encompassing both linguistic and
topical Knowledge, Skills, and Abilities (KSAs). The absence of research specifically focused
on ESP contexts poses a significant gap in understanding the unique assessment needs of ESP
learners. Unlike English for General Purposes (AGP) assessments, ESP assessments must not
only evaluate general language proficiency but also assess the ability to comprehend and utilize
specialized vocabulary, grammar, and discourse structures relevant to learners' specific
disciplines. Without dedicated research on ESP assessment, there is a risk of inadvertently
applying AGP assessment methods to ESP contexts, potentially leading to inadequate evaluation

of learners' true ESP proficiency.

Moreover, the integration of ESP courses into Algerian HEIs calls for a critical
examination of the role of LA in supporting the learning process and informing curriculum
development. LA can serve as a valuable tool for ESP instructors to gauge the effectiveness of
their teaching methods and identify areas where instruction may need to be adapted to better
meet the specific needs of ESP learners. Furthermore, LA data can inform the development of
ESP curricula that are tailored to the specific language demands of specific disciplines.

Addressing this research gap is essential for ensuring that LA practices in Algerian HEIs are

-
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effectively supporting the development of ESP learners' competencies and contributing to the

overall success of ESP programs.

However, despite the increasing importance of ESP in the Algerian HE context, there still
exists a significant misalignment between the intended goals of ESP assessments and their actual
implementation, particularly in the Faculty of Sciences, Tlemcen University. This misalignment
raises critical questions about the effectiveness of ESP assessment in addressing learners'
specific needs and preparing them for future careers. The impact of evaluative practices on
learners, society, and economy should become a national concern. One of the primary challenges
confronting ESP assessment in Algeria is the scarcity of qualified instructors. ESP courses
necessitate proficient educators not only in English but also in the intricacies of the relevant
field. However, the prevailing practice of appointing newly graduated EFL students as part-time
teachers without adequate training or clear syllabi undermines the pedagogical effectiveness of
ESP courses. This situation prompts an urgent examination of the qualifications, training, and

readiness of ESP teachers in the Faulty of Sciences.

ESP assessments encounter obstacles as many courses are not tailored to the specific
needs of learners due to the absence of needs analysis in course design. The disconnection
between instruction and real-world professional requirements necessitates a comprehensive
investigation into the curriculum development process. Effective ESP assessment requires
seamless collaboration between language tutors and subject matter specialists to ensure
alignment with international job industry requirements. The lack of cooperation poses challenges
to the relevance, usefulness, and effectiveness of assessments. Moreover, the limited time
allocated to ESP modules, often only one or two hours per week, poses challenges for effective
teaching and assessment. The constraints in time allocation require a closer examination to

understand their impact on assessment methodologies and coverage of necessary material. The
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proficiency level of students undertaking ESP courses is a significant factor influencing the

success of assessments.

The notable scarcity of research dedicated to ESP assessment within the Algerian context
is a critical issue. The absence of a robust body of research limits the availability of well-
informed guidance for ESP educators, hindering the establishment of clear assessment
procedures. Addressing this research gap is vital for ensuring the continued improvement of ESP
evaluative practices in Algeria and the overall success of ESP learners. The present research is
essential to shedding light on the current evaluative practices, developing more relevant, useful,
and effective assessments that support the development of the Algerian STEM students’ ESP

competencies and adhere to the Algerian shift towards EMI.

The challenges facing ESP assessment in the Computer Science Department, at the
Faculty of Sciences, encompass issues related to teachers’ qualifications, needs analysis,
collaboration, course organization, cohorts’ size, students’ characteristics, and resources, in
addition to the lack of official guidelines regarding ESP instruction and assessment. These
challenges underscore the critical need for the identification of ESP teachers’ evaluative
practices, the exploration of their impact, and the planning of targeted interventions. This
research aims at understanding the impact of ESP assessment on first-year Computer Science
learners' language skills development, to contribute to the socio-economic development of

Algeria by producing graduates who are competitive in the global job market.

The significance of the present study lies in providing a model of ESP achievement tests
that is learning-oriented, integrating both content and language, and aligning with the demands
of the computer science profession. Moreover, the study offers an internal view of current
practices regarding ESP assessment, collecting data that could be used by other researchers. The

study also aims to improve students' overall linguistic performance and achievements through
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evaluation by adopting a novel approach to Integrated Content and Language (ICL) through

Learning-oriented Assessment (LOA).

Drawing on the previously mentioned problematic, and in order to reach the stated

objectives, the researcher strives to provide answers to the following questions:

1. How do ESP teachers at the Faculty of Sciences assess 1st year Computer Science

students?

2. How do undergraduate Computer Science students experience ESP assessment?

3. What impact does ESP assessment have on 1%tyear Computer Science students at the

Faculty of Sciences?

These questions represent the framework leading the present research, thus, in order to

thoroughly examine them, we hypothesize the following:

1. ESP teachers mainly rely on poorly designed summative assessments that are not

aligned with 1%t year Computer Science learners’ needs.

2. Computer Science students are not satisfied with the actual ESP evaluative practices.

3. First-year Computer Science ESP assessment has an intense negative impact on

learners’ linguistic and topical skills development.

To fulfill the outlined objectives, address the research questions, and test the hypotheses,
a sequential exploratory research design is employed. The initial phase involves collecting and
analyzing qualitative data derived from twelve selected ESP assessment artifacts (encompassing
final and makeupl® year Computer Science English exams) and the guided observation three
ESP teachers’ classroom evaluative practices. This qualitative phase informs the development of

research instruments used in the subsequent phase, which focuses on gathering and analyzing
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quantitative data. The second, or quantitative, phase employs a satisfaction survey addressing all
Computer Science undergraduate students (1%, 2", and 3" year), in addition to two performance-
based tests designed to assess the impact of ESP achievement tests on 1% year learners’ language
skills development within the Computer Science context. A comprehensive exploration of the
research problem requires an examination of the theoretical foundations underlying each aspect

of the study. Consequently, the work is organized into four chapters.

The first chapter establishes the theoretical framework for language assessment, outlining
the concept of assessment, its categorizations, and standards. It provides an extensive review of
formative, summative, and learning-oriented assessments, covering aspects such as assessment
design, operationalization, delivery, and scoring. The chapter delves into the utility of
assessments, emphasizing concepts like validity, reliability, authenticity, impact, fairness, and
practicality. Notably, it introduces ICL assessment and a practical LOA framework based on
Turner and Purpura (2016). The chapter concludes by highlighting the crucial role of teachers'

assessment literacy in ensuring effective evaluative procedures.

The second chapter focuses on the theoretical background specific to this research design.
It reviews the literature on the Algerian ESP situation, with particular attention to ESP
assessment and the associated challenges. The chapter also establishes the practical foundations
driving the research, outlining the research design, objectives, as well as data collection and

analysis procedures.

The third chapter is dedicated to data analysis and discussions. It begins by presenting,
analyzing, and discussing the data from the first phase. The chapter then explains how these
insights informed the design of the second phase before detailing and discussing its main

findings. It concludes with a general discussion that integrates data from both phases.
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The fourth and final chapter is centered around recommendations based on the findings,
discussions, and the review of literature. It primarily focuses on advocating for useful and
learning-oriented ICL assessment strategies within the Algerian ESP context. The chapter
includes recommendations for stakeholders, encompassing training programs and the
establishment of an ESP center. Additionally, it seeks to provide insights into how language

assessment may evolve in the age of Artificial Intelligence (Al).
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1.1 Introduction

Language Assessment (LA) stands as a pivotal component in the broader realm of
language education, serving as the compass that guides the language learning and proficiency
development. At its core, Language Assessment encompasses a complex process aimed at
evaluating individuals' language skills and abilities, offering insights into their linguistic
competencies. This chapter delves into the intricate landscape of Language Assessment, through
its conceptual foundations, types, standards, and the design techniques employed to ensure its
effectiveness.

The significance of Language Assessment cannot be overstated, as it pervades the entire
teaching and learning continuum, leaving an indelible mark on students' academic and
professional future. Language Assessment plays a transformative role in shaping educational
experiences, influencing curriculum design, and providing educators with valuable feedback to
tailor instructional approaches. Beyond the classroom, the impact of language assessment
reverberates into students' professional endeavors, influencing their communicative
competencies in real-world and domain-related contexts. As an integral part of language
education, assessment acts as a catalyst for continuous improvement, fostering an environment
where learners can refine their language skills and educators can tailor their teaching
methodologies to meet evolving needs.

From formative assessments that guide ongoing instruction to summative assessments
shaping final evaluations, each type serves a unique purpose in the evaluation landscape. The
chapter delves into the standards that underpin language assessments, ensuring fairness, validity,
and reliability. Furthermore, the discussion extends to the design techniques that make
assessments effective tools for gauging language proficiency. In addition to these key aspects,
the chapter will illuminate the concepts of Integrated Content and Language (ICL) assessment

and assessment literacy. Through this comprehensive exploration, the chapter aims to provide a
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thorough understanding of Language Assessment, shedding light on its dynamic and

indispensable role in language education.

1.2 An Overview of Assessment

Language assessment is a pivotal element in language learning environments, serving to
evaluate learners' progress during and after instruction and influencing the methodologies
employed for language acquisition (Brown, 2003). Before constructing language tests, it is
imperative to establish a clear purpose for assessment. In other words, when developing or
utilizing language tests, it is crucial to recognize that tests and assessments serve as tools. The
purpose of using a test or assessment should be clear, rather than using it arbitrarily.

The purpose and the audience of tests should be first considered, before any planning or
design. Usually, the purpose of administering tests is to come to informed decisions about
students or other individuals, such as those seeking language proficiency certifications. These
decisions should influence the design of our tests. Recognizing a test as a measurement
instrument can significantly aid in figuring out the most efficient ways to employ it, as various
instruments are appropriate for distinct purposes (Carr, 2011). In other words, a specific test can
be effective, considering its purpose, while proving unsuitable for another. Poorly designed tests
with limited usefulness feature irrelevant and unsuitable tasks due to an inadequate planning.
Conversely, well-designed tests might be highly specialized.

Assessment is integral to any teaching situation, occurring before, during, or after
instruction (Boubris & Haddam, 2020). This reciprocal relationship requires educators to align
assessment strategies with learning outcomes, learners' needs, and the learning environment. The
reflective use of assessment data provides valuable insights into teaching and learning
experiences. Research underscores the close relationship between quality teaching and the
implementation of valid and reliable assessment strategies. Continuous and periodic evaluation

of learners, courses, and quality is emphasized as a key aspect of language assessment in FLT.
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Furthermore, the research has distinguished between assessment and evaluation,
highlighting assessment as a broader concept that encompasses tests and evaluations (Dixson &
Worrell, 2016). Understanding the nature, functions, and methods of assessment is crucial for its
effective implementation. This disambiguation is essential for practitioners, as assessment,
regardless of its type, aims to collect feedback for decision-making and action (Desheng &
Varghese, 2013).

Assessment literacy is a critical aspect of the language assessment process. The
understanding, awareness, and skills required in designing, implementing, and interpreting
assessments contribute to the success of the teaching-learning experience (Malone, 2013).
Assessment literacy fosters a natural relationship between assessment and teaching, allowing for
mutual enhancement.

Language assessment is integral to language education, influencing teaching methods,
shaping learning experiences, and contributing to the development of the field. As language
assessment continues to evolve, a nuanced understanding of its purpose, design, and integration
with teaching methods becomes increasingly essential for educators and researchers alike.

1.3 Classroom-based Assessment

Language testing research has been imbalanced, with a disproportionate focus on large-
scale international tests, overlooking the more common practice of classroom-based language
assessment. Despite the prevalence of teachers conducting assessments, grading tests, providing
feedback, and preparing students for high-stakes exams, there are still aspects of assessment
practices in everyday classroom contexts that remain unclear or inadequately understood.

Classroom assessment encompasses a range of methods and techniques employed by
teachers and students to gather, evaluate, and report on students' academic progress. It serves as a
valuable tool for teachers to gather data and information on students’ knowledge and skill

development. Classroom assessment serves various purposes, including documenting students'
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knowledge and abilities, identifying strengths, weaknesses, and misconceptions, enhancing
learning outcomes, motivating students, assigning grades, and providing feedback to parents. It
extends beyond mere testing, although tests have been commonly used as one form of classroom
assessment (McMillan, 2015).

It is important to differentiate classroom assessment from other types of assessments in
education. Classroom assessments are primarily administered and controlled by teachers, tailored
to specific classes. They come in various forms, ranging from daily assessments to those
conducted over extended periods. On the other hand, standardized assessments follow specific
procedures, formats, and scoring criteria, and are used for multiple students across different
classes, schools, and states. These assessments, often referred to as large-scale tests, have been in
use for many years and include standardized achievement tests.

Classroom assessment encompasses five essential components: purpose, learning
objectives, measurement, interpretation, and use. The purpose of assessment varies and serves
functions such as diagnosing, providing feedback, documenting achievement, motivating
students, grading, reporting to parents, and preparing for accountability tests. Learning
objectives, also known as standards, specify what students should learn at different grade levels
and should be clear and comprehensive, encompassing both content and cognitive complexity
(Marzano & Kendall, 2007).

Measurement involves quantifying student performance and differentiating levels of
knowledge and skills. Assessment methods include selected-response tests (e.g., multiple-choice)
and constructed-response assessments (e.g., essays), with scores or grades as the outcome.
Interpreting assessment results requires professional judgment, utilizing benchmarks and
contextual information to determine the meaning of students' performance (Anderson &
Krathwohl, 2001; Marzano & Kendall, 2007). While objective assessments, such as multiple-
choice tests, are scored objectively, their interpretation still relies on teachers' informed

judgments.
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The use of assessment results should align with the intended purpose. Teachers employ
the results in various ways, such as grading, reporting to parents, planning subsequent
instruction, and providing feedback to students. By considering the purpose, teachers ensure that
assessment outcomes serve as valuable tools to inform their decisions and support student
learning.

In the past two decades, assessment for learning, also known as formative assessment,
has emerged as a significant advancement in classroom assessment (Andrade & Cizek, 2010). It
differs from summative assessment, which occurs at the end of a learning period to document
student performance. Formative assessment is an ongoing and informal process integrated with
instruction, with the primary goal of enhancing student learning.

The process of assessment for learning involves several essential steps. It starts by
establishing clear criteria for evaluating student learning and understanding, which serve as the
foundation for assessing progress toward learning targets (McMillan, 2015). Evidence of student
understanding is collected through various methods, including pretests, questioning, short tasks,
and interviews. Providing effective feedback is a crucial component, which should be timely,
specific, individualized, and connected to the established criteria (McMillan, 2014).

Assessment for learning promotes the integration of curriculum, instruction, and
assessment to positively impact student achievement and engagement. It emphasizes the mastery
of knowledge and skills, encourages self-monitoring and self-determination, and cultivates
student dispositions necessary for success in both careers and life. Embracing this philosophy
requires teachers' commitment to improving student learning and motivation (McMillan, 2015).

Quality indicators for successful classroom assessment include establishing clear
objectives and learning targets that are understood by students, parents, and teachers. By
following these principles, assessment for learning becomes a powerful tool in facilitating

student growth and academic success.
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1.3.1 Classroom Assessment Techniques

Classroom assessment techniques (CATs) encompass a wide array of activities that can
be categorized as either summative or formative (Hanson & Florestano, 2020). Summative
assessments, such as tests and student ratings of instruction, serve an evaluative purpose and are
typically administered at the conclusion of a learning period to determine the level of retained
knowledge. In contrast, formative assessments are reflective and student-centered, serving as an
ongoing process aimed at enhancing learning. These assessments allow for adjustments and
improvements to be made by both instructors and students prior to summative evaluation
(Adams, 2004).

The concept of formative classroom assessment techniques has gained significant
attention since the 1980s (Simpson-Beck, 2011). CATSs consist of specific teaching strategies
designed to provide formative assessments by engaging students in reflective evaluations of
course material and collecting their reflections on learning. These student reflections offer
valuable feedback to instructors on the extent and quality of students' learning, thus facilitating
improvements in teaching and learning practices.

Classroom assessment shifts the primary focus of teachers and students from improving
teaching to observing and enhancing learning. It recognizes that fostering changes in students'
study habits and metacognitive skills (i.e., thinking about their own thinking and learning) can
often be more effective in improving learning outcomes than modifying teaching methods
(Hanson & Florestano, 2020; Simpson-Beck, 2011). Ultimately, for students to become
independent lifelong learners, they must take full responsibility for their own learning.
Classroom assessment plays a crucial role in guiding both teachers and students in making
necessary adjustments to enhance learning (Adams, 2004).

Implementing CATSs involves a series of steps, beginning with planning, where

instructors consider the potential benefits of CATS, select an appropriate technique that aligns

16



CHAPTER ONE Higher Education Language Assessment

with course goals, provides valuable feedback, suits their teaching style, and can be easily
implemented in the classroom. Subsequently, the technique is implemented by clearly explaining
its purpose to students, collecting their responses, and promptly analyzing the collected data.
Finally, instructors respond to students by sharing the insights gained from the assessment and
explaining how that information will impact future instruction (Simpson-Beck, 2011).

A variety of CATs are available, differing in complexity and the time required for
preparation, administration, and analysis (Marzano & Kendall, 2007). The choice of CATs
depends on instructional needs, but some commonly mentioned techniques in the literature
include the Minute Paper, where students spend a minute writing about the most significant point
covered in class; the one-sentence summary; the Memory Matrix, which involves filling in a
diagram based on provided labels; and the Muddiest Point, where students reflect on the most
confusing aspects of a lesson or topic (Simpson-Beck, 2011).

Several decades of qualitative literature and anecdotal comments have asserted the
effectiveness of Classroom Assessment Techniques (CATSs) in improving student learning.
However, the existing empirical evidence supporting this claim is limited (Simpson-Beck, 2011).
There seems to be some confusion in the literature regarding the causal relationship between
CATs and learning, particularly whether CATs have a direct effect on learning or on teaching. It
is conceivable that CATs primarily enhance teaching practices, such as creating a positive
learning environment, rather than directly impacting learning outcomes. Furthermore, CATs may
assist students in becoming better learners by improving their ability to identify gaps in their
understanding or misconceptions. In any case, CATs serve as a tool to provide a break from
traditional lectures, promote student self-assessment, and offer ungraded and anonymous
formative feedback (Marzano & Kendall, 2007).

According to Simpon-Beck (2011), CATS have become synonymous with assessment for
learning (AFL) and formative assessment (FA). The aim of formative assessment and CATS is to

enhance student learning and motivation through a series of five crucial steps. According to
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McMilan (2015), FA should establish clear criteria for evaluating student learning and
comprehension. These criteria serve as the key indicators of success, encompassing the aspects
of student responses or the dimensions of products and performance that determine the level of
understanding. FA should collect evidence that demonstrates student learning and understanding.
This evidence can be obtained through various means, such as pretests or pre-assessments
conducted before instruction begins. Other approaches, like observing student performance
during instructional activities or using effective questioning techniques, can also be valuable.
Both verbal and nonverbal indicators can be assessed to gauge student progress accurately.

Providing feedback to students based on their performance is the third step of the process.
Extensive research has been conducted on effective feedback that promotes student learning. The
feedback should be timely, specific, and individualized, avoiding general evaluative statements
that lack specificity and may discourage students. Instead, the feedback should be directly linked
to the criteria and specific responses of each student, enabling them to recognize their progress
toward the learning target. It is also essential to help students understand that their lack of
achievement is primarily due to insufficient effort, fostering a mindset focused on future
improvement.

CATs should engage students in self and peer assessments. Encouraging students to
reflect on their own learning and involve peers in the assessment process can be beneficial. This
practice promotes self-monitoring and self-determination, as students gain a deeper
understanding of their strengths and weaknesses. Students can generate their own ideas on how
to improve their understanding, which contributes to their ownership of the learning process.

Ultimately, FA should help at implementing instructional adjustments or correctives. In
this step, teachers guide students on additional learning activities that can further enhance their
understanding or mastery of the material. These activities should be distinct from previous ones

and may involve students' own ideas for improvement. By encouraging self-directed learning and
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providing targeted support, teachers empower students to bridge the gap between their current
knowledge and the desired learning outcomes.

Assessment for learning is based on the premise that assessments should be constructed
and utilized in ways that positively influence both student achievement and motivation. This
educational approach integrates curriculum, instruction, and Classroom Assessment Techniques
(CATSs) to shape the content of learning and the extent of student engagement (Hanson &
Florestano, 2020; McMillan, 2015; Simpson-Beck, 2011; Thomas & Hornsey, 2014). It places a
strong emphasis on mastering knowledge and skills, moving beyond the narrow focus on test
scores to foster students' capacity to assess their own understanding, identify gaps in their
knowledge, and design appropriate learning strategies to reach their educational goals. For
educators, assessment for learning embodies a mindset centered on enhancing both student
learning outcomes and motivation, thereby nurturing the development of crucial qualities for
success in both professional careers and personal endeavors.

Amidst various CATs that can be harnessed to enrich students' competencies, one
prominent method is the Know-Want-Learned (K-W-L) chart technique. This collaborative
approach encourages active interaction with informational materials (Amaliani, 2017). It
leverages the preexisting knowledge of students to collectively establish a more robust
foundation for learning and to share insights gained through instruction. The K-W-L acronym
signifies three essential phases: "what | know," "what I want to know," and "what | have
learned.” The primary objective of employing the K-W-L chart technique is to activate and build
upon prior knowledge, establish a purpose, and facilitate the synthesis of newfound knowledge.
Consequently, this strategy not only evaluates students' learning experiences but also provides
educators with an evaluative tool (Conderman & Hedin, 2012). By guiding students through their
reading materials, the K-W-L technique furnishes a framework to navigate their learning

jprocess.
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1.3.2 Validity in Classroom Assessment

Validity in educational assessment refers to the appropriateness of its use and the
reasonable interpretations, inferences, and consequences derived from it. It also involves
evaluating whether an assessment encourages surface-level studying or deep content mastery,
aligning with desired outcomes (Kane & Wools, 2019; McMillan, 2015).

When establishing validity for classroom assessments, practical reasoning, comparisons,
logical analysis, and careful examination of assessment characteristics are essential, as
standardized tests have well-defined technical approaches. One systematic approach to
establishing validity is creating a test blueprint or table of specifications, which provides
evidence for the alignment between assessed content and intended coverage (Kane & Wools,
2019).

Content-related evidence is commonly used in establishing validity for classroom
assessments and involves evaluating the match between assessment content and instructional
material. Another form of evidence, instructional sensitivity, compares test content with
classroom instruction. External reviews of assessments in relation to instructional material can be
utilized to gather content-related evidence and assess instructional sensitivity (Bonner, 2013).

Furthermore, employing multiple measures of the same concept contributes to validity
evidence when they consistently lead to similar conclusions. This can be achieved by using
various assessment methods such as quizzes, homework, tests, and projects, ensuring alignment
in assessing student performance. Utilizing multiple measures and diverse measurement methods
Is recommended whenever possible.

Bonner (2013) proposed five principles crucial for establishing validity in educational
interpretations based on classroom assessments. These principles offer a comprehensive
framework that enhances the validity of classroom assessments and apply to learning,

achievement, or their combination without requiring the development of new measurement
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theories. They emphasize alignment between assessment content and instructional material,
minimizing bias in assessment design and administration, assessing for student thinking
processes, evaluating the interpretations and consequences of assessment-based decisions, and
involving multiple stakeholders in the validation process.

Alignment is a critical aspect of validity, focusing on the connection between assessment
tasks and curriculum standards as well as instructional practices. It involves considering learning
objectives, educational philosophy, teaching style, and contemporary theories of human learning
and motivation. The trade-offs between content validity and instructional validity are worthy of
research attention.

Minimizing bias in assessments is crucial, both in task design and during test
administration and scoring. Methods for detecting biases include subject matter expert analysis,
teacher collaboration, debriefing with students, and item analysis techniques. Collaboration
among teachers in addressing bias requires an environment conducive to inquiry into assessment
validity.

Assessing for elicitation involves understanding student thinking processes and task-
related behaviors, which can provide insights into cognitive processes, identify biases, and
improve assessment design, scoring, and feedback. Timely feedback is vital for students to
understand the relevant processes influencing their performance.

Evaluating interpretations involves justifying the consequences of assessment-based
decisions through strong logical arguments and considering the impact on learning, motivation,
and achievement. Frequent data collection and monitoring in the classroom environment aid in
this evaluation, along with direct investigation methods such as student perceptions and
opportunities for reassessment.

Validating interpretations requires involving multiple stakeholders to question and
critically appraise assessment processes, interpretations, and decisions. External perspectives

help identify potential validity issues, and a collaborative validation process is crucial to avoid
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confirmation bias and improve the overall validity of classroom assessments. In summary, these
principles provide valuable guidance for researchers, teachers, students, and other stakeholders
involved in classroom assessments, fostering reflection and enhancing the validity of assessment
practices in educational contexts.

1.3.3 Reliability in Classroom Assessment

Researchers in the fields of education and psychology have long been interested in the
reliability of scores obtained from classroom assessments. Although classroom teachers may not
find this topic as captivating, the body of research in this area has had significant impacts on
classroom assessment practices, educational measurement as a whole, and the expectations
placed on teachers regarding assessment knowledge. Reliability extends beyond its practical
application in the classroom and encompasses philosophical, theoretical, and methodological
dimensions. Therefore, it is crucial for teachers, administrators, policymakers, and researchers,
regardless of their awareness, to recognize the importance of reliability (McMillan, 2015).

Every classroom assessment contains a certain amount of error or imprecision, which
introduces variability and interferes with obtaining an entirely accurate result. In the field of
measurement, reliability is employed to define and estimate the degree of error present in a
single assessment. Essentially, reliability reflects the stability, consistency, or dependability of
scores obtained from an assessment (Brookhart, 2009). Higher reliability indicates less error in
the measurement. Determining the extent of error in a classroom assessment, similar to validity,
often relies on professional judgment (Parkes, 2013). Various factors contribute to this error,
including the nature of the assessment and scoring procedures (e.g., ambiguous directions,
poorly worded items, biased scorers, fatigue), as well as individual student factors (e.g., fatigue,
motivation, anxiety, luck in answering questions).

Teachers are typically unaware of how these error sources impact results, underscoring

the importance of a general understanding of both the testing conditions and the students.
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Enhanced reliability can be achieved by posing multiple questions that target the same skill, such
as including several two-digit multiplication items in a math test. If a student who clearly
possesses the skill answers all items correctly, while another student who clearly lacks the skill
answers them incorrectly, it suggests that the test exhibits minimal error. However, it is essential
to acknowledge that other sources of error may still be present. Therefore, even with well-
designed tests, final scores should be interpreted with a margin of error, similar to how it is done
in political polling. This means that a score of 85% should be understood as more accurately
representing a range, such as 82-87% or 83-86%, within which the students' actual or 'true’
knowledge or capability lies (McMillan, 2015).

To enhance reliability, assessment practices should include clear guidelines for answering
and scoring, multiple items or tasks targeting the same construct, independent raters or scorers
whenever feasible, minimizing disruptions during test administration, utilizing exemplar answers
and papers for scoring, employing specific scoring rubrics, and opting for more frequent
administration of shorter assessments rather than infrequent administration of longer assessments
(Brookhart, 2009; McMillan, 2015; Parkes, 2013).

Grading and reporting practices are deeply intertwined with reliability, as the results of
assessments are frequently used to determine grades. Grades serve as an indicator of a student's
achievement or performance (Brookhart, 2009). Letter grades, such as A to F, along with
percentage ranges, are commonly used to convey predetermined meanings. Descriptor labels like
"excellent,” "good," "fair," "poor,” or "failing" are often attached to grades. Traditionally, letter
grades are not evenly distributed among students, with fewer students typically receiving As, Ds,
and Fs, while most students receive Bs or Cs. This distribution is often left to the discretion of
the teacher. Grading involves a level of subjectivity and professional judgment, which can vary
among teachers even within the same course or group of students. Factors like test difficulty,

extra credit opportunities, improvement, and effort can influence grading decisions. In higher-
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level classes, grades may receive higher point values compared to lower-level classes (Randel &
Clark, 2013).

A more recent trend in grading is standards-based grading, which focuses on absolute
levels of performance. This approach is similar to criterion-referenced grading, as it assigns
grades based on pre-established performance levels that are clearly described and understood.
The standards may be state standards or descriptions of different performance levels in
classroom assessments. Rubrics with descriptors indicating increasingly sophisticated
understanding or skills are used to differentiate the levels. In contrast, norm-referenced grading
compares students' performance to that of their peers, with only the highest-achieving students
receiving the highest grades. Norm-referenced grading is commonly used for ranking students
and has implications for honors, college admissions, and employer evaluations (McMillan,
2015).

Another less common type of grading is self-referenced grading, which compares
students' final performance to their past performance or aptitude. The focus here is on growth in
performance rather than just the level of performance. Students who show significant growth
from a weak initial understanding to an adequate or proficient level may receive higher grades,
while those who begin at a proficient level but show limited progress would receive lower
grades. Evaluating growth through classroom assessments or other assessments requires
additional testing time, reliable measures, student motivation during pretests, and accurate
measurement of aptitude if used as a pre-measure (Randel & Clark, 2013).

Final semester or course grades are typically determined by combining the results of
various classroom assessments. Web-based and other software grading programs are often
employed to aggregate grades, points, and percentages into a final score, which is then converted
to a grade. Teachers decide the weight given to each assessment and whether scores are averaged

or added using methods such as the total points method. Exams generally carry more weight than
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quizzes and homework. Students and parents can usually access grades and final calculations
online.

In addition to reporting grades, teachers communicate students' strengths, weaknesses,
and areas for improvement to students and parents. This can be accomplished through parent-
teacher conferences, student-led conferences where students review their work, and written
feedback. Student self-assessment, often facilitated through portfolios containing examples of
student work and reflections on their meaning, is a recent development in classroom assessment.
Peer assessment is also gaining prominence.

1.3.4 Fairness in Classroom Assessment

In order to ensure fairness, assessments should provide equal opportunities for all
students, regardless of their personal characteristics and circumstances, to demonstrate their
achievement. Fair assessments are characterized by their lack of bias and discrimination. A
biased assessment is one that is influenced by factors unrelated to the knowledge or skills being
measured. This bias can manifest in various ways, such as through assessment content that
unfairly penalizes certain students or contains offensive material based on culture, income,
ethnicity, or gender (Tierney, 2013).

According to McMillan (2015), unfair penalization occurs when certain students, due to
their status, experiences, or characteristics, face disadvantages during test-taking, while others
may have advantages. For instance, if a math test question uses a sailing example that favors
students with sailing experience and poses challenges for those without such experience, it
would be considered a biased item. Cultural differences, including vocabulary, values, and
conventions, can also unfairly influence some students' ability to demonstrate their knowledge
and skills. Additionally, students' learning style preferences can impact their performance on
certain types of assessments. It is important to avoid culturally-based content in assessments that

may be demeaning or perpetuate stereotypes, such as depicting a particular race as having only
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low-status jobs. Lastly, the fairness of assessments is determined by the inclusion of appropriate
accommodations for students with special needs and English Language Learners, thus providing
them with equal opportunities to showcase their abilities.

The concept of fairness in educational assessment is subject to various and contradictory
interpretations within the existing literature (Tierney, 2013). Perspectives on fairness are
influenced by individuals' positions and roles within specific contexts, leading to differing
notions of what is considered fair. Test developers, for instance, focus on addressing differential
item functioning, whereas tertiary students desire respectful communication regarding grading.
There are notable distinctions between fairness in standardized testing and fairness in classroom
assessment. In classroom settings, where assessment primarily aims to support learning, the
opportunity to learn holds greater significance. Fairness becomes exceptionally intricate in
formative assessment due to its reliance on dynamic human interactions within constantly
evolving circumstances. While retrospective evidence of fairness obtained through investigation
or argumentation is valuable from a theoretical standpoint, it falls short in addressing the
immediate needs of classroom practice, particularly for the learners affected by assessments.

Moreover, the complexity of fairness is compounded by the multifaceted nature of
classroom assessment, which varies across different contexts. Consequently, fairness cannot be
universally prescribed for all students in all classrooms. Sustained dialogue among stakeholders
is of utmost importance to foster the fairest possible classroom assessment practices. Although
notions of fairness may seem contradictory in specific situations, the underlying essence often
remains consistent. This shared understanding provides a solid foundation for conceptualizing
and implementing fair assessment practices within the educational community (Bonner, 2013;

Tierney, 2013; McMillan, 2015).
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1.3.5 Classroom-based Assessment Practicality

As educators, finding the right balance between comprehensive assessments and
practicality is an ongoing challenge. Teachers face time constraints, and it is crucial to utilize
assessment strategies that maximize the limited time available while still yielding meaningful
outcomes. According to McMillan (2015), the ultimate objective is to employ assessments that
lead to valid conclusions and have positive consequences for students, such as enhanced
motivation, self-reflection, and overall academic achievement.

When selecting assessment methods, teachers must consider the time investment required
for various assessment tasks. For instance, constructed-response assessments, which allow
students to provide open-ended answers, can be highly effective in promoting critical thinking
skills and deeper understanding. However, it is essential to carefully evaluate the practicality of
scoring and providing feedback for such assessments. Constructed-response items often demand
considerable time and effort to evaluate accurately, especially if they require subjective
judgment. Teachers need to weigh the benefits of rich, open-ended responses against the time it
will take to assess them thoroughly.

On the other hand, objective tests, such as multiple-choice assessments, offer advantages
in terms of efficiency in scoring. These tests can be quickly and objectively graded, saving
valuable time. However, creating high-quality multiple-choice questions that effectively assess
students' knowledge and understanding is not a simple task. It requires careful consideration to
ensure that the answer choices are well-constructed and that one or two options are not obviously
incorrect. Crafting such questions demands upfront time investment to develop a reliable and
valid assessment tool.

Considering the time limitations faced by teachers, it is generally advisable to use
assessments that are as concise as possible while still providing valid, reliable, and fair results.

Shorter assessments minimize the time needed for administration and scoring, allowing teachers
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to dedicate more instructional time to classroom activities. However, it is crucial to strike a
balance between brevity and the ability to capture essential information about students'
knowledge and skills. The assessments must align with the learning objectives and provide a
comprehensive understanding of students' performance without compromising the validity of the
results.

In conclusion, teachers should carefully consider the time required to construct,
administer, and score assessments while ensuring that the chosen methods are practical and
efficient. The selection of assessment strategies should prioritize validity, reliability, and
fairness. By finding the right balance between comprehensive assessments and practicality,
teachers can optimize their use of assessment time and promote positive educational outcomes
for their students.

1.4 Language Assessment Impact

Impact is a modern concept in the field of language assessment which “appeared in the
literature as an extension of washback” (Saville, 2010, p. 1). Even if the review of literature on
language assessment effects and consequences in academic contexts shows that both terms can
be used interchangeably, theory presents them as two distinguishable concepts. Impact
represents a “superordinate concept covering the effects and consequences of tests and
examinations throughout society,” while washback is supposed to be limited “to the influence of
tests and examinations in teaching and learning contexts” (Ibid).

1.4.1 Washback and Impact Status

According to (Yi-Ching, 2009), there has been many attempts to define washback, also
referred to as backwash (Nodoushan, 2021). This is why various definitions of the concept have
been offered, in addition to a number of similar concept terms. The prevalence of both washback
and impact in language assessment literature draws attention to the real and potential effects of

evaluative practices on teaching and learning.
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Hughes (1989) was the first to attach such a critical importance to ‘backwash’ in his
textbook Testing for Language Teacher, introducing it as the side-effects of tests on the teaching
and learning processes. Based on the various definitions that have followed Hughes’ (1989),
washback, or backwash, encompasses the side-effects of evaluations at both a microscopic (the
classroom) and macroscopic (beyond the classroom) levels (Yi-Ching, 2009).

Washback can be seen as the dynamics between evaluative practices and learning that
result in decisive influences on the attitudes and motivation of teachers and learners, which
ultimately promote or hinder learning (Green, 2013; Cheng & Curtis, 2012; Yi-Ching, 2009;
Cheng, 2005; Bailey, 1996; Alderson & Wall, 1993). According to Bachman and Palmer (2010),
washback is a subset of impact, in the sense that impact is a holistic washback that has influences
educational systems and society as well (McNamara, 2014; Hill & McNamara, 2012).

The term ‘washback’ is more often associated with testing, standardized evaluations, and
summative assessments (Ahmmed & Rahman, 2019; Sultana, 2018; Toks6z & Kilickaya, 2018;
Green, 2013; Cheng & Curtis; 2012; Bachman & Palmer; 2010). ‘Impact,” on the other hand, is
mainly used in studies that focus on formative and alternative types of assessment (Monib et al.,
2020; Alam & Aktar; 2019; Cong-Lem, 2019; Torres, 2019; Owen, 2016; McNamara, 2014;
Wiliam, 2011). Research works that consider both formative and summative assessment tend to
employ the term ‘impact,” even if limited to certain aspects at a microscopic level (Torres, 2019;
Qu & Zhang, 2013; Stoynoff, 2012; Cilliers et al., 2010). Yi-Ching’s (2009) review of research
into washback showed that the term may refer to the language assessment side-effects,
experienced both within the classroom and beyond. Kilickaya (2016) sees that: “any assessment
made, be it formative or summative, or teacher made and nation-wide, has an effect on both
learners and teachers” (p. 117), and may extend its influence to educational systems and policies
(Yi-Ching, 2009).

Since the early 90s, the idea that evaluations exerted a discernable effect on individuals

and educational systems has held a prominent place in research into language assessment and
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testing. Alderson and Wall (1993), among other pioneers of research into washback, debated the
issue of washback existence, as clearly indicated by the titles of their work. This is no longer a
central issue, since the overwhelming amount of literature on washback has proved its existence.
The two last decades of research into washback have been marked by a great interest in the
measurement of language evaluative practices impact in and beyond the classroom, its
categorization, as well as its anticipation. In a nutshell, “The quality of instruction in any ...
classroom turns on the quality of the assessments used there" (Stiggins, 1999, as cited in Mertler
& Campbell, 2005, p. 20). Language evaluative practices definitely have an impact; however, “it
is hard to tell exactly what washback looks like as there may not always be a linear relationship
between tests and the teaching/learning process” (Dawadi, 2021, p. 2).

1.4.2 Research into LA Impact

Educational research has started to put emphasis on washback in the 90s, particularly
with the publication of Hughes’ (1989, 2003) Testing for Language Teacher in addition to
Alderson and Wall’s (1993) Does Washback Exist? These foundational works have paved the
way for future research on washback nature and consequences. Green (2013, p. 2) stated that: “a
shift in views of test validity to embrace the use of tests as instruments of social policy” has
promoted research into washback. It began as analyses of “the ongoing effects of established
testing programmes or looked into how changes in systems of assessment affect educational
practice” (Green, 2013, p. 4).

Alderson and Wall’s (1993) approach to the investigation of washback laid the ground for
the body of research that followed after. Based on their pioneering work, the majority of
washback-related research distinguished between its effects on content, methods, and attitudes
(Toks6z & Kilickaya, 2017; McNamara, 2014; Green, 2013; Yi-Ching, 2009). Studies on

washback put emphasis on the existence and the mechanisms of any eventual side-effects of the

30



CHAPTER ONE Higher Education Language Assessment

evaluation (Ahmmed & Rahman, 2019; Toks6z & Kilickaya, 2017; Green, 2013; Cheng &

Curtis; 2012; Cilliers et al., 2010).

The deployment of quantitative and qualitative research tools such as surveys and

interviews is what, according to Green (2013), has allowed for what we now known about

washback, or impact, in both high-stakes exams and low-stakes classroom assessment. Along

similar lines, Rahman (2017) sees that there is no compelling reason to defend one approach to

research against the other. The use of qualitative methods in LA research has strengths

such as, eliciting deeper insights into designing, administering, and interpreting
assessment and testing; and exploring test-takers’ behavior, perceptions, feelings,
and understanding. Some weaknesses are, for instance, smaller sample size and
time consuming. Quantitative research methods, on the other hand, involve a
larger sample, and do not require relatively a longer time for data collection. Some
limitations are that quantitative research methods take snapshots of a
phenomenon: not in-depth, and overlook test-takers’ and testers’ experiences as
well as what they mean by something. Among these two research paradigms, the
quantitative one is dominant in the context of language testing and assessment

research (Rahman, 2017, p.102).

Qualitative research has the particularity of recording and examining data without
resorting to statistics theory. Qualitative research is characterized by the adoption of
interpretive and naturalistic approaches to the collection and analysis of non-standardized
data (Flick, 2014; Denzin & Lincoln, 2001). It is fundamentally opposed to quantitative
research which grounds its methods in quantifications, often to present numerical
amounts or rates (Rasinger, 2013). Unlike qualitative research, it emphasizes the
systematic measurement and interpretation of variables using statistics theory (Bryman,
2012).

According to Rahman (2017), there are a lot of advantages specific to each of
these opposed approaches. However, in his review of quantitative and qualitative
methods use in LA research, he also draws attention to their major shortcomings. One has
the merits of “producing descriptions of participants’ feelings, opinions, and experiences;

and interpret the meaning of their actions” seeking “to achieve deeper insights into issues
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related to designing, administering and interpreting language assessment” (p. 104). Moreover,
qualitative research methods emphasize the context in which the language assessment is
administered and call attention to the complex features of language assessment (Tscushima,
2015).

Quantitative research, on the other hand, allow for data extrapolation based on random
sampling techniques. Statistics theory is used to collect and analyze data, sometimes using
software to process huge amounts of data in no time. The positivist paradigm is a pillar of
strength to quantitative research methods —based on the measurement of objective and
observable variables. Rahman (2017) concluded that quantitative approaches to language
assessment research fail at uncovering deeper meanings and implicit relationships. Therefore,
even if they can provide meaningful estimations about the proficiency, language skills, and
washback, they are incapable of entering into an explanation of how social reality of a
phenomenon is formed, maintained, and interpreted. Moreover, he argued that approaches based
on the quantification of variables at a given moment do not offer more than a preview of the
phenomenon, omitting participants’ experiences, and measuring in an abstract objectivity what
sometimes should not be.

Qualitative research methods have shortcoming as well. These methods are not sufficient
to form generalizations, neither to extrapolate findings to different contexts, because of the small
and wholly representative sample size they include. Examining matters related to language
assessment and testing through an interpretivist or constructivist paradigm cannot be done by
software and does not output easy-to-read amounts and estimations. Hence, policy-makers have
a tendency to prefer quantitative methods over qualitative ones (Rahman, 2017; Sallee & Flood,
2012). This is why, in spite of its drawbacks, quantitative methods in research about language
assessment, and in language assessment itself, are the most common —the psychometric tradition
(Purpura, 2011). Quantitative data is, against the common assumption, not as easily generalized

because of the different contextual variables that may shape the findings.
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The consensus view seems to be that the combination of both numerical and
descriptive analyses to the study of washback will deepen our understanding of the
phenomenon. It can offer, through the use of phenomenographic research methods for
instance (Wilson, 2014), new insights into the washback phenomenon. In spite of the
psychometric tradition that has profoundly influenced language assessment research and
practices, qualitative approaches have contributed to research and policy-making by
bridging the gap between educational phenomena and numbers. Recently, researchers
have been showing a growing interest in mixed methodologies to approach language
assessment research Toksoz and Kilickaya (2017). However, research into language
assessment is dominated by quantitative methods (Rahman, 2017; Jang et al., 2014).

In their paper, review of journal articles on washback in language testing in
Turkey (2010-2017), Toks6z and Kilickaya (2017) clearly exposed the paradigm shift in
research methodologies. The papers, they have reviewed in order to clarify the findings of
research regarding washback in Turkish high- and low-stakes examinations, were mostly
based on qualitative methodologies, and mixed methods (Table 1.1). This shows that
even if a macroscopic view would still show the dominance of qualitative research
methods, the microscopic view shows the gradual shift that is happening in language
assessment research paradigms.

Table 1. 1Research on Washback Methodologies (Toks6z & Kiligkaya, 2017, p. 186-189)

Author(s) Year Methodology

Cinkara & Tosun 2017 | Mixed-method research design, response sheets and interviews,
49 participants from Gaziantep University, Turkey.

Akin 2016 | Qualitative research design, document analysis, 2013 spring and
2015 fall YDS questions.
Hatipoglu 2016 | Mixed-method research design, survey questionnaire and

interview, 50 preservice English language teachers at Middle East

Technical University, Turkey.

33




CHAPTER ONE Higher Education Language Assessment

Kilickaya 2016 | Qualitative research design, content analysis, 30 teachers at
secondary schools, Burdur, Turkey.

Kilekei 2016 | Qualitative research design, descriptive analysis, YDS

Sayin & Aslan 2016 | Quantitative research design, survey questionnaire, 74 Turkish
freshman ELT students studying at two universities in Samsun,
Turkey.

Yesilyurt 2016 | Qualitative research design, metaphor elicitation, 110 academics
at Ataturk University, Turkey.

Akpinar & Ckildere 2013 | Survey questionnaire, descriptive statistical analysis, 103
academics at Nevsehir University, Turkey.

Paker 2012 | Qualitative research design, document analysis, achievement tests
given at 13 universities in Turkey.

Yavuzer & Gover 2012 | Mixed-method research design, survey questionnaire, 121
academics at Nevsehir University, Turkey

Ozmen 2011a | Mixed-method research design, comparative analysis, 164 pre-
service teachers at 9 universities in Ankara, Turkey.

Ozmen 2011b | Qualitative research design, comparative analysis, 8 candidate
academics, and 4 graduate students in Ankara, Turkey.

Saricoban 2011 | Qualitative research design, document analysis, two exams
conducted at a high school, Ankara, Turkey.

Senel & Tiitlinis 2011 | Mixed-method, experimental research design, 42 students at
Aydin University, Istanbul, Turkey.

Yildirim 2012 | Mixed-method research design, descriptive statistics, 6 EFL

instructors at a state university and 70 EFL students.

The main findings of their review were that state and private exams do not attach much

importance to productive and receptive language skills, speaking and listening in particular. The

main emphasis is placed on recognition skills, through Multiple Choice Questions (MCQs),

which appears to interpose to learners’ professional future. Participants, in some of the reviewed

research works, have shared that they have to cope with fear and anxiety related to language

tests. State and private language assessment give a high priority to reading, vocabulary, and
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grammar, which, in turn, may have influenced curriculums and promoted teaching to the
test; “students appear to master the format of these tests instead of acquiring the
necessary skills for language learning” (Toks6z & Kiligkaya, 2017, p. 201).

The researchers are not alone in his view that mixed methods would be beneficial
to answer such questions in the sense that it neutralizes the shortcomings of both
methods. Hence, the combination of introspections, retrospections, and observations with
statistical estimations is gradually becoming the new ground of research into language
assessment in general, and whashback in particular (Rahman, 2017; Toks6z & Kilickaya,
2017; Manias & McNamara, 2015; Donmoyer, 2012). This methodological shift is
particularly observable in recent research on language alternative assessment and its
impact on the teaching-learning process and environment (Perrera, 2020; Shohamy, 2020;
Cong-Lem, 2019; Afshar et al., 2018; Goctl, 2013; Charvade et al., 2012; Bachman &
Palmer, 2010).

1.4.3 Aspects of Washback/Impact

Language assessment and testing influences, at both microscopic and macroscopic levels,
have been referred to as test impact and curriculum alignment as well (Yi-Ching, 2009). The
former underscores the effects of testing on teachers, learners, and practices within the classroom
and beyond, reaching educational systems, policies and society (Yi-Ching, 2009; McNamara
2004). The latter centers its attention on curricula being edited based on tests results. While test
impact is a broad, and, to a certain extent, evasive term, curriculum-alignment (Yi-Ching, 2009;
Shohamy et al., 1996) narrows considerably narrows the influences language assessment and
tests may exert, and cannot pretend to be a similar concept term.

There have been many attempts to delimit the extent to which language assessment and
testing influence its actors and environment. Most of these attempts argued in favor of a certain

perspective of influence and provided terms such as consequential validity, or side-effects
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(Messick, 1989) and systemic validity (Fredericksen & Collins, 1989, as cited in Yi-Ching,
2009). However, the terms impact and washback are the most established Even though impact is
theoretically regarded as a holistic view of language assessment and testing influence that
encompasses washback, both terms appear to be used interchangeably in research (Schissel,
2018).

Research on language assessment and testing impact, including washback, has mainly
focused on delimiting the extent to which side-effects can be observed and their measurement.
Sultana (2018) has reported that the body of research on impact in South Asian countries
concentrated on teachers and teaching, learners and learning, and assessment design, in addition
to educational systems. Toks6z and Kilickaya’s (2017) review of studies on washback in the
Turkish context also revealed the same focal points.

The main theoretical premise behind research into washback, or impact, is that language
assessment and testing have an influence on teachers, learners, and test-takers, in addition to
instructive and evaluative practices, curricula, and educational policies. Current research appears
to validate the view that washback, or impact, can be described and analyzed in terms of
negativity and positivity, mostly known as washback direction (Alderson & Wall, 1993) or
washback value (Hughes, 2003). Besides negative and positive washback, researchers have also
looked at its extent (Bachman & Palmer, 1996), or intensity (Cheng, 2005; Cheng et al., 2004).
Research on washback has also tried to conceptualize its effects in different dimensions, other
than value and extent (Schissel, 2018; Aftab et al., 2014; Green, 2013; Sukyadi & Mardiani,
2011; Yi-Ching, 2009).

The first body of research on language assessment and testing consequences (Schissel,
2018, p. 1) propounded the view that washback extent, or intensity, are proportional to the
importance attached to the test, or assessment, itself, meaning the two variables have a constant
ratio (Liu & Yu, 2021; Green, 2013; Cheng, 2005). One question that needs to be asked however

is: if learners, or test-takers, attached very little importance to the evaluation, would that reduce,
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and eventually neutralize, its side-effects? Research on washback intensity has hardly ever
considered the problematic from this perspective. Therefore, the majority of research on
washback extent and direction focused on high-stake tests —based on their importance.

It is reasonable to think, nonetheless, that if learners/test-takers were to attach very little
importance to a given language exam, this would eventually have some consequences,
particularly over time, at both micro- and macroscopic scales. Cheng, Watanabe, and Curtis
(2004) distinguished between weak and strong washback, in terms of intensity. As Aftab et al.,
(2014) reported: “Washback is said to be strongest or most intense where participants: (1) Value
success on the test above developing skills for the target language use domain (2) Consider
success on the test challenging, but both attainable and amenable to preparation (3) Work in a
context where these perceptions are shared (or dictated) by other participants” (p. 152). In other
words, strong washback “influences everything that happens in the classroom and where all
teachers are teaching in the same way. An example of this scenario might be observed in the
form of changes in teaching methodology and classroom activities as a consequence of the
modifications in the test format from subjective to multiple choice questions” (Ibid., p. 150).

Nevertheless, it has been shown that participants’ motivation to succeed in the evaluation
as well as the importance they place on their success, and on the evaluation itself, is a major
indicator of washback (Green, 2013). In this sense, negative washback can at least be anticipated
and limited, or even prevented, in similar scenarios (Papakammenou, 2018). Alderson and Wall
(1993) distinguished between the beneficial consequences of washback and the damaging ones.
In other words, impact can take a positive or negative direction to the extent that it supports or
undermines the teaching-learning experience.

In his review of the pedagogical implications of washback, Yi-Ching (2009) argued that
at a microscopic level, language assessment and tests can encourage teachers to cover their
subjects comprehensively, without necessarily focusing on what is going to be in the test.

Therefore, evaluative practices would promote learners’ motivation and attitudes through
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appropriate assessment strategies. This, eventually, would be beneficial to the whole teaching-
learning process. Conversely, the impact could differ and curricula be narrowed to fit the
evaluation, depriving learners from knowledge or skills of paramount importance, and focusing
on what is tested. Moreover, research has often shown that this leads to a misrepresentation of
learners’ performance, mostly because of anxiety. This, overtime, would undoubtedly cause
learners’ gradual loss of motivation for learning, and encourage them to develop test-taking
skills that aim at achieving high scores, without any sense of accomplishment.

Washback direction has become an important component of research into washback,
particularly because it can be a determinant component of the whether the influence of language
assessment and testing practices is going to be favorable and constructive, or adverse and
disruptive. In this sense, negative washback could be anticipated, and positive washback planned
(Papakammenou, 2018). Bailey (1996), in his pioneering review of the washback concept in
language testing, pointed out the determinant factors of washback occurrence: (1) the purpose of
language learning, (2) assessment/test authenticity, (3) students’ autonomy, (4) feedback.
Moreover, socio-economic factors, such as learners’ social background, in addition to English
language teaching practices, and the perceived importance of the test can cause washback and
greatly affect its aspects, including direction (Dawadi, 2021).

Research on washback has mostly focused on its intensity and direction as they were
shown to play a pivotal role in the success of any language assessment or test (Barnes, 2017).
Nevertheless, Schissel (2018) called attention to intended and unintended washback, referring to
Messick’s (as cited in Cheng et al., 2004) dimension of intentionality. In other words, “judging
the validity in terms of whether a test does the job it is employed to do requires evaluation of the
intended and unintended social consequences of test interpretation and use” (Sukyadi &
Mardiani 2011, p. 97-98). Based on Cheng, Watanabe, and Curtis (2004), the dimension of
intentionality involves the anticipated and unanticipated effects of language assessment and tests,

at both micro- and macroscopic levels.
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In addition to intensity, value, and intentionality, Cheng et al., (2004) put forward two
other dimensions: specificity (including general and specific washback) and length. General
washback refers to the major effects that may be caused by any language assessment or test. On
the other hand, specific washback points at the effects related to a specific language assessment,
or test. Length refers to the duration of washback, which effects can last for a short, or long,
period of time. Moreover, Aftab, Qureshi, and William (2014) have pointed out washback
covertness. They presented overt washback as commonly having a negative direction because it
emphasizes the skills used in/for the examination, through teaching and text-books for instance.
Covert washback is not that explicit in the sense that it refers to the assumptions which teachers,
learners, and stakeholders can infer based on the test and its results.

Recent reviews of research into the influences exerted by language assessment and
testing have confirmed the prevalence of direction and intensity in literature (Schissel, 2018;
Sultana, 2018; Toksoz & Kaligkaya, 2017; Beikmahdavi, 2016; Yi-Ching; 2009). These two
dimensions of impact are more often observed through quantitative methods, which might be
another reason for the dominance of these statistical approaches. However, aspects like
washback covertness require the implementation of qualitative methods. Covert impact, for
instance, includes teachers’ acquisition, or modification, of knowledge based on the whole
assessment experience. In other words, covert washback partially designates the relationship
between teachers’ beliefs (about teaching, learning, and assessment) and language assessment
and testing. The implementation of qualitative approaches can significantly help if the
correspondence between covert impact and its causes was analyzed.

Nevertheless, impact covertness, in spite of its significance, was scarcely addressed by
research. Cheng’s et al. (2004) intentionality, specificity, and length have been somewhat set
aside as well. The existing body of research on washback, as shown through the present review
of literature, has a third common point, besides being focused on mainly two aspects of

washback and dominated by statistical theory. It has also emphasized on high-stake language
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tests, which have the particularity of being summative, standardized, and as arguably traditional.
The special attention given to this type of language evaluation has resulted in associating
washback with the negative influences of language tests. Washback has been, henceforth,
thought of as intrinsically negative.

On the other hand, research that has focused on low-stake alternative language
assessments has attributed a number of positive influences to this type of evaluative practices.
The overwhelming majority of these studies do not refer to alternative language assessment
effects and influences as ‘washback’. These tend to employ to both ‘impact’” and ‘effect’ instead
(Monib et al., 2020; Perrera, 2020; Shohamy, 2020; Alam & Aktar, 2019: Cong-Lem, 2019;
Afshar et al., 2018; Goctl, 2013; Charvade et al., 2012). Impact, in spite of its neutral value, is
portrayed through the alternative assessment effects literature as intrinsically positive —in
contrast with washback. Goctu (2013) even declared: “In the thesis | did my best to view
portfolio objectively, with all its advantages and disadvantages” (p. iii). Table 1.2 invites to a
longer comparison between washback and impact occurrence in literature about language
assessment and testing.

Table 1. 2Washback, Impact, and Effect in Research on LA

Author(s) Year Focus Methodology Aspect
Aftab et al. 2014 High-stake Qualitative Value: negative
Summative assessment Intensity: strong
Washback Specificity: general
Alam & Aktar | 2019 Low-stake Mixed Value: positive
Portfolio assessment Intensity: weak
Impact
Allen 2016 High-stake Mixed Value:
Summative positive/negative
Washback/Consequential Intentionality:
validity unintended
Charvade etal. | 2012 Low-stake Quantitative Value: positive
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Portfolio assessment Intensity: weak
Impact
Elyza 2018 Low-stake Quantitative Value: positive
Portfolio assessment Intensity: weak
Impact
Goctl 2013 Low-stake Mixed Value: positive
Portfolio assessment Intensity: strong
Impact
Hakim & 2020 Low-stake Qualitative Value: positive
Srisudarso Portfolio assessment Intensity: weak
Washback
Hatipoglu 2016 High-stake Mixed Value: negative
Summative assessment Intensity: strong
Washback Specificity: specific
Iraji et al., 2016 Low-stake Quantitative Value: positive
Self-assessment Intensity: weak
Effect
Kalra et al. 2017 Low-stake Quantitative Value: positive

Portfolio assessment

Intensity: weak

Impact / Effect
Nassirdoost & | 2015 Low-stake Quantitative Value: positive
Mall-Amiri Portfolio assessment Intensity: weak
Impact
Owen 2016 Low-stake Quantitative Value: positive
Formative assessment Intensity: weak
Impact Length: long-term
Perrera 2020 Low-stake Quantitative Value: positive
Portfolio assessment Intensity: weak
Impact
Pratolo & 2020 Low-stake Qualitative Value: positive
Zahruni Dynamic assessment Intensity: weak
Effect
Rahmanetal. | 2021 High-stake Mixed Value: negative
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Summative assessment Intensity: strong
Washback
Sukyadi & 2011 High-stake Qualitative Value:
Mardiani Summative assessment negative/positive
Washback Intensity: strong
Length: short-term
Specificity: specific

Based on the previous argument, it would be very logical to think that alternative
assessment impact is initially expected to have a positive direction, which may at some point
cause biases. The very same reasoning could be applied to research on washback, in the sense
that it could bypass the positive effects of language evaluations. Overall, the terms ‘impact’ and
‘effect’ have gained in popularity in research on language assessment consequences. However,
these two terms are broad and may be encountered in any educational research context where the
influence of something on a different thing is explored. Washback and backwash, on the other

hand, refer specifically to the effects of high- and low-stake language evaluative practices.

1.4.4 The Impact of CATs

Implications arising from the research on CATs have several key points. CATs are
recognized as valuable tools due to their ability to engage students, measure their learning
outcomes, and facilitate a feedback loop between students and instructors. The body of research
on the impact of CATSs provides evidence their contribution to an engaging and student-centered
learning environment (Adams, 2004; Hanson & Florestano, 2020; Hogan & Daw 2014). By
implementing CATs and demonstrating the utilization of feedback, instructors convey to
students that their input is valued, fostering a positive relationship between students and
instructors. This involvement in the learning process enhances interactions and participation. For

instance, the use of CATs in online discussion forums leads to increased engagement in
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discussions (Cross & Palese, 2015). The inclusion of students in the learning process also
improves overall satisfaction.

CATs primarily focus on formative assessment, allowing students to demonstrate
knowledge and skills without the pressure of high-stakes exams. CATs enable instructors to
understand what students have learned and assist students in monitoring their own learning.
CATs facilitate the creation of connections between students' prior knowledge and new
information, supporting students in taking responsibility for their learning. Through reflection
and metacognitive practices, CATs enhance students’ abilities to monitor their understanding and
identify areas for improvement (Adams 2004; McMillan, 2015). CATSs also serve as evidence of
the learning process, reinforcing metacognition, rehearsal of key ideas, and knowledge
organization (Hanson & Florestano, 2020).

Feedback is a crucial aspect of effective teaching that aids both instructors and students in
refining the learning process (O’Donovan et al., 2021). When instructors discuss CAT results
with students, it helps students understand what they need to learn and how to approach the
material. For instance, using CATS to identify students' levels of experience in a subject allows
instructors to make adjustments to meet the students’ needs and provide targeted feedback
(Hanson & Florestano, 2020). Instructors can utilize this valuable feedback to make changes to
the course or curriculum.

Moreover, CATs have the potential to improve student performance on assignments and
tests work has shown that CATSs increase student participation in online discussions, leading to
higher quiz scores (Cross & Palese, 2015). CATs also help students process the material,
understand instructor expectations, and succeed in future assignments. CATs also produce
valuable information to instructors and students regarding areas that require additional attention
or clarification. They provide insights into students' understanding, indicating readiness to
progress to the next topic. This information enhances the efficiency and effectiveness of the

learning process. Instructors can allocate class time more effectively; they can explain complex
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topics better, and design assignments and exercises that assist students in exploring challenging
concepts (Hogan & Daw, 2014).

Overall, CATs have a positive impact on student engagement, learning outcomes,
instructor feedback, and course design. Their implementation enhances the learning experience,
empowers students to take ownership of their learning, and enables instructors to provide

targeted support and adapt their teaching strategies accordinglly.

1.4.5 Assessment Impact in the Algerian Higher Education Context

Washback and impact have been a subject of considerable interest and research in the
field of assessment. Washback refers to the impact that educational assessments, particularly
exams, have on various aspects of classroom practices and learning outcomes. Numerous studies
have explored the effects of washback on different components of education, ranging from
curriculum design to teaching methodologies, students' attitudes, and overall learning
experiences.

In the context of Algeria, like in many other countries, examinations play a pivotal role in
shaping educational practices and outcomes. These exams can significantly influence the way
teachers design their curricula, select materials, and deliver their lessons. Moreover, they can
shape students' attitudes towards learning and have a profound impact on their motivation and
development. By examining the findings of studies conducted in the Algerian context, we seek to
gain a deeper understanding of how exams influence classroom practices and student learning
experiences. Specifically, we will explore the washback effects on curriculum design, the use of
teaching materials, instructional methods, student attitudes, and learning outcomes in Algerian
educational settings.

Understanding the washback effect in the Algerian context is crucial for educators,

policymakers, and stakeholders alike. By identifying the positive and negative implications of
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exams on education, we can make informed decisions to enhance the overall quality of the
learning environment. Throughout the following, we will review and summarize the key findings
of studies conducted on washback in Algeria, providing a comprehensive analysis of the impact

of exams on various aspects of classroom practices.

In the context of education, the washback effect of standardized exams has garnered
significant attention, including within the Algerian educational landscape. Specifically, research
has predominantly focused on the impact of the Baccalaureate exam on teaching practices and
student performance. Two notable studies shed light on this subject, each exploring distinct

aspects of the washback effect in Algeria.

The first study by Bezziou and Ahmed (2013) aimed to investigate the washback effect
of the Baccalaureate Examination on teaching practices in secondary schools in Jijel. This
research employed a mixed methods approach, combining qualitative and quantitative data
collection methods, including classroom observations and questionnaires. The findings revealed
that the exam exerted both positive and negative influences on teaching practices. Notably,
teachers employed communicative-oriented tasks to enhance students’ communicative
competence, reflecting positive washback. Conversely, negative washback was evident in the use

of test-like activities aimed at boosting students' scores in the Baccalaureate Exam.

The second study, conducted by Lalaoua et al. (2021), investigated the washback effects
of standardized tests, with a specific focus on the Baccalaureate exam's impact on teachers and
students. Employing qualitative questions to gather perceptions from instructors and students, the
research explored the scope and nature of washback effects, including how participants reacted
to changes in the examination. The findings demonstrated that standardized testing, particularly
the Baccalaureate exam, significantly influenced schools, teaching and learning processes, and

curricula. These effects encompassed both positive and negative aspects.
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The research findings from both studies indicated several levels of impact. At the teacher
level, educators reacted positively to changes in the Baccalaureate exam, leading to alterations in
their teaching methods, such as adopting a more communicative approach. However, they also
faced challenges related to time management, curriculum coverage, and student engagement.
Similarly, at the student level, washback effects were observed based on motivational strategies,
classroom size, and the use of interactive teaching practices. Students' reactions to exam-related
conditions, including motivation and anxiety, played a significant role in determining the impact
of the Baccalaureate exam. Furthermore, the curricula and schools' level effects highlighted the
influence of test preparation activities on narrowing the curriculum and reducing students'
higher-order thinking abilities. Additionally, schools' principals could impact student scores,

with some focusing more on raising test scores than overall student learning.

Research Findings by Hoadjli (2013) illustrate that the achievement tests employed by
English educators in EFL (English as a Foreign Language) classes within the Algerian
educational context exhibit significant shortcomings when it comes to achieving comprehensive
evaluations. A substantial portion of these achievement tests comprises pre-made assessments,
externally administered examinations, or assessments devised by teachers in a hurried and
intuitive manner. These evaluations fall short in effectively assessing the advanced skills
transmitted through instructional methods. They lack coverage of substantial portions of the
syllabus content and do not adhere to systematic developmental stages. More concerning, they
lack distinct and precise objectives and overarching goals. In specific scenarios, these tests offer
value in evaluating particular segments of the curriculum or confirming general competencies;
however, their usefulness diminishes in effectively diagnosing individual student needs and

strengths across various learning stages.

To counteract these limitations, the ongoing research underscores the intricate nature of

the testing process. It highlights the necessity for a systematic approach and a well-grounded
46



CHAPTER ONE Higher Education Language Assessment

protocol to collect data on both general and specific language proficiencies using task-based
assessments. The importance of crafting tests that can positively influence both educators and
learners is emphasized. Hoadjli (2013) places special emphasis on the significance of
acknowledging testing as a valuable mechanism to gather constructive feedback for refining

teaching methodologies and enhancing the overall learning experience.

In conclusion, the concept of impact, particularly in the Algerian educational context,
holds significant importance when considering the effects of washback in assessment practices.
The studies discussed shed light on the profound influence that standardized exams, such as the
Baccalaureate examination, exert on various aspects of education. It is evident that the impact of
these exams extends beyond mere test scores, reaching into the realms of curriculum design,
teaching methodologies, student attitudes, and overall learning experiences. As these studies
highlight, the positive and negative ramifications of these exams can shape not only classroom
practices but also the development of crucial skills and dispositions in students. Recognizing the
multifaceted impact of exams in Algeria is essential for fostering an education system that
optimizes learning outcomes, aligns teaching methods with student needs, and empowers
educators and policymakers to make informed decisions that enhance the quality of education.
Therefore, understanding and addressing the impact of exams in the Algerian context is not just

an academic pursuit but a necessity for educational progress.

1.5 Designing Language Tests for Specific Purposes

It is more important to think of assessment in terms of decisions to be made, rather than
merely techniques or methods (types). In other words, tests, regardless of the method, can
provide both type formative and summative information. Bachman and Palmer’s (1996, 2010)
Usefulness Model considers critical aspects of assessment engineering, which are: validity,
reliability, authenticity, impact, practicality, and fairness. As any S/ FL assessment, ESP
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assessment adheres to the same standards, as it is only distinguished by its commitment to

specific content knowledge (Douglas, 2010; Paltridge & Starfiekd, 2013).

When creating or utilizing language tests, it is crucial to recognize that these assessments
serve as tools, with a predefined specific purpose and audience. Typically, the purpose of
administering a test is to make decisions regarding students or other individuals, such as
individuals seeking language certification (Carr, 2011). Certain tests may be effective for one
purpose but not as suitable for another. Some tests lack organization and come as random sets of
questions and tasks put together without careful planning. Similarly, some tools are poorly
constructed and serve little practical use. Conversely, well-made tools can be highly specialized,
and the same applies to tests. For example, a test designed to assess the English-speaking
proficiency of air traffic controllers may excel at its intended purpose but may not accurately

measure a doctor's ability to communicate with nurses and patients.

There are often multiple options available when selecting a tool, including both
expensive and more affordable alternatives. While the higher-priced options may offer enhanced
performance, the additional expense might not justify the marginal improvement over a cheaper
alternative that suffices for the task. Finally, it is essential to remember that when someone needs
a specific tool, they ask for that tool specifically, not for a different one. Similarly, it is common
for teachers to ask colleagues if they know of any suitable tests to use, disregarding the

importance of aligning the test with their specific needs (Carr, 2011).

Language tests are primarily used to facilitate decision-making, and there are various
types of decisions they can inform. Tests are typically categorized based on the specific decision
they are designed to support. Curriculum-related tests, such as achievement and progress tests,
are designed with a specific curriculum in mind, providing a reference point during test planning
and development. On the other hand, when a test is not linked to a particular curriculum, such as
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a proficiency test, it is necessary to determine what basis the test should rely on, which can be

seen as either a challenge or an opportunity, depending on one's perspective.

1.5.1 Achievement Tests

Achievement tests are utilized to assess students' proficiency in meeting course
objectives and mastering course content (Boubris & Bouabdallah, 2023). To classify a test as an
achievement or progress test, its initial purpose needs to be considered. When a test aims to
identify areas for (re)teaching, it is classified as a progress test. Conversely, if it is used to
evaluate individual students' understanding of the material they were supposed to learn, it is

classified as an achievement test.

For instance, imagine a test administered midway through a course. It serves the dual
purpose of assigning grades based on students' comprehension of the material covered in the first
half of the course and guiding the teacher's decision on whether any topics require review. In this
case, the test functions as both a progress test and an achievement test. Another example
involves a test administered at the conclusion of a course solely for assigning grades and
evaluating students' overall learning. This test is solely an achievement test. The key
consideration when assessing whether a test measures progress, achievement, or both, regardless
of its designated label by the teacher or program, is to focus on the types of decisions it
facilitates. This becomes especially crucial when the actual application of the test differs from its
initial design (Carr, 2011). In the HE context, achievement tests can play a role in deciding
whether students should advance to the next level, or make decisions related to graduation, in

parallel with end-of-course assessments.

Moreover, there are two other test-based decisions linked closely to language curricula
and programs that do not require distinct test types. The first pertains to program evaluation,

where tests serve as evidence to gauge the effectiveness of the program. Notably, placement tests
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and achievement test results are considered, particularly if the achievement tests align with the
course or program goals and objectives, offering insights into program efficacy (Brown 1995).
Tests can also contribute to the curriculum planning process. In cases where there is a need to
identify learners' needs or evaluate prospective learners for a new program, tests may be
employed to assess current knowledge and areas requiring enhancement. Diagnostic, placement,
and achievement tests are frequently utilized for this purpose, even though proficiency testing is

generally not directly associated with a specific language program.

In this sense, performance language tests were introduced to evaluate the actual
performances of relevant tasks, rather than abstract demonstrations of knowledge (Lane, 2015).
Carr (2011) distinguishes between two perspectives on second language performance
assessments: the strong sense and the weak sense. The distinction is narrowly linked to the
criteria used to appraise the performance. The strong sense focuses on the quality of task
performance, reflecting upon real-world criteria, equating linguistic accuracy with task
performance. In this perspective, adequate S/FL proficiency is essential but not sufficient for the
performance task. On the other hand, the main goal of weak performance tests is to gather a
proficiency sample for evaluation, considering task completion only in relation to language use.
The weak sense of performance assessment is generally prioritized in LA, while the strong sense

is more commonly found in ESP contexts (Carr, 2011).

1.5.2 Classifying Tests

In addition to categorizing tests based on the types of decisions they inform, there are
several other perspectives to consider. These include frameworks for interpreting results, the

tasks performed by examinees during the test, and the scoring methods used.

One significant perspective involves the distinction between norm-referenced testing

(NRT) and criterion-referenced testing (CRT), which offer different ways to interpret test scores.
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NRT involves comparing an examinee's results to the performance of others who took the test,
often reported as percentile scores. On the other hand, CRT assesses an examinee's performance
against predefined standards or criteria, measuring absolute knowledge or ability rather than
relative performance. CRT scores are typically reported as percentages correct. Norm-referenced
tests provide comparative information, whereas criterion-referenced tests focus on absolute

performance (Hussain et al., 2015; Oo et al., 2021).

Norm-referenced tests rely on the scores of a norming sample (a group that took the test
before its operational use) to link between these scores and percentiles. The reliability of the
norming process relies on the norming sample size. However, norm-referenced tests do not
provide information about absolute ability; they only indicate how well a test taker performed in
relation to others. Criterion-referenced tests assess performance against predetermined standards
and report scores based on the percentage of correct answers. CRTs aim to assess the degree to

which learners have achieved specific standards or objectives (Hussain et al., 2015).

Furthermore, tests can be classified as summative or formative assessments. Summative
assessments are generally used at the end of a unit, course, or program and provide information
about overall learning. They are closely linked to achievement tests and assess learner’s
achievement (Moss, 2013). In contrast, formative assessments occur during the learning process
and monitor progress to guide instruction. They are related to progress assessment and inform

subsequent teaching and learning activities (Cerezo, 2011; Oo et al., 2021).

Testing can also be seen as either objective or subjective. Objective tests are scored
objectively and employ selected-response questions such as multiple-choice or true-false.
Subjective tests, like writing or speaking assessments, require human judgment for scoring.
However, the terms "objective™ and "subjective” can be misleading. Even in so-called objective
tests, subjective decisions are involved in the test's planning, creation, and administration.
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Subjective tests can be scored more consistently using scoring rubrics and rater training (Carr,

2011; Cerezo, 2011).

The direct and indirect testing distinction is also commonly discussed. Direct tests require
test takers to demonstrate the specific ability being assessed, such as speaking or writing.
Indirect tests assess related abilities through tasks that do not directly require the skill in
question. While direct tests aim to measure specific abilities more authentically, indirect tests
may provide easier scoring but may not yield as accurate information about the targeted skill

(Cerezo, 2011; Oo et al., 2021).

Discrete-point and integrated tests represent another perspective. Discrete-point tests
assess individual language components or skills separately, often employing multiple-choice
questions. They allow for precise measurement but may lack authenticity. Integrative tests
evaluate multiple language abilities simultaneously through tasks resembling real-life language
use. Although more authentic, integrative tests may be more challenging to score and interpret

(Hidri, 2018).

It is essential to note that these distinctions are not strict categories but rather points along
a continuum. For instance, tests can combine features of norm-referenced and criterion-
referenced approaches or include both integrated and discrete-point tasks. Therefore, it is crucial
to consider the specific purpose, context, and desired outcomes when selecting an appropriate

test design (Carr, 2011).

1.5.3 Common Task Types

It is essential to define the terminology associated with task types in language testing.
"Task format" refers to how a task is presented, stating the input that needs to be processed and
details about the expected response (e.g., selecting an option, writing a word, or performing a
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role-play). Different researchers have used various terms to describe this concept, such as "task
type,” and "test method." However, "task format" is the most appropriate since it suggests that
tests can include elements beyond traditional items or questions. Besides, it emphasizes the
shape of a task rather than the ability being assessed, and it highlights the content of the
response, not just the manner of response (Carr, 2011).

When classifying task formats, three key distinctions can provide a good understanding
of a particular task's format. The first classification pertains to the type of response a task
demands. Selected-response tasks require examinees to select the correct answer from a given set
of options. In contrast, constructed-response tasks require the formulation a written or spoken
response. Constructed-response tasks can be subdivided into limited production tasks, requiring
brief answers such as single words or short sentences, and extended production tasks, which
entail more extensive language samples (Carr, 2011; Purpura, 2004).

Secondly, items are distinguished from prompts in the sense that they refer to questions
targeting selected or short answers, constituting selected response or limited production tasks.
Prompts, on the other hand, are commonly used in speaking and writing assessments to ask
examinees to provide extended responses. Finally, a task can also be passage-based or
independent. Passage-based tasks require examinees to read or listen to material before engaging
the task. It is crucial that these tasks rely on comprehending the passage, as they cannot be
answered without understanding it. In contrast, independent tasks do not require processing
additional material; the response is based on the item or the prompt itself, such in the case of
independent grammar items. Ensuring passage dependence is essential in passage-based tasks.

According to Boubris and Bouabdallah (2023), test development can be construct-based,
relying on theoretical definitions of SLA and language proficiency, such as the MOM of L2
proficiency (Purpura & Dakin, 2020), to drive assessment and develop performance scoring
methods. It can also rely on a task-centered approach through the integration of both tasks and

skills. In construct-based test development, the focus lies in identifying the construct and
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creating tasks that effectively measure it. These tasks aim to elicit evidence regarding each
examinee's level of proficiency in the construct under consideration. On the other hand, task-
centered test development involves selecting tasks from the TLU (Target Language Use)
domain, typically real-world language use tasks, that are of particular interest and adapting them
for use in the test (Carr, 2011). This sampling and adaptation are necessary due to limitations in
test length and the practicality of observing students in real-world contexts.

It is crucial to consider both the constructs being assessed and the tasks used to evaluate
them. The ultimate rationale behind test administration is to draw reasonable inferences about
the examinees' abilities, as with placement or achievement tests, based on test scores. These
scores are directly influenced by students’ performance, indicating their proficiency level. To
enhance the authenticity of the test and its strong sense, tasks should closely resemble real-world
language use situations, within resource constraints. Failing to achieve this authenticity can
compromise the generalizability of the test results to real-world language use.

Neglecting either the construct or task aspect can lead to challenges in extrapolating test
performance to other tasks not included in the assessment. Hence, Carr (2011) argues for a
comprehensive approach that incorporates both task- and construct-based perspectives in test
design. While starting the test planning from either perspective is acceptable, addressing both
aspects is crucial. Regardless of their origins, test tasks often fall into recognizable formats. The
next step involves exploring several common formats, their typical applications in assessing
specific skills, and considerations when evaluating particular constructs. Evaluators must be
mindful of the standards and considerations associated with the utilization of a particular
measurement instrument.

It is essential to emphasize that the selection of a particular format should not be based
solely on its ease of implementation. While novelty and convenience are relevant considerations,
they should not overshadow the overall goal of the test's validity and effectiveness. Test

developers should make informed and principled decisions. Ultimately, the format must align
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with the test's purpose, and should not be haphazardly picked out from list of options. It is

crucial to select the task format that best suits the intended objectives.

Language teachers are familiar with a variety of task types commonly used in teaching

and assessment settings. It is now recognized that these holistic task types represent

combinations of task characteristics designed to elicit specific language performance, and they

can vary along multiple dimensions. It is essential to ensure that the test tasks align with real-life

language use or instructional domains. Tasks could include, but are not limited to, selected-

response, limited productions, and extended productions. Table 1.3 presents a list of common

testing activities, along with description, classified according to the type of expected response.

Table 1. 3Common Task Formats (Carr, 2011; Purpura, 2004)

Task Type Description Task Format
Selected - Item-based formats like multiple-choice, | - Multiple-choice activities
Response true-false, matching, and ordering tasks. o

- True/false activities
Tasks - Examinee selects the correct option from ) o
) ) - Matching activities
given choices.
_ - Discrimination activities
- Popular due to ease of scoring.
) ) ) - Lexical list activities
- Some studies show differences in test-taker
behavior compared to non-selected response | - Grammaticality-judgment
tests. activities
- Noticing activities ¢ activities
Limited - Item-based formats like multiple-choice, | - Gap-filling activities
Production true-false, matching, and ordering tasks. o
- Cloze activities
Tasks - Examinee selects the correct option from

given choices.
- Popular due to ease of scoring.

- Some studies show differences in test-taker
behavior compared to non-selected response

- Short-answer activities
- Dictation activities
- Information-Transfer activities

- Some informartion-gap
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tests. activities

- Dialogue (or discourse)

comprehension activities

Extended - Item-based tasks requiring written | - Summaries, essays
Production responses, including short-answer, fill-in- | - Dialogue, interviews

the-blank, sentence writing, etc. - Role-plays, simulations
Tasks

) ) - Stories, reports.
- Authentic assessment, but grading ) )
_ - Some information-gap
challenges and multiple acceptable answers o
activities
may be present. _ o
- Problem-solving activities

- Decision-making activities

1.5.3.1 Selected-response Task Formats

Selected-response tasks encompass various formats where test-takers are presented with
an item and required to choose the appropriate response. The form and length of the input can
vary, and these tasks typically assess the recognition or recall of grammatical form and/or
meaning. They are often scored based on a right/wrong criterion, although partial-credit scoring
may be applicable in specific cases based on the construct being measured. Selected-response
tasks can vary in terms of reactivity, scope, and directness (Schedl & Malloy, 2013).

One of the common selected-response tasks is the multiple-choice (MC) task. It involves
input with gaps or underlined words, and test-takers must select the correct answer from given
response options. The key represents the most suitable choice, while other options act as
distractors. MC tasks are well-suited for testing discrete grammatical features and are relatively
easy to administer and score. They can be pre-tested to determine their psychometric
characteristics before operational testing. However, developing MC items can be time-
consuming, and the format may encourage guessing and test-wiseness, potentially affecting score

validity. Critics argue that MC tasks lack authenticity in real-world language use (Carr, 2011).
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Another selected-response task is the matching task, which presents two lists of words,
phrases, or sentences that test-takers must match. To avoid guessing, one list includes extra
distractors. Matching tasks test multiple discrete grammatical features and encourage test-takers
to establish associations between the two lists. They are straightforward to score. The
discrimination task presents test-takers with language or non-language input and two response
choices that contrast in some way. For example, it could be true—false or right-wrong.
Discrimination tasks aim to measure differences between similar areas of grammatical
knowledge (Purpura, 2004).

The noticing task involves presenting learners with language and/or non-language input
and asking them to indicate their identification of specific language features. It helps learners
build a conscious representation of the grammatical feature, making it effective for promoting
grammar acquisition. The grammaticality-judgment tasks expose learners to sentences that may
be well or ill-formed, and they must determine their acceptability. While these selected-response
tasks serve different purposes in language testing, their appropriateness depends on the testing
context and objectives, and researchers should make informed decisions when selecting the task

format (Schedl & Malloy, 2013).

1.5.3.2 Limited-production Tasks

Limited-production tasks involve providing test-takers with an item containing language
and/or non-language information of varying length and topic. Unlike selected-response tasks,
limited-production tasks require test-takers to produce a response with a limited amount of
language production, ranging from a word to a sentence. These tasks are intended to assess
specific areas of grammatical knowledge, and the range of possible answers can be extensive,
even for single-word responses (Neff & Rucinsky Jr, 2013). Scoring for limited-production tasks
can take several approaches. Items with a single criterion for correctness can be marked

right/wrong, while those with multiple criteria can be scored right/wrong for each criterion,
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resulting in separate composite scores. Alternatively, the scores for each item can be aggregated,
allowing for full, partial, or no credit. Holistic or analytic rating scales may also be used for
scoring, especially when distinct aspects of grammatical ability need to be judged at different
levels of mastery (Purpura, 2004).

One common type of limited-production task is the gap-filling task, where test-takers are
presented with a sentence, passage, or dialogue with certain words deleted. They must fill the
gaps with suitable responses based on the context. Another variation is the cued gap-filling task,
where gaps are preceded by lexical cues to guide the appropriate response. Additionally, the
cloze task involves mechanically deleting every fifth, sixth, or seventh word in a passage, and
test-takers must fill the gaps with the best word for the context. Cloze tasks not only assess
grammatical form and meaning but may also involve pragmatic knowledge depending on the
passage's scope and relationship with the response. The short-answer task requires test-takers to
respond to questions, incomplete sentences, or visual stimuli with answers ranging from a word
to a sentence or two. Acceptable responses can vary widely, and these tasks are usually scored as
right or wrong with criteria for correctness or partial credit (Carr, 2011). They can also be scored
using rating scales.

Another type, the dialogue completion task (DCT), presents a short exchange or dialogue
with a part of a turn deleted. Test-takers are expected to complete the exchange with a
grammatically accurate and meaningful response. DCTs measure students' ability to use
grammatical forms for various literal or grammatical meanings, and in some cases, they can
assess pragmatic knowledge, including sociolinguistic or sociocultural appropriateness. DCTs
have been widely used in applied linguistics research to investigate semantic formulas and
linguistic devices for expressing various meanings. Despite some concerns about their reliability
for sociolinguistic performance, DCTs have proven valuable for measuring grammatical forms
and meanings (Purpura, 2004). They have been employed in both instruction and language

testing, providing meaningful samples of grammatical performance.
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1.5.3.3 Extended-production Tasks

Extended-production tasks differ from selected-response tasks in that they present a
prompt instead of an item, and the input can be language or non-language information of varying
lengths. The aim of extended-production tasks is to elicit substantial data from test-takers, with
the quality and quantity varying for each individual. Some of these tasks are believed to measure
implicit grammatical knowledge, while others, with planning time, can also measure explicit
knowledge (Purpura, 2004). They are well-suited for assessing grammatical ability in speaking
and writing contexts. When evaluating speaking ability, it is beneficial to record the interaction
through audiotape or videotape for more reliable scoring and providing diagnostic feedback to
students. These recordings can also aid in self and peer assessments and serve instructional
purposes (Carr, 2011).

Scoring extended-production task responses relies on the rating-scale method, which
requires defining scales based on the components of grammatical ability being measured and
determining different levels of mastery for each scale along with corresponding observable
evidence. Once the rating scales are devised, responses are rated according to the rubric and
established scoring procedures (Neff & Rucinsky Jr, 2013).

The information-gap task (info-gap) involves presenting test-takers with multiple sets of
partially complete information, and they must ask each other questions to obtain a complete set
of information. This task aims to measure the ability to use grammatical forms to convey literal
functional meanings and, depending on the setup, may also assess pragmatic knowledge. Scoring
info-gap tasks utilizes the rating-scale method and may include evaluating task fulfillment, i.e.,
whether the students exchanged information reciprocally (Purpura, 2004).

Story-telling and reporting tasks prompt test-takers to use their own experiences or
imagination to tell a story or report information. These tasks assess the ability to use grammatical

forms to convey various literal and implied meanings, and the relationship between the input and
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response may require special topical knowledge. Real-time tasks like these can measure implicit
grammatical knowledge and can be recorded for more reliable scoring using rating scales derived
from the test construct(s) (Carr, 2011).

Role-play and simulation tasks involve test-takers assuming roles to collaboratively solve
problems, make decisions, or perform transactions based on input that can be language or non-
language information of varying lengths. These tasks elicit large amounts of language and assess
grammatical and pragmatic knowledge, topical knowledge, strategic competence, and affective
schemata (Purpura, 2004). The scoring method depends on the test's purpose and the construct
definition, with the relationship between input and response being reciprocal and indirect. These
tasks are also evaluated using the rating-scale method, considering the constructs being
measured.

1.5.4 Task Specifications
The necessary components for developing the comprehensive specifications of a given

test include the context and purpose of the test, in addition to its overall structure. These initial
steps of specifications outline the decisions to be made regarding the test's objectives and its
structure (type of sections, task formats, questions, prompts, and passages) (Carr, 2011). The
significance of test planning prior to test writing is emphasized through research, both implicitly
and explicitly. The planning process also involves writing specifications for each individual task
format within each section. Once this stage is completed, along with the creation of a few sample
tasks, the test writing process can begin (Davidson & Lynch, 2008).

When it comes to specifying individual tasks, certain general considerations must be
addressed. Task specifications should go beyond identifying the task format used, already
covered in the test structure specifications, and consider each type of question or prompt. For
example, separate specifications are required for reading and listening items, as well as for
different types of reading questions like "reading for the main idea” and inference questions
(Carr, 2011). Similarly, MCQs and short-answer questions based on the same passage also
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necessitate separate specifications. Although there may be some overlap between the
specifications of different tasks, each task should have its own distinct description (Zandi et al.,
2014).

The specifications for individual tasks should include various points. The purpose and
constructs of each task should be derived from the context and purpose specifications of the test.
Additionally, test tasks must be relevant to the assessed constructs; otherwise, they should not be
included (Davidson & Lynch, 2008). Although there may be a temptation to integrate a task to
assess multiple constructs simultaneously, such as using an MCQ item to evaluate both grammar
and vocabulary, this often results in a poor assessment of both constructs (Carr, 2011). Identical
considerations arise when the specifications outline particular segments of a construct.
Consequently, when employing a selected-response or limited production task format, each
question should focus exclusively on a specific portion of the construct. It is not necessary to
have separate test sections for different parts of a multi-part construct.

Moreover, several aspects need to be covered when specifying scoring methods
(Brookhart, 2009). In the case of question-based task formats, such as short-answer and MCQs,
it must be determined whether the scoring will be dichotomous (right or wrong) or polytomous
(including partial-credit scoring). Even for extended production tasks, the scoring rubrics do not
have to be developed right away, but the aspects they address must be identified at this stage.
These considerations, such as vocabulary use, grammatical accuracy, task performance,
penmanship, spelling, punctuation, etc., are crucial (Zandi et al., 2014).

Providing samples and examples of input can make the specifications more tangible. This
is particularly important when multiple individuals are involved in creating the test, as it helps
ensure a clear understanding of the expected output (Zandi et al., 2014). Including both good and
bad examples can be beneficial, as it provides guidance on what to strive for and what to avoid.

In some cases, the sample input may be compiled in a separate document

61



CHAPTER ONE Higher Education Language Assessment

Carr (2011) defends that specifications development is an iterative process and that
previous decisions often need to be revisited. Changes may become evident while writing
specifications or during the actual test writing phase. In such cases, all related sections, including
questions, prompts, and passages, need to be reviewed and adjusted to align with the revised
specifications. Further revisions may be undertaken after piloting and operationalizing the test as
new problems may arise. For instance, specifications for listening passages might seem clear
initially, but practical usage can reveal critical omissions. Incorporating such changes into the
specifications makes them a permanent part of the "institutional memory," ensuring that new
team members are aware of important decisions without relying on someone's memory.

When tasked with developing a new version similar to an existing test, section, or task
reverse engineering specifications becomes imperative for teachers. This process involves
deducing the implicit specifications from the test by examining its context, purpose, overall
structure, and individual tasks (Walters, 2010). Although this may reveal inconsistencies or
ignored aspects in the previous version, teachers should decide whether to adjust the
specifications or seek guidance and validation from supervisors or other team members. This
approach will result in an improved and better-planned test that aligns with the institution's
preferences (Carr, 2011; Walters, 2010).

1.5.4.1Specifications for Item-based Tasks
The majority of language tests heavily rely on items, which include selected response

questions (e.g., multiple-choice, true-false) and limited production questions (e.g., short-answer).
When creating specifications for these items, it is essential to provide clear details about each
item's structure (Carr, 2011; Spaan, 2006). The term "item stem" refers to the part of the item
that presents the actual question. In multiple-choice questions, the stem precedes the choices,
whereas in short-answer and true-false questions, the stem itself is the question.

A summary of essential components for selected-response and limited production tasks is

shown in Table 1.4. For matching tasks, it is effective to include more options than questions to
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prevent easy elimination of choices. In vocabulary tests with one-word options, including

different parts of speech (nouns, verbs, adjectives) can discourage guessing solely through

elimination, promoting knowledge-based responses (Carr, 2011). Short-answer questions should

require at least one correct answer, but some may demand multiple answers for full credit

(Spaan, 2006). For instance, a listening question might ask students to identify two different

information; in such cases, determining the number of required information bits beforehand is

essential, as well as whether items will be scored dichotomously (correct or incorrect) or

polytomously (allowing for partial credit).

Table 1. 4Specifications for Item-based Task Formats (Carr; 2011, p. 67)

For multiple-choice questions

For short-answer questions

Whether items are presented in the
LlorL2

How long the item stem and options
are

Which vocabulary and grammatical
structures are to be used (or
avoided)

How many options there are

For true-false questions

Whether items are presented in the
LlorL2

Whether “false” items need to be
corrected

How long the item stems and
options are

Which vocabulary and grammatical
structures are to be used (or

avoided)

Whether items are presented in the
LlorL2

Whether responses are accepted in
the L 1, L2, or both

Whether linguistic accuracy is
included in scoring criteria (for
answers in the L2)

Which vocabulary and grammatical
structures are to be used (or
avoided)

How long item stems are

How long responses should be
What is the maximum number of
pieces of

information to ask for

Whether polytomous or
dichotomous scoring is to be used;
if polytomous, how many points per

item, or per piece of information
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For matching questions

For deletion-based tasks

Whether items are presented in the
LlorL2

How many distractors there are
How long the item stems and
options should be

Which vocabulary and grammatical
structures are to be used (or
avoided)

Which part(s) of speech are to be

used (for one-word answers)

What type of deletions is to be used:
fixed vs. rational

- For fixed (random, nth-word)
deletions: how many words
between deletions

- For rational deletions: what the
criteria are for selecting deletions,
and what the minimum number of
words is between deletions

How many deletions there should
be

How long the intact text at the
beginning of the passage should be
Whether multiple passages, or only
one passage, can be used to reach
the number of deletions

Passages: same as for reading
comprehension passages

1.5.4.2Specifications for Reading and Listening Tasks
One crucial aspect of comprehension tasks is the language used to present the questions.

While questions are commonly in the target language, this is not a strict requirement, especially

when test takers share a given native language (L1) (Carr, 2011). For listening or reading

comprehension assessments, this decision needs careful consideration. Presenting questions in

the LI appears to lower the difficulty of the task, particularly for lower language proficiency

examinees. Using L1 questions to evaluate L2 comprehension can also help avoid items with

more difficult language than the passages themselves, focusing on the construct of interest:

comprehending the content in the passage.
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Additionally, in the case of short-answer questions, specifying the language of the output
(or the response) is important. Responding in the target language, especially at lower proficiency
levels, might hinder students from demonstrating their true comprehension (Carr, 2011).
However, instances where an L2 response is specifically relevant, such as in short-answer
grammar or vocabulary items, are more common. This doesn't imply that short-answer questions
should always receive LI responses. Whether to use the LI in such tasks depends on the construct
definition(s) guiding the test design. The language used of comprehension questions (and any
expected student responses) is supposed to be less difficult than the language in the passages
being assessed. Utilizing LI in such tasks is one approach to address the issue of lower language
ability levels.

Regarding short-answer responses in the target language, test designers need to decide on
whether, or not, linguistic accuracy should be considered when scoring, beyond cases where it
affects clarity or factual accuracy. The decision will depend on the specified construct definition
instead of intuition. For instance, if the construct is identified as "the ability to comprehend
written text and answer questions using accurate language,” including accuracy in scoring
guidelines aligns with the definition. However, test designers may find it necessary to review
both the construct definition and task format if it resembles what is expected in an integrative
test. Furthermore, inferences about specific reading and listening "subskills™ are only valid when
the test genuinely requires students to apply those subskills to answer questions. Vocabulary-in-
context items, in particular, pose challenges in this regard as they require students to infer word
meanings from context rather than rely on prior knowledge.

In the case of listening comprehension, there is a consideration regarding whether
examinees should be allowed to preview questions before the listening act. Allowing previewing
aligns with real-life situations, where people often know why they are actually listening (Green,
2017). Decisions about the number of listening times should also consider authenticity of the

task, the difficult of the passage, and the students' proficiency level (Taylor, 2014). More
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challenging passages may require multiple listens, while relatively easier ones might be
presented only once.

In addition to specifying comprehension items, careful planning of the passages
themselves is essential. For tests related to a specific course, this process may be more
straightforward. Several key considerations must be taken into account when designing passages.
The passages should align with the specified comprehension questions. For instance, if the test
requires questions on specific details, inferences, main ideas, and scanning, the passages must be
selected, adapted, or written to suit these purposes. For scanning, passages like schedules or
catalogues should be chosen. Moreover, considering the length and familiarity of the topic is
important, as more extended passages and familiar topics tend to be easier (Taylor, 2014).

Vocabulary plays a crucial role, and passage specifications should consider the level of
vocabulary complexity, including lexical variation, sophistication, and density. Syntactic
complexity should also be considered, either by counting T-units or by limiting the use of certain
structures according to the curriculum (Carr, 2011). It is essential to incorporate information
about the genre and rhetorical mode when considering specifications of reading comprehension
passages. Genre refers to the type of passage, such as advertisements, letters, articles, or
academic journals. Readability can be checked using readability formulas and the difficulty of
the passage determined using software and websites.

Listening comprehension passages require considering the type of speech act, such as
monologs or dialogs, transactional or interactional communication, and the genre of the speech
act (Green, 2017). Authenticity is crucial, and reading aloud written passages should be avoided.
The register, communicative functions, and aspects of pronunciation and delivery should also be
specified (Davidson & Lynch, 2008). Furthermore, authentic discourse elements, like hesitations
or interruptions, must be addressed. Additionally, passages can be scripted, unscripted, or semi-
scripted. Semi-scripted passages offer a compromise between control and authenticity, with

varying degrees of detail in the specifications.
66



CHAPTER ONE Higher Education Language Assessment

1.5.4.3Specifications for Speaking and Writing Tasks
It is crucial to create clear and effective prompts to elicit specific responses from test

takers. Task specifications for prompts should outline the desired responses and provide
directions that will be given to the students during the test (Davidson & Lynch, 2008). The
teacher writing the prompt should ensure that the information give students a fair opportunity to
perform well on the task. For writing prompts, the specifications should indicate the desired
length of the response, the genre, and the rhetorical mode (Carr, 2011). In speaking prompts, it
should cover the type of speech act, register, communicative functions, and other discourse
aspects. The desired vocabulary, grammatical patterns, and topic specificity should also be
specified. These specifications align with the elements needed for reading and listening passages.

In interview-based speaking tests, there are two main approaches: fixed sets of questions
or unguided interviews. The former involves asking the same questions to all students, while the
latter allows interviewers to improvise the prompts. Most real-world interviews strike a balance
between the two extremes, using a mix of fixed questions and follow-up questions to ensure
clarification and authenticity. Interviewers may sometimes be given a list of sample questions,
grouped by topics, functions, or grammatical structures. This approach allows for more
flexibility while ensuring that relevant topics are covered (Carr, 2011).

However, it is important to address any potential discrepancies in interlocutor
interventions and the difficulty of questions to maintain fair scoring. Group interviews or
discussion tasks can also vary in structure, from specific directed questions to more general
topics for discussion. Providing students with questions or topics to discuss keeps the task
focused and avoids confusion. Regardless of the approach chosen, the task specifications should
clearly outline the format of the interview or discussion, the types of questions or topics to be
used, and any guidelines for scoring or providing support to test takers. This information is vital

for consistency and fairness in the speaking test.
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1.5.4.4Specifications for Grammar Tasks
Three major considerations, going beyond those applicable to the other types of tests,

arise when designing vocabulary and grammar tests. Firstly, it is necessary to distinguish
between the ability to recognize a grammatical structure, comprehend it, and the capacity to use
it accurately. Secondly, it might be necessary to assess both the range of acquired vocabulary or
grammatical structures and the level of proficiency achieved in using them. This consideration
also applies when incorporating vocabulary or grammar assessment into scoring rubrics for
speaking or writing tasks.

Lastly, in some cases, employing polytomous scoring may be appropriate to evaluate
control over both form and meaning (Purpura, 2004). This approach can be implemented in
multiple-choice questions and limited production tasks, where two points are assigned - one for

form accuracy and another for meaning accuracy.

1.6  Test Development

Language assessment plays a pivotal role in the field of language education, serving both
institutional and social purposes. Effective language assessment tasks form the foundation of
assessment design, wherein learners' performance is judged and communicated, leading to
correction of errors and skill development. A well-designed assessment or test must consider
various factors, including the purposes of assessment, alignment with teaching and learning
outcomes, provision for iterative practice and feedback, and support for accurate judgments of
learners' performance. Moreover, assessments need to be sustainable from both the learners'
capacity to make evaluative judgments about their future work and the teachers' workload
perspective. The introduction of innovative tests and tasks can challenge conventional practices,
necessitating collaboration among stakeholders, educators and students.

In language education, language teachers are expected to be adept at designing high-

quality language assessments for the skills and constructs they evaluate. Test development is
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particularly crucial as poor assessment design can have detrimental effects on language teaching
and learning. However, current literature on the topic often presents test development process in
isolation, overlooking the impact of the institutional milieu on assessment (Giraldo, 2019).
Before delving into the stages of the test development process, it is essential to understand the
fundamental qualities of language assessments (Bachman & Damboéck, 2018; Bachman &
Palmer, 2010; Giraldo, 2019). These qualities are relative rather than absolute, requiring careful
consideration of the assessment's purpose to ensure their effective implementation.

In the process of test production, relevant documentation is utilized, encompassing the
test framework, specifications, and item-writer guidelines. Test development is a comprehensive
and time-consuming endeavor, taking several months or even years. It commences by
commissioning test items from suitably qualified item writers, followed by multiple rounds of
review and revision. The revised items undergo pre-testing (trialling), and subsequent analyses
of item responses lead to further revisions if necessary (Purpura, 2004; Rossi, 2021).

It is essential to acknowledge that such extensive procedures are not always feasible in
classroom testing scenarios. Nonetheless, classroom teachers should strive to enhance the quality
of their tests. Often, language teachers lack adequate training in test development despite being
expected to create tests regularly (Koh et al., 2018). Taylor (2013) emphasized the significance
of language assessment literacy (LAL) for test writers, encompassing language testing theory,
principles, concepts, and technical item-writing skills.

Language teachers in educational institutions can form working groups to collaboratively
develop tests. The involvement of colleagues for idea exchange and peer review is crucial, as
creating a high-quality test requires collective effort (Rossi, 2021). These groups should begin by
producing test specifications, ensuring the intended construct is targeted and allowing for
comparability between test versions developed in different years or by different teachers.

Purpura (2004) presented the three stages of grammar test development: design,
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operationalization, and administration, highlighting the importance of adapting the outlined test-
development process based on the specific situation rather than treating it as a rigid formula.

1.6.1 Test Design

In the realm of test development, the design stage stands as a pivotal phase that involves
the careful amalgamation of crucial information and the initial formation of decisions that govern
the entire testing process. While smaller-scale tests may undergo a more informal design process,
when dealing with larger audiences such as joint final exams or placement tests, test developers
find themselves in the midst of intricate discussions and negotiations with multiple stakeholders.
At the heart of this stage lies the indispensable design statement, a comprehensive document that
comprises essential elements outlined by Bachman and Palmer (1996, 2010).

This statement encompasses a description of the test's purpose, the TLU domains and task
types it covers, the characteristics of the test-takers, the construct(s) to be measured, a well-
thought-out plan for evaluating the test's usefulness, and a strategy to handle resources
effectively.

The initial phase of test development involves establishing the purpose of the grammar
assessment. This purpose defines the specific inferences to be made about grammatical
knowledge or its practical application. For example, the test might aim to measure grammatical
ability concerning comparative forms and meanings and inform decisions about student progress,
placement, or language proficiency. The purpose statement also considers the impact of test
results and how they will be used, such as promoting further learning or providing instructional
feedback.

After defining the purpose, the Test Language Use (TLU) domain is identified, which can
be real-life or language-instructional. TLU task types are then selected based on the needs
analysis, which involves gathering information about the target-language needs of the test-takers.

The choice of TLU tasks can vary based on the context, with some tests focused on
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communicative language teaching, while others concentrate on discrete language features. The
TLU domain influences the selection of tasks to ensure their relevance to the test-takers' abilities.

The design statement provides a detailed description of the test-takers' characteristics to
clarify the population for whom the test is intended and the generalizability of test scores. Test-
taker attributes, such as age, native language, gender, and language proficiency level, are
considered as potential influences on test results. The design statement also defines the
construct(s) to be measured in the test. Construct definition can be based on instructional
objectives, standards, theoretical definitions, or a combination of these factors. For grammar
tests, construct definitions may focus on specific grammar points taught during a period or be
derived from a theoretical model of grammatical knowledge. This definition forms the
foundation for test construction, score interpretation, and test validation.

The test designer determines the role of topical knowledge in the construct definition of
grammar tests. Three options are provided: excluding topical knowledge, including it in the
construct, or defining it separately from the language construct. The choice depends on whether
topics are integral to the curriculum, contextualize language learning, or are the main focus, as in
content-based language programs. Strategic competence, involving metacognitive, cognitive,
social, or affective strategies in test performance, is generally assumed to be invoked in grammar
tests. However, in certain cases, separate inferences to strategic competence may be necessary
and should be specified in the construct definition if required.

The test design statement outlines a plan for assessing the test's usefulness, considering
six qualities: reliability, validity, authenticity, practicality, impact, and fairness. Throughout the
development process, developers continuously evaluate these qualities and gather empirical
evidence to support test usefulness. The test design statement also addresses the human, material,
and time resources needed for test development. Priorities are set based on test usefulness and

considering any limitations in resources.
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In the pursuit of crafting an effective and meaningful test, the design stage plays a
paramount role, channeling the vision and purpose of the assessment. Whether the test is tailored
for a specific class or targets a broader audience, the decisions made during this stage have a
profound impact on the overall testing process (Bachman & Adrian, 2022). Test developers must
navigate the delicate intricacies when collaborating with various stakeholders to ensure the test's
alignment with its intended goals (Kane & Wools, 2019; Rossi, 2021). This collaborative effort
culminates in the formulation of the design statement — a blueprint that encapsulates the test's
essence, leaving no aspect unaddressed.

Bachman and Palmer's comprehensive framework for the design statement offers
invaluable guidance for test developers seeking to create an assessment that leaves no room for
ambiguity. It encompasses critical elements such as a clear articulation of the test's purpose,
enabling developers to set a distinct direction for the evaluation process. Additionally, the
inclusion of the target language use (TLUs) domains and task types fosters a comprehensive
approach to assessment, catering to a diverse range of skills and knowledge areas. The design
statement also takes into account the test-takers themselves, recognizing the importance of
understanding their characteristics and tailoring the assessment to suit their unique needs.
Moreover, by defining the construct(s) to be measured, the design statement ensures a focused
and coherent evaluation, aligning the test's content with the intended learning outcomes.
Furthermore, with a plan for evaluating test usefulness and a strategy for resource management,
the design statement exhibits a well-rounded approach that fosters continuous improvement and
efficient utilization of available assets.

In summary, the design stage of test development emerges as a crucial phase where
informed decisions and comprehensive planning lay the foundation for a successful assessment.
By systematically addressing the test's purpose, the TLU domains and task types, the
characteristics of the test-takers, the construct(s) to be measured, test's usefulness, and resources

in the test design statement, test developers can create effective assessments that align with their
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intended purpose and accurately measure the knowledge, skills, and abilities of test-takers. By
following the guidelines set forth by Bachman and Palmer's design statement components, test
developers can navigate the complexities of the process and create tests that are purposeful, fair,
and yield meaningful results for all stakeholders involved (Armstrong et al., 2004).

1.6.2 Test Operationalization

In the operationalization stage of test development, the focus is on assembling the entire
test, including multiple tasks, and detailing the specifications, writing, and scoring of each task
(Zandi &Kaivanpanah, 2014). The outcome of this stage is a blueprint for the test, encompassing
its structure and scoring materials, along with a draft version of the test itself. The blueprint
consists of two parts, as described by Bachman and Palmer (1996, 2010): an overview of the test
structure and a set of test-task specifications for individual tasks, which serve as a foundation for
item writing and scoring.

The first part of the blueprint provides an overview of the test structure, indicating the
number of test parts or tasks used to measure knowledge, ability, and skills, their significance,
sequence, and the number of tasks per part (Taylor, 2014; Zandi & Kaivanpanah, 2014).
Additional information can also be included. The descriptions of tasks from the Target Language
Use (TLU) domain serve as a starting point for constructing test-task specifications, which
outline detailed task characteristics needed for writing the actual test. These specifications are
essential in creating parallel test forms and evaluating the congruence between intended and
actual test content.

Test specifications facilitate constructive discussions and consensus among test
developers regarding the final shape of the test. Bachman and Palmer (1996, 2010) specify that
test-task specifications include the task's purpose, construct definition, setting characteristics,
time allotment, instructions, input and expected response details, the relationship between input

and response (reciprocal, non-reciprocal, or adaptive), and the scoring method (Zandi
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&Kaivanpanah, 2014). Many of these specifications might already be outlined in the design
statement and should be reiterated in the blueprint to guide the test-writing process.

With the blueprint prepared, test writing commences, and instructions for each section are
developed. The operationalization phase concludes with a draft of the test, ready to be
administered to test-takers.

1.6.3 Test Administration

The final phase of test development involves test administration, initially to individual
students or small groups and subsequently to a larger group of examinees on a trial basis.
Piloting the entire test or individual test tasks allows for the collection of response data and other
relevant information to enhance the test's usefulness. This data is then analyzed, and the test is
revised before its operational use. Before a test, especially a high-stakes one, can be employed
with larger groups of test-takers, it must undergo thorough analysis and revision.

In classroom settings, extensive piloting might not always be feasible. In such cases,
careful consideration should be given to interpreting the results and making decisions about the
test-takers. Nevertheless, if the same tests are used in subsequent administrations, the tasks
should be reviewed and the test revised beforehand.

During the actual test administration, it is essential to create a physically comfortable and
distraction-free environment that supports the test-takers. Clear instructions should be provided,
and the administration process should be organized. This phase also provides an opportunity to
gather valuable information about the test-takers' initial reactions to the test tasks and specific
test procedures, such as time allocation. Empirical data, obtained through questionnaires or
interviews, can be collected from examinees after the test to gain insights into issues like
instruction clarity, item quality, and time management, which often evoke strong initial
responses (Taylor, 2014).

Test analyses offer valuable information to evaluate the test's characteristics and

usefulness, serving as a foundation for further test revisions before its operational
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implementation. During the operational phase, additional data is gathered, and iterative and
recursive analyses are conducted (Purpura, 2004). Eventually, the accumulated bank of test tasks
is archived, providing a valuable resource for future test administrations.

In recent years, the integration of modern computer technology in education has
revolutionized the way learning outcomes are assessed. Educational institutions around the world
have tried to adopt, or adopted, e-assessment moving towards online or computerized modes of
test administration. This shift offers various advantages, including reduced reporting lag time for
scores, increased assessment efficiency, flexibility in terms of time and location, immediate
feedback to students, and the ability to analyze individualized student performance (Huseyin &
Ozturan, 2018). The online administration of assessments and tests helps minimize paper
consumption and related costs, making them environmentally friendly (Noyes & Garland, 2008).
Computer-based assessments can serve as effective alternatives to traditional testing methods
without compromising essential principles such as validity, reliability, and practicality (Hlseyin
& Ozturan, 2018). Computers offer rich test content, immediate feedback to test-takers, and
eliminate subjectivity in scoring, benefiting both students and teachers.

1.7 Integrated Content and Language Assessment

Traditional assessment procedures have long been criticized, being decontextualized,
unauthentic, and negatively impactful. One recurring washback of traditional assessment is that
students end up mastering the format of tests, considering their importance, and that of the scores
obtained. Embedding instruction into a content-based, learning-oriented, activity serves as an
assessment of, for, and as learning. It can shift learners' focus from scores to personal
development, fostering motivation and self-esteem, as highlighted by Boubris and Bouabdallah
(2023). Rethinking assessment procedures can bring about considerable positive change. In this
sense, it is crucial for the whole educational system to work towards the promotion of recent

assessment theory and best practices.
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Implementing ICL methodologies in ESP contexts offers a robust framework for learner-
centered and domain-specific assessment practices that support the development of learners'
linguistic and non-linguistic KSAs, culminating in complex ESP competencies. ICL fosters a
holistic learning environment where language acquisition is seamlessly integrated into the
teaching and learning of specialized content. Linguistically, learners gain proficiency in the
specialized vocabulary, grammar, and discourse structures of their chosen field. They develop
the ability to comprehend and produce texts, communicate effectively in oral and written forms,
and critically analyze specialized information. Non-linguistically, learners acquire a deeper
understanding of their chosen field, developing critical thinking, problem-solving, and research
skills. They learn to apply their linguistic and non-linguistic KSAs to real-world scenarios,
preparing them for future professional endeavors.

Through ICL methodologies, learners cultivate the core competencies essential for
success in ESP contexts and domain-related professions. These competencies encompass (1)
disciplinary expertise with learners gaining a comprehensive understanding of the concepts,
theories, and methodologies of their chosen field; (2) communicative competence with learners
developing the ability to communicate effectively in both written and oral forms, using
appropriate language for their specific field; (3) critical thinking, enhancing learners’ ability to
analyze information, evaluate arguments, and form their own conclusions; (4) problem-solving,
developing learners’ skills to identify and solve problems effectively, applying their knowledge
to real-world scenarios; and (5) study skills with learners acquiring the ability to conduct
research, evaluate sources, and present their findings in a clear and concise manner(Alaye &
Tegegne, 2019; Komrapna, 2020; Pardede, 2020, Snow, 2005).

ICL methodologies emphasize learner-centered and domain-specific assessment practices
that align with the learning objectives and the specific needs of ESP learners. These assessment
practices go beyond traditional language testing, incorporating a variety of methods to evaluate

learners' linguistic and non-linguistic competencies, including authentic, performance-based, and
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learning-oriented assessment designs that take into consideration learners’ socio-cognition and
affect, among many other performance moderators, to provide the best conditions for learning-
through-evaluation to occur.

1.7.1 Learning-oriented Assessment

Studies within the field of LA assessment have predominantly focused on the evaluative
processes, encompassing assessment methods and assessment strategies. The Learning-oriented
Assessment (LOA) framework, as proposed by Turner and Purpura (2016), offers ICL
practitioners an authentic structure to adjust the array of factors influencing or indicating
learners' performance. It shifts focus from the commonly known assessment of learning and
assessment for learning, to a whole new perspective that puts emphasis on assessment as an
agent at the service of learning. Within the LOA framework, two dimensions, among eight, focus
on learners' performance, precisely outlining the targeted linguistic proficiency and disciplinary
competence. Additionally, the framework specifies the procedures employed to elicit and record
this performance. Furthermore, this framework proves valuable in aligning instruction with
assessment considerations.

The remaining dimensions in the framework serve as performance moderators, directly
influencing learners' performance. These encompass critical elements of the assessment context,
specifying key aspects such as the audience, settings, and topic, in addition to the communicative
event, target language use-domain, enabling skills, and the culminating competency, among
others. Social-cognition is identified as another performance moderator, acknowledging mental
processes, cognitive load, and distributed cognition essential for co-constructing knowledge. The
framework also takes into account the affective dispositions of learners in relation to the context
and the assessment itself, encompassing positive and negative psychological, behavioral, and

social aspects.
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The instructional dimension focuses on how learners assimilate and process feedback and
support to reassess their understanding and enhance their performance. This entails the
transmission of new information, such as feedback or assistance, and the method of delivery. At
the core of learning-oriented assessments, this dimension incorporates input, support, and
feedback as instructional components. It may also include explicit instructional episodes, when
necessary, all aimed at fostering learning. The social-interactional dimension examines the
sequential organization and exchange patterns within assessments or instructional activities
involving interaction. Lastly, the technological dimension takes into account users'
characteristics when technology is involved in assessment or instruction, including learners'
computer skills and digital literacy.

1.7.2 Meaning-oriented Model of L2 Proficiency

The ability to acquire and utilize a second or foreign language (S/FL) stands as a
testament to the innate capacity for linguistic adaptation. To unravel the complexities of Second
Language Acquisition (SLA), scholars have developed various models, each offering unique
perspectives on the underlying processes and factors that shape S/FL proficiency. One of the
earliest and most influential models is Krashen's Input Hypothesis. This theory posits that
comprehensible input or language that is slightly beyond the learner's current level but still
understandable, is the primary driving force behind S/FL acquisition (Lichtman & VanPatten,
2021). Another prominent model is The Communicative Language Proficiency (CLP)
framework, introduced by the Council of Europe (1996), emphasizing the ability to use language
effectively for communicative purposes (Kamiya, 2006).

These models, while diverse in their approaches, provide valuable insights into the
intricate processes and factors that influence S/FL proficiency. They highlight the importance of
comprehensible input, the interplay between implicit and explicit knowledge, the dynamic nature

of language, and the role of individual and contextual factors. Their significance extends beyond
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academic understanding as they have practical applications in language teaching and assessment.
By understanding the underlying principles of S/FL acquisition, educators can design more
effective teaching methods that cater to the diverse needs of learners. Additionally, these models
inform the development of assessment tools that accurately measure learners’ communicative
abilities and progress.

The Meaning-Oriented Model of /FL Proficiency, proposed by Purpura and Dakin
(2020), offers a unique perspective on language acquisition, emphasizing the role of meaning
and context in shaping learners' proficiency. The model posits that S/FL2 proficiency is not
merely about achieving accuracy and fluency; it is about developing the ability to convey and
understand meanings effectively in a variety of contexts. This emphasis on meaning aligns with
the notion that language is a tool for communication, and that its primary function is to convey
ideas, thoughts, and emotions. The model identifies two key components of meaning-oriented
proficiency: (1) The Semantico-Grammatical Knowledge that refers to the learner's knowledge
of word meanings, grammatical forms, and how they can be applied to create meaningful
expressions; (2) The Pragmatic Knowledge which encompasses the learner's understanding of
how language is used in different contexts, including the social, cultural, and situational factors
that influence communication.

The Meaning-Oriented Model (MOM) of S/FL proficiency highlights the dynamic
relationship between these two components, suggesting that they interact and influence each
other throughout the language acquisition process. Semantico-grammatical knowledge provides
the foundation for understanding and producing language, while pragmatic knowledge guides the
appropriate use of language in context. The model also emphasizes the role of learners'
individual experiences, beliefs, and attitudes in shaping their meaning-oriented proficiency.
Learners bring their unique backgrounds and perspectives to the language learning process, and

these factors influence how they interpret and use language.
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The Meaning-Oriented Model has significant implications for language teaching and
assessment. It suggests that instructors should focus on creating meaningful learning experiences
that promote authentic communication and the development of both semantico-grammatical and
pragmatic knowledge. Utilizing the Meaning Oriented Model (MOM) of L2 Proficiency offers a
basis for establishing specifications within the proficiency dimension of the LOA framework.
This model informs curriculum, instruction, and assessment by highlighting the significance of
effectively encoding and decoding meanings through the systematic use of language to
demonstrate real-world competencies. Emphasizing the use of linguistic resources, MOM
underscores the ability to convey both literal and implied propositional meanings in real-world
communication. S/FL proficiency, according to this model, encompasses semantico-grammatical
knowledge (comprehending the literal meaning of linguistic forms) and pragmatic knowledge
(proficiency in using language to express and interpret functional and implicational meanings).
The MOM of L2 proficiency becomes a valuable guide for curriculum design, instruction, and
assessment, recognizing the pivotal role of language in collaboratively constructing meanings in
real-life situations.

1.8 Language Assessment Literacy

Language assessment was set for a major expansion ever since it had made its step into
educational research. Assessment has witnessed several theoretical, analytical, and
methodological developments that have encouraged educational reforms, particularly in the way
learning is monitored and achievements measured. The shift of focus from teacher- to learner-
centered approaches has also influenced assessment development trajectory. Research has shown
that teachers devote a considerable amount of time on evaluative activities because of the
importance attached to the assessment of learners’ progression and performance.

Henceforth, there has been a surge of interest in teachers’ knowledge and understanding

of assessment due their central role in this process — design, implement, and interpret assessment,
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besides giving and acting upon feedback (Levi & Inbar-Lourie, 2020; Nimehchisalema &
Bhattib, 2019). Mertler and Campbell (2005) have defined language assessment literacy by
proposing that teachers who do not “need remediation or assistance in applying assessment
concepts and techniques, as well as making assessment-related decisions” are said to possess
basic assessment literacy (p. 2). Hence, these teachers are considered as agents of quality
teaching. The data they gather among learners is supposedly valid and reliable, providing
meaningful and functional feedback.

However, the consensus view seems to be that there is a distinct lack of language
assessment literacy among EFL teachers (Davidson & Coombe, 2019; Kavakli & Arslan, 2019;
Nimehchisalema & Bhattib, 2019; Sisman & Biiyiikkarci, 2019; Sultana, 2019; Ashraf &
Zolfaghari, 2018; Jannati, 2015; Volante & Fazio, 2007; Volante & Fazio, 2007; Mertler &
Campbell, 2005). Literature has often pointed out this lack as “one of the worst problems in the
profession of education today” (Nimehchisalema & Bhattib, 2019, p. 45). Popham’s (2004)
original work, entitled Why Assessment Illiteracy is Professional Suicide, defends that
knowledge about assessment design, implementation, and its further implications, in addition to
awareness about key concepts such as assessment validity and washback can determine the
quality of education, most often impairing it (Popham, 2004).

Language assessment literacy has been defined in almost every research that explored the
concept or its relation to another, such as quality teaching and washback. Broadly speaking,
language assessment literacy can be considered as teachers’ evaluative competence, upon which
they plan, administer, and apply assessments as well as their outcomes efficiently. Assessment
literate teachers will neutralize washback, raise learners’ motivation, and most importantly
produce valid and reliable appreciations of learners’ performance (Coombe et al., 2020; Giraldo,
2018; Deuce et al., 2016; Popham, 2013). Teacher competency in educational assessment has
henceforth become a professional requirement across the world (Deuce et al., 2016).

Furthermore, researchers have argued that language assessment literacy is necessarily teacher-
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specific, and to achieve quality teaching policy makers, examination boards, as well as
concerned social actors should possess an understanding of language assessment functions and
their outcomes across society (Krimmer & Harding, 2020; Diggers & Malone, 2019;
Nimehchisalema & Bhattib, 2019; Red, 2019).

In a nutshell, assessment literate language teachers should have the “capacity of asking
and answering critical questions about the purpose for assessment, about the fitness of the tool
being used, about testing conditions, and about what is going to happen on the basis of the
results” (Nimehchisalema & Bhattib, 2019, p. 46). Language assessment illiteracy is
dysfunctional in the sense that it hinders the design of reliable assessments, which in turn
produces ambiguous feedback upon which invalid instructional decisions would be made.
Teachers’ competence in educational assessment, in addition to the translation of this

competence into evaluative practices, are major keys to quality teaching.

1.8.1 Language Assessment Literacy Standards

Teachers’, test developers’, and stakeholders’ knowledge and theoretical beliefs about the
measurement of students’ learning is broadly referred to as assessment literacy. The various
definitions that have been provided attempted to conceptualize assessment literacy both from a
broad and narrow perspective. Language assessment literacy, as described by Davies (2008), has
three dimensions: knowledge, principles, and skills. The first refers to a growing awareness
about measurement and language. Principles are about the proper use of language assessments
and tests, fostering ethical practices, validity, and reliability. The last dimension, skills, refers to
the training in necessary and appropriate methodology. Additionally, Filcher (2012, p. 131-132)

described assessment literacy as:

The knowledge, skills and abilities required to design, develop, maintain or
evaluate large-scale standardized and/or classroom-based tests, familiarity with
test processes, and awareness of principles and concepts that guide and underpin
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practice, including ethics and codes of practice and the ability to evaluate the role
and impact of testing on society, institutions, and individuals.

Fulcher (2012) expanded definition of assessment literacy encompasses the contexts,
principles, and practices of language assessment. The context includes the historical, social, and
political aspects of assessment, with a particular focus on its origin, purpose, and impacts. The
principles refer to the theory that guides the practice, including the concepts, methods, and
related knowledge, such as advantages and drawbacks. Practices are more concerned with the
manifestation of knowledge, skills, and abilities related to the practice of language assessment
and testing.

In his review of the international standards and measure of teacher assessment literacy,
DelLuca et al. (2016a) have analyzed fifteen assessment literacy governmental standards, in
Australia, Canada, New Zeland, UK, and US, in addition to Europe. They have identified,

through a thematic analysis, eight prominent research-based assessment measures, which are:

(1) Assessment Purposes refers to choosing the appropriate form of assessment
based on clearly stated instructional goals. (2) Assessment Processes encompasses
constructing, administering, and scoring assessment and interpreting assessment
results to facilitate instructional decision-making. (3) Communication of
Assessment Results entails communicating assessment purposes, processes, and
results to stakeholders. (4) Assessment Fairness involves cultivating fair
assessment conditions for all learners with sensitivity to student diversity and
exceptional learners. (5) Assessment Ethics means disclosing accurate information
about assessments and protecting the rights and privacy of students that are
assessed. (6) Measurement Theory focuses on understanding psychometric
properties of assessments (e.g., reliability and validity). (7) Assessment for
Learning describes the use of formative assessment during instruction to guide
teacher practice and student learning. (8) Assessment Education and Support for
Teachers represents supporting teachers’ assessment competency through explicit
education opportunities or resources (p. 13).

DelLuca et al., (2016a) have highlighted the evolution of assessment literacy measures
during the last three decades. From 1990 to 1999, assessment purposes, processes, fairness, and
communication of assessment results were considered as crucial competencies for teachers.
Governmental documents concentrated on teachers’ abilities to select and use summative and

standardized assessments, to produce fair educational decisions. The next decade, from 2000 to
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2009, was marked by the emergence of novel measures, linked to assessment for learning and
learner-centered approaches to teaching. The necessity for teachers to display new competencies
and update their assessment theory has led to the emergence of Assessment Education and
Support for Teachers, as a measure. Nowadays, assessment standards express a major emphasis,
not only on the early measures of assessment competency, but Assessment for Learning and
Assessment Ethics as well.

1.8.2 Impact of Training and Education programs on Teachers’ Assessment

Literacy

DelLuca et al. (2016b, p 2) have reported that “recently published assessment standards
articulate contemporary approaches to classroom assessment,” which underscores the pivotal
role of assessment literate teachers in the success of the teaching-learning experience, and the
decision making process. Research on EFL teachers’ assessment competency has nevertheless
shown that most teachers failed to articulate a research-based, objective, knowledge about
assessment (Davidson & Coombe, 2019; Kavakli & Arslan, 2019; Nimehchisalema & Bhattib,
2019; Sisman & Biiyiikkarci, 2019; Sultana, 2019; Ashraf & Zolfaghari, 2018).

The majority of studies into language assessment literacy have shown that teachers’
knowledge about assessment is narrowly linked to their beliefs about assessment (Davidson &
Coombe, 2019; Nimehchisalema & Bhattib, 2019; Sisman & Biiyiikkarci, 2019; DeLuca et al.,
2016a). Boubris and Haddam (2020) define these beliefs as “teachers’ subjective and experience-
based knowledge, forming their views and arguments concerning teaching and learning” (p.
238). However, since they lack objectivity, teachers’ beliefs are often dysfunctional, and tend to
impede good teaching, learning, and assessment.

Researchers and scholars are giving significant attention to assessment literacy training
programs and professional development in the field of education. These programs are recognized

for their substantial impact on the success of both teachers and students. Consequently, there is a
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growing emphasis on designing effective professional development and training programs for
teachers to yield valid outcomes and enhance the quality of learning and teaching. These
initiatives are also aimed at addressing the challenges posed by global competition in educational
performance.

Furthermore, it is acknowledged that training and development initiatives can provide
teachers with improved opportunities to acquire knowledge, information, skills, and competences
necessary for effective performance. These enable teachers to practice more effectively, leading
to enhanced productivity, fostering positive attitudes among (Giraldo, 2019). Training programs
can influence teachers' performance and professional development by improving their
understanding of educational contexts and their ability to achieve desired outcomes.
Furthermore, well-trained assessors play a functional role in achieving the targeted outcomes.

Research on language assessment can play a vital role in promoting assessment literacy.
By providing teachers with a deeper understanding of the different types of assessments, their
purposes, and how to select and use them appropriately, trainers can participate actively in the
readjustment of teachers' dysfunctional beliefs that can lead to negative washback (Boubris &
Haddam, 2020). This knowledge is essential for teachers to be able to design and implement
useful and effective assessments that support learning. Teacher development programs can also
help teachers to develop a more critical understanding of the assessment system in which they
are working. This includes understanding the strengths and weaknesses of the system, as well as
the potential impact of assessments on students' motivation and learning outcomes. This
knowledge can help teachers to identify areas where the assessment system needs to be improved
and to advocate for change. Overall, research on language assessment and teacher development
programs can play a vital role in promoting assessment literacy and guiding teachers' beliefs and
practices.

1.9 Conclusion
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Assessment is an integral component of the Algerian educational system, deeply
intertwined with teaching and learning. Its implications are multifaceted, extending beyond the
mere measurement of student achievement. Algerian teachers are increasingly recognizing the
importance of aligning teaching methods with learning outcomes, learners' needs, and the
learning environment. Assessment plays a vital role in this process, providing valuable insights
into students’ progress and enabling teachers to make informed decisions about instruction.

In the context of Foreign Language Teaching (FLT), assessment literacy is particularly
significant, given the theoretical and methodological developments in this field. Algerian FLT
teachers need to be equipped with the knowledge and skills to design, implement, and interpret
assessments effectively. Unfortunately, there is a lack of assessment literacy among Algerian
teachers, attributed to inadequate training, limited resources, and heavy workloads. This
deficiency leads to an overreliance on traditional assessment methods, even when they do not
represent serve the learning objectives.

Research on the impact of assessment in Algeria is limited, particularly regarding its
effects on student motivation and learning outcomes. However, some studies suggest that the
current assessment system, characterized by high-stakes exams, can be demotivating and hinder
learning. There are several gaps in research on language assessment in Algeria, including
insufficient research on assessment literacy, assessment impact, the design and delivery of
language assessments, and the assessment of multilingual and multicultural classrooms.
Addressing these gaps is essential for developing more effective and equitable assessment
practices that support the diverse needs of Algerian students.

While Communicative Language Teaching (CLT) is the official approach to FLT in
Algeria, many teachers still favor a "teach-to-the-test" approach. This may be attributed to the
high stakes associated with standardized exams, such as the Baccalaureate examination

(Benmoussat & Benmoussat, 2018). However, the "teach-to-the-test" approach may not align
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with the principles of CLT, which emphasizes the development of communicative abilities and
language proficiency.

Research studies on the washback effects of standardized exams in Algeria reveal both
positive and negative influences on teaching practices. Some teachers adapt by incorporating
communicative-oriented tasks to enhance students' communicative competence, while others
resort to test-like activities to boost exam scores. Current assessment practices in Algeria have
several limitations. Achievement tests, for example, often fail to measure students' higher-order
thinking skills and communicative abilities. Additionally, there is a need for a more systematic
approach to assessment that provides students with regular feedback and opportunities for
improvement. The combination of construct-based and task-based assessments can play a crucial
role in addressing these limitations.

Assessment practices in Algeria play a pivotal role in shaping education, influencing
teaching methods, curriculum design, student motivation, and overall learning experiences. The
multifaceted impact of assessments underscores the importance of conducting further research to
address existing gaps and enhance assessment literacy among teachers. Additionally, aligning
assessment practices with the principles of CLT and recognizing the broader implications of
standardized exams are essential steps towards improving the quality of education in Algeria.
Ultimately, understanding and addressing the impact of assessments in the Algerian context is
imperative for the advancement of education and the optimization of learning outcomes.

Some of the key challenges facing Algeria in terms of assessment practices include the
scarcity of assessment literacy among teachers, the overreliance on traditional assessment
methods, and the high-stakes nature of standardized exams, in addition to the gaps in research on
language assessment in the Algerian context, and the mismatch between the official approach to
FLT (CLT) and the actual assessment practices used by many teachers. To address the
challenges facing Algeria in terms of assessment practices, the following recommendations can

be made, based on the literature: (1) provide teachers with training on assessment literacy and
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ICLT principles; (2) design assessments according to standards that measure students' higher-
order thinking skills, TLU domain communicative abilities, and integrated skills; (3) reduce the
emphasis on high-stakes exams and shift towards a more formative and/ or learning-oriented

approach to assessment; (4) conduct further research on assessment in the Algerian context.
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2.1 Introduction

In pursuit of contributing to academic discourse on assessment in the Algerian context
and abroad, this dissertation undertakes an exploration of teachers’ evaluative practices role in
the development of learners' language skills. The researcher has to explore the context according
to which his strategy will be deployed. This research focuses on the Algerian Higher Education,
with a particular interest in ESP classrooms within the Faculty of Sciences, Tlemcen University.
Moreover, the foundation of any research effort lies in its methodology, influencing the study's
direction and the credibility of its findings. The review of the literature has shown that
researchers tend to favor mixed-methods design to explore the dimensions of impact and

washback in LA.

In this chapter, we will first explore the ESP situation in the Algerian HE context, with a
particular focus on language assessment to provide an ontological perspective of the problem
showing that assessment and language skills development do not exist in isolation. The second
part of this chapter explores the framework underpinning the study, focusing on research design,
data collection and analysis methods, as well as ethical considerations guiding the research

process. It ensures transparency and rigor in the research process.

2.2 Situation Analysis

2.2.1 ESPin Algeria

English is becoming increasingly important in the Algerian education system, particularly
in the technical, scientific, and medical fields (Ouahmiche et al., 2017). This is evident in the
shift towards English for Specific Purposes (ESP) courses in these areas (Maarouf & Lamouiri,
2022). ESP is a type of language teaching that is tailored to the specific needs of learners in a

particular field. In the context of the Algerian education system, ESP courses are intended to
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help students develop the English language skills they need to succeed in their academic studies

and future careers.

There are a number of reasons why ESP is becoming increasingly important in Algeria.
First, English is the global language of science and technology. This means that students who
have a strong command of English have access to a vast body of knowledge and resources that
are not available in other languages. Second, Algeria is increasingly integrated into the global
economy. As a result, there is a growing demand for Algerian professionals who are able to
mobilize their linguistic and non-linguistic skills simultaneously to achieve both communicative

and professional purposes.

The Algerian higher education is responding to this demand by offering more ESP
courses at almost all levels of university (Ouahmiche et al., 2017). ESP courses are now
available in a wide range of fields, including engineering, medicine, business, and law. These
courses are supposedly taught by qualified ESP teachers who have expertise in both the English
language and the relevant field of study. Howver, as pointed out by Assassi (2020), English for
Specific Purposes (ESP) courses at the University of Mohamed Khider in Biskra, whether
offered by the CEIL (Centre for English for Instrumental Learning) or different departments, do
not align with the essential criteria of ESP classes. Instead, they predominantly function as

English for General Purposes (EGP) courses.

The lack of alignment between language instruction and learners' professional needs may
not provide significant benefits for their current or future careers. Throughout his work, the
researcher pointed out a critical issue: “The four teachers believe that assigning newly graduated
EFL students as part-time teachers in different departments without providing any clear syllabus
or training is not pedagogical” (Assassi, 2020, p. 445). He recommends afterwards to “Avoid

issues such as hiring part-time teachers who mostly do not show commitment to their duties
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giving the very low salaries” (Ibid, p. 453). His study reveals “one of the weighty weaknesses in
these courses, as they are not tailored according to learners’ needs as no needs analysis process
was carried, showing that “no teacher among the ones observed has been trained to be an ESP

teacher or has executed any procedure related to ESP course design” (Ibid, p. 439).

Akkar and Idri (2021) among others have reported on the situation of ESP in the Algerian
context very similarly. According to Fehaima (2022), ESP teachers at the Faculty of Sciences,
Tlemcen University are: “language instructors who have been assigned to teach ESP courses
despite having no professional training” (p.250). Some even see that: “ESP, in particular, still
has a long journey to be well-established and well-implemented in different specialties” (Hadj]
Djelloul & Melouk, 2022, p. 157). From Khadam's (2023) analysis of ESP courses at Bechar

University, Algeria, various issues have appeared that call for consideration.

The requirement for competent instructors well-versed in ESP teaching methodologies
and subject-specific expertise posed a hurdle to the administrative staff, given the potential
difficulty in locating suitable candidates willing to do serve as part-time teachers regardless of
the financial problematic (Akkar & Idri, 2021). In her paper, Khadam (2023) reported that:

ESP courses, not only in the university under study but in most of the Algerian
universities are not taught in the universal norms. Furthermore, the obtained
results showed that the teaching of ESP in the Algerian universities failed to
satisfy the requirements of its learners because of a number of factors such as the
administrative constraints, the lack of the suitable teaching materials, the lack of
cooperation between the ESP tutors and the subject matter specialists, the timing
allocated to the ESP modules and the poor language knowledge of the students (p.
482).

High quality ESP instruction and assessment can help students to develop the English
language skills they need to succeed in their academic studies and future careers. This will make
them more competitive in the global job market and contribute to the economic development of

Algeria. There is an imperative need to establish a pedagogical framework that aligns with the

evolving English language needs within the context of globalization. As researchers have pointed
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out, this transformation requires innovative strategies and a shift in mindsets. Universities, as
influential entities in the socio-economic development of the nation, should spearhead this
change. The language policy should focus on generating opportunities for field development.
The Ministry of Higher Education and Scientific Research should play a pivotal role in
enhancing this fundamental aspect of the ESP teaching policy due to its significant contribution

to socio-economic development.

2.2.2 ESP assessment in the Algerian HEIs

One of the biggest challenges to ESP assessment in Algeria is the lack of qualified ESP
teachers. ESP teachers need to have expertise in both the English language and the relevant field
of study. However, many ESP teachers in Algeria are newly graduated EFL students who have
neither received any training in ESP teaching methodologies nor in assessment theory. This
reveals another challenge to ESP assessment in Algeria, which stems from the lack of alignment
between ESP courses and learners' professional TLU domains needs, which is expressed here in

the interrogative: what are part-time English language instructors in ESP contexts assessing?

Many ESP courses in Algeria are not tailored to the specific needs of the learners. This is
because no needs analysis is typically conducted before ESP courses are designed (Faiza, 2010).
In this sense, whether or not assessment is aligned with instruction is irrelevant, since instruction
itself is not aligned with real-life professional needs. In addition, there is a lack of cooperation
between ESP tutors and subject matter specialists in Algeria. This lack of cooperation can make
it difficult to ensure that ESP assessments are aligned with the needs of the stakeholders and the
needs of the international job industry. The limited amount of time allocated to ESP modules is
another challenge to ESP assessment in Algeria. ESP modules are often only one or two hours
per week, which makes it difficult for ESP teachers to cover all of the necessary material and to

assess learners' progress effectively. Finally, the poor language knowledge of some students is
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also a challenge to ESP assessment in Algeria. Many students who take ESP courses have a
limited command of the English language. This can make it difficult for them to complete ESP

assessments successfully.

The lack of research and guidance on ESP assessment in Algeria is a problem, as it can
make it difficult for ESP teachers to design and implement useful assessments. Without clear
assessment procedures, it is difficult to measure students' learning and ensure that they are
developing the English language skills they need to succeed in their academic studies and future

careers. As Saraa (2023) pointed out:

The specific English language needs of the Algerian students at higher education
have received considerable attention among Algerian scholars and teachers
(Mebitil,2012; Boudresa, 2018; Bouroumi, 2017). However, only few research
works investigate the issue of ESP syllabuses in Algerian higher education
(Bouzid, 2012; Saraa, 2020). Besides, the review of the Algerian biology ESP
syllabus at higher education shows that this document commonly referred to as
Canvas is very poor in terms of content specification, methodological guidance,
teaching materials, and assessment procedures (p. 511).

Abbassi's (2022) research offers crucial insights into the challenges surrounding (ESP)
assessment in the Algerian context. Her study featured six ESP teachers from the Chemistry
department, Tlemcen University. The research uncovered a significant challenge in the
preparedness of ESP teachers. Most instructors, originally trained for general English, found
themselves teaching ESP without the necessary training. This lack of formal preparation hampers
their ability to integrate language and subject-specific content effectively. According to
Abbassi's (2022) work, classroom assessment methods in ESP vary, with teachers employing a
mix of traditional and advanced techniques. The study revealed reluctance among teachers to
adopt alternative assessment models like self/peer assessment and portfolios potentially due to a
lack of qualifications, creativity, or resources. The absence of a unified syllabus further

highlights the need for teacher training to be operational in such a context.
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Abbassi's (2022) research underscores the pressing challenges posed by the readiness of
ESP teachers in Algeria, who often lack the necessary training for effective ESP instruction and
assessment. This gap between teacher qualifications and the demands of ESP education calls for
proactive measures, such as comprehensive training programs and support for educators.
Additionally, the study highlights the need to diversify assessment methodologies and promote

innovative approaches to align with learners' needs effectively.

According to Benabdi (2022), most ESP instructors in Algeria typically design their own
assessment materials, and the Algerian higher education system does not equip them with the
necessary skills for ESP assessment design. This poses a substantial problem because useful ESP
assessment should ideally be tailored to the precise needs of the learners they serve.
Furthermore, the prevailing assessment approach in Algerian ESP courses predominantly leans
towards summative evaluation, emphasizing end-of-semester examinations. Continuous
assessment, which is better suited for ESP courses, as it enables ongoing monitoring of students'
progress and the provision of timely feedback, is given limited emphasis. As all of the
fundamental aspects of any ESP syllabus, assessment methods and procedures must be

considered in advance (Saraa, 2020).

To address the multifaceted challenges associated with ESP assessment in Algeria,
potential research avenues emerge. These include investigations into the effectiveness of diverse
ESP assessment methodologies within the Algerian context, the formulation of guidelines for
ESP assessment tailored to the Algerian higher education landscape, and initiatives focused on
training ESP educators in assessment methodologies. Furthermore, there is room for researchers
to delve into the development and evaluation of ESP course materials that precisely cater to the
requirements of Algerian learners. By embarking on these research initiatives, scholars can play

a pivotal role in enhancing the quality of ESP assessment, thus empowering ESP learners to
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cultivate the English language proficiency requisite for their academic pursuits and future

professional endeavors.

In summary, the increasing importance of English within the Algerian higher education
system, particularly in technical, scientific, and medical domains, is indisputable. This paradigm
shift towards English for Specific Purposes (ESP) courses signifies a crucial response to the
growing global demand for fluent professionals. However, while ESP courses are proliferating
across various fields in Algerian universities, it is evident that numerous challenges hinder their
alignment with the fundamental criteria of ESP classes. This disconnection raises concerns about
the extent to which learners can truly benefit from these courses, particularly when it comes to

addressing their professional needs effectively.

A significant impediment to ESP success in Algeria lies in the shortage of qualified ESP
teachers. The intricacies of ESP require instructors well-versed in both English language
proficiency and the intricacies of the relevant field of study. However, the prevalent practice of
employing newly graduated EFL students as part-time teachers without comprehensive training
or clear syllabi compromises the pedagogical effectiveness of these courses. Furthermore, a lack
of needs analysis in ESP course design contributes to the misalignment of instruction with real-

world professional requirements, rendering assessment concerns more than critical.

ESP assessments in Algeria encounter a host of challenges. Many ESP courses are not
tailored to learners' specific needs due to the absence of needs analysis, and limited cooperation
between ESP tutors and subject matter specialists impedes alignment with international job
industry requirements. The constrained time allocation for ESP modules further complicates
effective teaching and assessment. Additionally, some students' limited English language
proficiency presents hurdles in successfully completing ESP assessments. Despite these

challenges, there remains a dearth of research and guidance on ESP assessment within Algeria.
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Furthermore, it is important to underscore the notable scarcity of research dedicated to
ESP assessment within the Algerian context. While ESP course design, instruction, and needs
analysis have gained prominence in the country's higher education landscape, there remains a
noticeable gap in the literature regarding assessment design, scoring, and overall usefulness. This
lack of research not only limits the availability of well-informed guidance for ESP educators but
also hinders the establishment of clear assessment procedures. Without a robust body of research
dedicated to ESP assessment within Algeria, educators may find it challenging to design and
implement assessments that effectively measure students' learning and foster the development of
the English language skills necessary for their academic pursuits and future professional
endeavors. Addressing this research gap is crucial to ensure the continued improvement of ESP

evaluative practices in Algeria and the overall success of ESP learners.

Addressing these multifaceted challenges necessitates a concerted effort to enhance the
quality of ESP assessment. Research avenues must explore the effectiveness of diverse ESP
assessment methodologies within the Algerian context, formulate tailored assessment guidelines,
and provide training to ESP educators in assessment methodologies. Additionally, there is a
pressing need to develop ESP course materials that precisely cater to Algerian learners' unique
requirements. By undertaking these research initiatives and proactively addressing these
challenges, scholars can empower ESP learners to cultivate the English language proficiency

essential for their academic and future professional pursuits.

2.3 Theoretical Framework of the Research

2.3.1 Research Design

Research design functions as the roadmap that ensures a research journey unfolds with
clarity, rigor, and purpose, yielding meaningful insights and that can significantly contribute to

the broader academic discourse. It forms the fundamental framework upon which the entire
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research endeavor is constructed, serving as the essential blueprint guiding the systematic
exploration of a research question or issue (Leavy, 2022). Its paramount importance lies in its
profound influence on the quality, validity, and reliability of research findings. Within the realm
of research design, critical components such as the selection of data collection methods,
definition of variables and constructs, delineation of the study's scope and limitations, and the
establishment of ethical protocols play integral roles. Moreover, it is imperative to recognize the
intricate interplay between research objectives and research design, as the design choices must

align closely with the specific aims and goals of the study (Cohen et al., 2002).

The research design serves as the conceptual framework shaping data collection and
analysis that has to align with the research questions, objectives, and context (Cohen et al.,
2002). The present research work is based on a sequential exploratory case study. The
significance of case studies in research lies in their deployment when issues with regard to
education are explored As Zainal (2007). The sequential mixed-methods approach was chosen,
combining qualitative and quantitative instruments to offer a comprehensive understanding of
evaluative practices in language skills development (Alam & Aktar, 2019; Gogo & Musonda,
2022; Schoonenboom & Johnson, 2017). Qualitative content analysis and quantitative surveys
provide diverse perspectives, enabling a thorough exploration of the correlation between the

evaluative practices and language skills development.

Based on Algozzine and Hancock (2017), this research is a case study because it involves
an in-depth and holistic investigation of assessment impact on language skills development
within its real-life context. It centers on the specific case of the Faculty of Sciences at Tlemcen
University, Algeria, and its population. This research draws attention to the context in which the
case unfolds. Case studies can rely on either quantitative date, qualitative, or both through

mixed-methods (Starman, 2013).
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The exploratory sequential technique is a progressive strategy employed when
quantitative results are complemented by qualitative data. Consequently, quantitative data is
utilized to analyze and elucidate the results in a sequential manner (Gogo & Musonda, 2022).
This approach stands apart in that it prioritizes the exploration of a problem before its validation,
thereby enhancing flexibility in uncovering innovative ideas within the qualitative data
(Almeida, 2018). Moreover, the quantitative research instruments used in the present study were
informed by the previously collected qualitative data, which is also a characteristic of sequential
mixed-methods design (Almeida, 2018).As stated by Berman (2017) "The exploratory sequential
mixed methods design is characterized by an initial qualitative phase of data collection and
analysis, followed by a phase of quantitative data collection and analysis, with a final phase of

integration or linking of data from the two separate strands of data” (p. 1).

The choice to employ a sequential mixed-methods approach case study stems from the
desire to achieve a more holistic and nuanced understanding of the complex phenomenon that is
assessment and its impact on learners' language skills development. In the context of this
research, the choice of a mixed-methods approach acknowledges that the phenomenon of impact
is multifaceted and dynamic. From an ontological standpoint, it is recognized that there are
multiple layers of reality and various facets to the issue. Language skills development and
assessment do not exist in isolation but are shaped and linked by a multitude of factors, including
assessment standards, individual experiences, educational contexts, and political frameworks. By
incorporating both qualitative and quantitative methods, this research recognizes the complexity

of these interwoven realities.

Moreover, the choice of a mixed-methods approach reflects an epistemological stance
that acknowledges the value of multiple ways of knowing and understanding a phenomenon.
Assessment influence on language skills development can be understood through both qualitative

exploration and quantitative analysis. From a qualitative perspective, artifact analysis and
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classroom observation provide a solid ground on which logical inferences about the expected
impact can be drawn. Thus, direct correlations can be established. This qualitative dimension
allows us to uncover the context-dependent aspects of knowledge, then matching them with
theory. It recognizes that the understanding of language skills development and assessment is

influenced by factors which cannot always be captured quantitatively.

On the other hand, from a quantitative standpoint, learners’ survey generates empirical
data that can be analyzed statistically. This approach provides insights into broader patterns,
trends, and correlations related to assessment impact. It contributes to a more generalizable
understanding of the phenomenon, confirming correlations and highlighting aspects that might
not be readily apparent through qualitative means alone. Ultimately, in order to effectively
address the research problem, confirm the research hypotheses, and consider recommendations
through quantitative data, a test was administered to a group of learners. Tests are also
purposeful instruments for information gathering in research endeavors. Tests can facilitate

balanced judgments in knowledge dissemination and application (Olajide, 2018).

By combining both qualitative and quantitative methods, the research acknowledges that
knowledge about evaluative practices in language skills development can be enriched when these
different ways of knowing are integrated. It recognizes that the convergence and divergence
between qualitative and quantitative findings can offer a more robust and comprehensive
understanding of the research questions (Almeida, 2018; Gogo & Musonda, 2022; Taylor, 2005).
In summary, the choice of a mixed-methods approach in this research aligns with both
ontological and epistemological considerations. It acknowledges the complexity of the
phenomenon under investigation, the multiple facets of reality shaping it, and the value of
diverse ways of knowing to gain a more holistic and nuanced understanding of the relation

between assessment and language skills development.
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2.3.2 Research Objectives

The assessment of students' performance in educational settings plays a pivotal role in
shaping the overall teaching-learning experience and determining the quality of educational
outcomes. In this context, the impact of assessment on language skills development has garnered
significant attention within the broader field of educational research. Numerous studies
conducted in various educational contexts worldwide have delved into the nature and intensity of
impact, providing valuable insights into how assessment practices influence learners and other
stakeholders involved in the educational process. However, when we turn our focus to the
Algerian higher education context, we find a noticeable gap in the existing body of research. In
particular, research related to assessment, whether in general or with a specific emphasis on its

impact, remains scarce in this context.

This lack of research is particularly striking given the vital role that language proficiency
plays in the preparation of Algeria's future international workforce. In institutions such as the
University of Tlemcen, where students embark on their higher education journeys, the
development of strong language skills is of paramount importance. It is essential for both
academic success and future employability, as proficiency in languages opens doors to a wide

range of career opportunities in an increasingly interconnected world.

The need for research in this domain becomes even more pressing when we consider the
ever-evolving landscape of education, both globally and locally. The way assessments are
designed, administered, and scored has a profound impact on students' experiences and learning
outcomes. Therefore, it is crucial to understand how assessment practices are influencing
language skills development in the Algerian higher education system. Furthermore, this research
gap calls for action research specifically, where research is not only conducted to gain insights

but also to directly inform and improve evaluative practices. By actively engaging with the
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assessment processes within the Faculty of Sciences at the University of Tlemcen, we can ensure

that our findings translate into tangible improvements that benefit both educators and learners.

Turning to the objectives of our research, our primary aim is to investigate the impact of
assessment on first-year students at the Faculty of Sciences, Tlemcen University. To achieve
this, we intend to explore two main aspects of assessment: formative and summative. Classroom
formative assessments, intended to provide continuous feedback and support learning, will be
analyzed to understand how they contribute to language skills development, including listening,
speaking, reading, and writing. On the other hand, we will evaluate the influence of formal
summative assessments, which measure overall learning outcomes, on these same language

skills.

In the pursuit of understanding the impact of assessment, we will not only analyze
existing evaluative practices but also actively engage with students. Their feedback, experiences,
and perceptions regarding the impact of assessments on their language skills development are
invaluable. By incorporating them into our research, we aim to provide a more comprehensive

and balanced perspective.

In conclusion, this research endeavors to address the current research gap related to ESP
assessment situation within the Algerian higher education context, with a particular focus on
how it influences language skills development among 1% year Computer Science (I and M),
Science and Technology (ST), and Matter Sciences (SM), at Tlemcen University. Through an
investigation within the Faculty of Sciences, we aspire to contribute to the enhancement of
higher education practices in Algeria and offer further insight into the Algerian higher education
ESP current situation. The findings have the potential to inform pedagogical strategies, promote
quality education, enhance student learning experiences, and support further research in this vital

area. The core motivation behind this research lies in the belief that by examining how
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assessment affects the development of language skills, we can actively contribute to the
advancement of higher education objectives in Algeria and ensure that students are well-

prepared for the challenges and opportunities of the modern world.

2.4 Research Instruments

2.4.1 An Overview

In educational research, research instruments are fundamental tools utilized to
systematically and rigorously collect data on a diverse array of topics. These instruments play a
pivotal role in facilitating the collection of data from a large set of participants in a consistent
and reliable manner. This data serves as the foundation for addressing research questions and

producing evidence-based recommendations to enhance educational practices.

There exists a variety of research instruments, offering unique strengths and limitations.
Commonly employed instruments include surveys, which entail questionnaires administered to a
substantial number of participants through various means, including in-person, over the phone,
or online (Hinds, 2002). Interviews facilitate one-on-one conversations between researchers and
participants, delving deep into their experiences, beliefs, and attitudes. Observations involve the
systematic observation and recording of participants' behavior in natural settings, shedding light
on interactions between participants and their environment. Additionally, tests are employed to
measure participants' knowledge, skills, or abilities, and these tests can be administered

individually or to groups (Cohen et al., 2017b).

The choice of the most appropriate research instrument narrowly linked to the specific
research question at hand. For instance, surveys might be the tool of choice when seeking
insights into students' attitudes toward a given curriculum, instruction, or assessment, while
observations are more suitable for understanding how teachers implement specific procedures

and plans. It is imperative to acknowledge that all research instruments come with a degree of
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error, stemming from various factors such as design, administration, and participant
characteristics (Hinds, 2002). Researchers must remain vigilant about these potential sources of

error and take measures to minimize their impact on study outcomes.

This case study is designed to investigate the influence of teachers' evaluative practices
on the development of learners’ language skills. To address the initial research question
concerning the nature of these evaluative practices, we gathered data by examining final exam
artifacts and conducting classroom observations. Building upon the insights gained from these
initial research instruments, we used a learners' survey to focus on learners’ perspectives about
specific aspects of language skills development and their correlation with evaluative practices,
considering the core of our second research question. The third research question, which
primarily pertains to enhancing ESP assessment methods, was addressed through the
administration of a test. This test was also constructed based on the findings from the analysis of
artifacts and classroom observations. Notably, this study follows a sequential exploratory case
study approach, where qualitative instruments inform the development and implementation of
quantitative ones, facilitating a comprehensive investigation. The deployment of quantitative and
qualitative research tools such as surveys and interviews is what has allowed for what we now
known about washback, or impact, in both high-stakes exams and low-stakes classroom

assessment (Green, 2013; Rahman 2017).

2.4.2 Document Analysis

Document analysis is a fundamental qualitative research instrument defined as the
"systematic procedure for reviewing or evaluating documents—both printed and electronic
(computer-based and Internet-transmitted) material” (Bowen, 2009, p. 27). It offers valuable
insights into the experiences of individuals who have had direct involvement with a particular

subject. In the process of developing their studies, researchers rely on established sources to

104



CHAPTER TWO Situation Analysis and Research Design

gather ideas and evidence that substantiate their claims. This approach enables researchers to
evaluate the content, quality, and purpose of the documents they select, ensuring that the

information contained therein is pertinent to their research objectives.

Researchers typically engage with three primary types of documents in their research
endeavors: public records, personal documents, and physical evidence. Public records encompass
official records of organizational activities. Personal documents comprise firsthand accounts of
individual experiences, such as diaries, emails, and social media posts. Physical evidence
encompasses objects found within the research context, including flyers, posters, and

instructional materials.

As stated by Morgan (2022): "Document analysis has been an underused approach to
qualitative research. This approach can be valuable for various reasons. When used to analyze
pre-existing texts, this method allows researchers to conduct studies they might otherwise not be
able to complete.” (p. 64). This research tool plays a pivotal role in researchers' endeavors as it
allows them to discern the most relevant and applicable resources for their studies. These
documents offer qualitative data, which encompasses non-numerical information categorized
into various themes or concepts. Researchers can seamlessly integrate document analysis with
other research instruments to gain a more comprehensive understanding of their subject matter

(Morgan, 2022).

Furthermore, they leverage documentary material to provide context, generate pertinent
research hypotheses, suggest observations, offer additional insights, and corroborate evidence
from other research sources. Researchers often employ data obtained through document analysis
in triangulation, comparing multiple data sources to establish credibility. This technique also
finds its place in mixed-method studies, combining quantitative and qualitative data to create a

synergistic relationship that enhances data utilization. It is very common that "documentary
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evidence is combined with data from interviews and observation to minimize bias and establish

credibility” (Bowen, 2009, p. 38).

The process of document analysis involves several key steps to ensure a systematic and
comprehensive evaluation of the chosen documents. Researchers initiate the process by listing
their selected resources, taking into consideration inclusion criteria, which comprise the medium,
the genre, and other parameters. Next, they determine how to organize the information,
identifying units of meaning and sets of categories that will facilitate a structured analysis.
Making copies of the documents allows researchers to annotate and highlight key information
without compromising the integrity of the original sources. Considering factors such as
authenticity, representativeness, credibility, and meaning, when selecting documents, is crucial

to ensure that reliable sources are used in the research (Morgan, 2022).

Researchers should also remain vigilant for biases present in documents, including
confirmation bias, culture bias, question-order bias, halo effect, and wording bias (Bowen,
2009). Asking pertinent questions about the document's background, content, origin, and
relevance aids in its effective analysis. Finally, researchers evaluate the document's data, seeking
patterns, valuable information, and interpretations that align with their research questions and
objectives. In summary, document analysis is a versatile and essential research tool that
empowers researchers to extract meaningful insights from diverse sources, contributing to the

advancement of knowledge across various disciplines.

2.4.2.1 Purpose

The primary aim of this research is to investigate the impact of assessments on the
development of learners' language skills within the specific TLU domains. To achieve this, a

mixed-methods research approach is employed, combining document analysis with various other
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research instruments. This mix of research methods is designed to enhance the credibility of the

findings, ensuring a robust and thorough exploration of the research topic.

Document analysis plays a pivotal role in this research, serving as a qualitative tool to
unravel the complex influence of summative assessments on language skill development. By
scrutinizing assessment artifacts, we gain valuable insights into the strengths, weaknesses, and
areas for improvement within this particular context. These artifacts, whether physical or digital,
represent tangible evidence of targeted/tested proficiency and competency. Through artifact
analysis, we delve deeper into how educators employ assessment tools and how these evaluative

practices may promote, or hinder, the development of language skills.

The specific focus of our exploration centers on 1st-year Computer Science (I and Ml)
students at the Faculty of Sciences. Through comprehensive assessment artifact analysis, the
researcher aims to discern correlations between learners' language skills development and
evaluative procedures. This systematic examination seeks to address our first research question:
“How do ESP teachers at the Faculty of Sciences assess 1% Year Computer Science students?”
Through evidence analysis and other research methods, our research endeavors to provide
substantive answers and contribute valuable insights to the field of language assessment in the
Algerian context. Overall, assessment artifacts analysis was carried out to provide direct
information about summative assessments design, delivery, scoring, and usefulness, to allow for
an estimation of the impact they may have on learners’ language skills development, at the

Faculty of Science, Tlemcen University.

2.4.2.2 Procedure

In the context of this study, physical evidence comprises various objects obtained from
the research setting, encompassing materials such as flyers, posters, and instructional resources.

Specifically, for this investigation into ESP teachers' evaluative practices, the process of
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evidence collection involved accessing and analyzing examination archives maintained by
different departments, including the Departments of Computer Science, Mathematics, Physics,

and Chemistry.

The inclusion criteria applied during the evidence selection process were systematically
defined. These criteria considered factors such as academic audience, examination type, medium,
and the academic year. The research focused on gathering assessment artifacts that pertained to
final semester exams administered to first-year students with designations Informatique (1) and
Mathematiques Informatiques (MI). This deliberate exclusion of other academic levels was
motivated by the research's specific objectives, which centered on first-year Computer Science
students. Importantly, this approach minimized potential bias in the analysis, given the
substantial volume of artifacts and the differing evaluative practices that might be encountered

across various audiences and academic levels.

Even in the context of the Covid-19 pandemic, when educational instruction transitioned
to online delivery, it is noteworthy that final examinations continued to be conducted in
traditional classroom settings. Consequently, all collected evidence for analysis remains in a
paper-based format. The documents sourced for analysis span from the year 2010, providing a
diverse selection of artifacts primarily authored by part-time instructors who had previously
served at the faculty, along with those currently engaged in the research's timeframe. Table 2.1

enumerates the chosen assessment artifacts, adhering to the aforementioned inclusion criteria.
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Table 2. 1Selected Assessment Artifacts (see Appendix A)

Audience Function Academic Year
1% year Computer Science Final Exam (FE) 2010-2011
(1 & MlI) Makeup Exam (ME) 2010-2011
Final Exam (FE) 2011-2012
Makeup Exam (ME) 2011-2012
Final Exam (FE) 2012-2013
Makeup Exam (ME) 2012-2013
Final Exam (FE) 2013-2014
Final Exam (FE) 2014-2015
Final Exam (FE) 2017-2018
Final Exam (FE) 2018-2019
Final Exam (FE) 2019-2020
Final Exam (FE) 2022-2023

In adherence to Morgan's (2022) inclusion criteria, it is crucial to emphasize the
authenticity and unaltered nature of the selected documents. These documents are characterized
by their reliability, as they originate from reputable sources and have not undergone any
modifications. Their significance lies in their comprehensive representation of ESP teachers'
evaluative practices, particularly concerning final examinations and summative assessment.
Furthermore, these documents offer invaluable insights into the historical evolution of first-year |

and MI ESP examinations, at the Faculty of Sciences, dating back to the year 2010.

As Bowen (2009) stated, “Document analysis involves skimming (superficial
examination), reading (thorough examination), and interpretation. This iterative process
combines elements of content analysis and thematic analysis. Content analysis is the process of
organizing information into categories related to the central questions of the research.” (p. 32).
Table 2.2 shows the categories upon which the exploration of artifacts was ground. The

categories were identified based on the review of the literature.
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Table 2. 2Artifact Analysis Categories

Categories

Specifications

Test Planning

- Context and purpose of the test - Overall test structure - Sections, task
formats, and number of items - Individual task format specifications -
Purpose and construct definition - Relevance to constructs being
assessed - Scoring method and criteria - Sample items, prompts, and
passages - lterative process for specification development - Reverse
engineering specifications when modifying existing tests

Item-based Tasks

- Item stem structure (for multiple-choice, true-false, short-answer) -
Vocabulary and grammatical structures - Number of options (for
matching tasks) - Requirements for short-answer questions - Polytomous
or dichotomous scoring - Scoring criteria for linguistic accuracy -
Sample questions, prompts, passages

Grammar Tasks

- Distinguishing recognition from usage - Assessing vocabulary and
grammar range and proficiency -Scoring (polytomous form and
meaning)

Reading and
Listening

- Language for presenting questions - Language of response (for short-
answer) - Comprehension question relevance - Short-answer linguistic
accuracy - Previewing questions for listening tests - Number of listening
repetitions - Passage alignment with question types - Vocabulary and
syntactic complexity - Genre and rhetorical mode (for reading) - Speech
act type (for listening) - Authenticity in listening passages - Passage
scripting level

Speaking and
Writing

- Effective prompt design - Desired response length, genre, and
rhetorical mode - Vocabulary, grammar, and topic specifications -
Interview format (fixed, unguided) - Balance in interlocutor support -
Discussion task structure - Task format (writing or speaking)
specifications - Prompt type, register, communicative functions -
Vocabulary, grammatical patterns, topic specificity - Guidelines for
scoring or providing support.
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2.4.2.3 Summary

In conclusion, document analysis emerges as a pivotal research instrument that holds
great significance across educational research. This qualitative method allows researchers to
systematically review and evaluate an array of documents, both in print and digital form,
offering a rich source of primary data. Through this process, researchers can gain deeper insights

into the experiences and perspectives of individuals directly involved in a particular subject.

As highlighted in our discussion, document analysis plays a crucial role in providing
context, generating research hypotheses, suggesting observations, offering additional insights,
and corroborating evidence from various research sources. It serves as a valuable tool for
researchers to enhance the credibility of their findings through techniques like triangulation,
which compares data from multiple sources. This approach not only minimizes bias but also

allows for a comprehensive understanding of complex phenomena.

Our research specifically leverages document analysis in conjunction with other research
methods to investigate the impact of summative assessments on the language skill development
of first-year Computer Science students. By systematically analyzing twelve (12) assessment
artifacts, we aim to uncover evaluative practices and correlations with language skill
development. This study's significance lies in its potential to shed light on the intricate
relationship between assessments and language skills, particularly within the Algerian Higher

Education context.

Furthermore, the careful selection of evidence and adherence to inclusion criteria ensure
the reliability and authenticity of the documents under examination. These documents, dating
back to 2010, not only provide valuable insights into ESP teachers' evaluative practices but also
offer a historical perspective on the evolution of first-year ESP examinations at the Faculty of

Sciences.
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2.4.3 Classroom Observation

Effective research instruments must be objective, reliable, and valid to rigorously test
research hypotheses. Questionnaires are a common research instrument that emphasizes
objectivity by advocating for researchers to remain detached from respondents during data
collection. While questionnaires excel at providing valuable quantitative data, they often fail to

provide a complete picture of the classroom environment.

Observation methods, on the other hand, are a distinct category of research instruments
that allow researchers to collect data by unobtrusively watching, listening, and recording (Cohen
et al., 2017a). Unlike surveys, observation allows for a more immersive exploration of the
intricacies of teacher-student interactions, encompassing various aspects of the teaching-learning
process, such as instruction, assessment, and feedback. This research tool, primarily valuable in
qualitative research, offers insights into activities and behaviors that questionnaires may not fully

capture.

In instances where written data collection procedures are inadequate, classroom
observation emerges as a valuable resource, providing researchers with the qualitative data
necessary to address research questions and substantiate hypotheses. The effectiveness of this
tool is particularly evident when phenomena can be systematically observed. Classroom

observation encompasses distinct types, each suited to different research contexts and objectives.

Participant and non-participant observation represent distinct approaches to data
collection within educational research. Participant observation immerses the researcher within
the classroom or group under scrutiny, allowing for active interaction and engagement with the
subjects of study. While this approach provides an insider's perspective, it raises concerns about
potential bias due to the observer's involvement. Conversely, non-participant observation adopts

a passive stance, permitting the observer to discreetly witness behaviors, events, and interactions
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in educational settings without intervention or influence. This method is esteemed for its
objectivity, as it encourages participants to behave naturally and facilitates examination of

observed phenomena.

Further distinctions emerge in controlled and uncontrolled observation. Controlled
observation is commonly associated with scientific experiments, combining elements of
participant observation by involving the observer in the observed activities. This approach
enables the researcher to set and conduct experiments during observation. Conversely,
uncontrolled observation aligns with non-participant observation, maintaining an observer's
passive role. It is characterized by observation and recording, without interaction or
experimentation. This approach preserves the natural context of the observed phenomena,

refraining from any interference.

The dichotomy extends to structured and unstructured observation methodologies.
Structured observation adheres to a systematic approach, demanding the researcher's non-
participation while collecting data. It hinges on predetermined procedural tools for data
collection, often yielding quantitative data. Nevertheless, it is also capable of producing reliable
qualitative insights when guided by a predefined focus. Researchers must design record-keeping
mechanisms, such as ethnographic narratives, transcriptions, or checklists, to facilitate data
capture during structured observation. Unstructured observation, in contrast, closely resembles
structured observation in terms of non-participation. Unstructured methods diverge from the
specific and targeted nature of structured techniques, requiring keen observational skills to
extract relevant data. While it might appear unfocused, unstructured observation can uncover
unexpected findings, although it carries the risk of drifting away from the original research

objectives.
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Observational checklists are indispensable tools in structured observation. These forms
guide observers in systematically recording the occurrences and frequencies of targeted
elements, preventing reliance on memory alone. The design of observational checklists may vary
based on research objectives and the observer's preferences. While they often generate
quantitative data using rating scales and coding systems, these checklists can accommodate
qualitative comments, enhancing the depth of data collection. Each approach has its own
strengths and weaknesses, and the most appropriate approach will depend on the specific

research questions being asked (Cohen et al., 2017a).

2.4.3.1 Purpose

The primary objective of incorporating classroom observation as a research instrument in
this study is to investigate how ESP teachers' evaluative practices influence the development of
language skills. To accomplish this, a mixed-methods research approach has been employed,
aiming to enhance the credibility and comprehensiveness of the research findings. Classroom
observation assumes a central role in this research, serving as a qualitative tool to uncover the
impact of formative assessments on language skill development. By closely observing teachers
in action, this method provides valuable insights into the strengths, weaknesses, and potential

areas for improvement within the classroom context.

Through the process of observation, we aim to collect data by immersing ourselves in the
nuances of classroom assessments, including the targeted language and topical KSAs, in addition
to the feedback provided. This research instrument enables us to gain deeper insights into the
activities and behaviors that may not be fully captured by surveys or other research methods. Our
goal is to delve into how educators employ formative assessment tools and how these evaluative
practices may either facilitate or impede the development of language skills, within the

classroom setting.

LT



CHAPTER TWO Situation Analysis and Research Design

Given our specific focus on 1st-year students at the Faculty of Sciences, our observation
efforts are concentrated on 1st-year ESP classes. Through systematic observation, we seek to
identify correlations between the development of learners' language skills and the evaluative
procedures applied within these classrooms. Furthermore, our observation-based discussion will
endeavor to address our initial research question: “How do ESP teachers at the Faculty of
Sciences assess 1% Year Computer Science students?” By combining classroom observation with
other research methods, our study aims to provide substantial answers and contribute valuable
insights to the field of language assessment in the context of Algerian education. Classroom
observation has been employed to directly gather information about formative assessments,
facilitating discussions about their potential influence on the development of learners' language

skills, within the Faculty of Sciences at Tlemcen University.

2.4.3.2 Procedure

In this research, an undisguised, non-participatory, and structured approach to classroom
observation was adopted. The choice of a non-participant role was deliberate, aiming to maintain
a passive stance during the observation process. This approach was selected to minimize
potential bias that might arise when observing classroom behaviors, events, and interactions. By
assuming a non-participatory role, the researcher sought to enhance objectivity, encouraging
participants to act naturally in their classroom settings. It's important to note that the intention
was not to introduce experimental elements during the observations; therefore, uncontrolled
classroom observation was deemed most appropriate, aligning with the researcher's passive

observer stance.

Furthermore, the researcher opted for a structured observation methodology, following a
predefined approach. This choice was made to ensure the collection of reliable qualitative

insights, guided by research objectives. To facilitate data collection during the observation, a
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checklist was developed, serving as a data-keeping tool. This structured approach helped
maintain focus and prevented deviations from the original objectives, a potential concern with

unstructured observation methods.

Prior to commencing the observation process, the researcher carefully selected a sample
of participating teachers to be observed. The selection of these teachers was based on their
availability, accessibility, and willingness to take part in the research. Informed consent was
obtained from each teacher, granting permission for the observer to enter their classrooms,

witness their activities, and record relevant data.

Each of the sampled teachers was observed on two separate occasions. The primary aim
of these observations was to gather data related to teachers' evaluative practices in the context of
assessing language skills in ESP classes. Consistency was maintained by using the same data-
keeping forms during both observation sessions, which included an observational guide (see
Appendix B) and note-taking. While the guide predominantly focused on teachers' classroom
evaluative practices, note-taking served as a supplementary means to capture information

relevant to the research problem that may not have been covered.

The classroom observations were conducted during two distinct periods: the second
semester of the academic year 2018-2019 and the first semester of 2019-2020. This time frame
was chosen to ensure a comprehensive examination of teachers' practices over different
academic terms. The selection of both the first semester and the second semester for classroom
observations was guided by the assumption that different teachers might emphasize specific
language skills during these distinct periods of the academic year. It was hypothesized that some
teachers may prioritize the development of particular language skills in the first semester, while
others might focus on different skills in the second semester. By conducting observations in both

semesters, the research aimed to capture potential variations in teachers' evaluative practices and
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instructional emphasis, thus providing a more comprehensive understanding of language skill

development across different timeframes within the academic year.

2.4.3.3 Observational Guide

Observational guides and checklists are indispensable tools in structured observation to
guide the observers in the systematic process of recording the nature, occurrence and frequency
of the targeted element. As the design of observational checklists may vary based on research
objectives and the observer's preferences, it may also produce both qualitative and quantitative
data (Olajide, 2018). The design of the observational guide for the present research (see
Appendix B) was based on the literature review, the situation analysis, the research objectives,
and the research questions. The guide focuses on many aspects of formative assessment that have

a direct impact on learners’ language skill development (Table 2.3).

Table 2. 30bservation Guide

Aspect Explanation

Assessment Type Whether various tools and strategies for assessment
are employed (informal question, a practice quiz, a
one-minute paper, a clearest/muddiest point

exercise, or a K-W-L chart).

Input Language Whether the formative assessments are delivered
entirely in English or if they incorporate the use of

other languages.

Targeted Language KSA Whether it targets learners' linguistic knowledge, or
their ability to use language in real-world contexts.
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Targeted Topical KSA

Whether it targets learners' topical knowledge, or
their ability to use domain-specific skills in real-

world contexts

Individual Needs

Whether the teacher identifies and highlights the

unique needs of each student during the class.

Timely Feedback

Whether the teacher provides immediate and
constructive feedback to students during the class

activities.

Integration into Lesson Plan

Whether formative assessment is intentionally
embedded into the lesson plan and learning

activities.

Emphasis on Progress

Evidence of the teacher concentrating on students'
progress and growth rather than numerical scores for

instance.

Student Goal Participation

Whether students are actively engaged in setting and
discussing their learning goals related to the

curriculum.

Teacher Inquiry

Whether the teacher uses formative assessment to
answer questions about students’ learning during the

class.

Alignment with Goals

Whether formative assessment aligns with both
teacher’s objectives and students’ goals for the

learning process.

Teacher Expertise

Whether the teacher's expertise is evident in
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interpreting formative assessment data and adapting

instruction accordingly.

Seamless Integration

Whether formative assessment fits into the
classroom environment without disrupting the flow

of the lesson.

Focus on Student Welfare

Whether the teacher prioritizes students' well-being
and creates a supportive and caring learning

atmosphere.

Next Steps Guidance

Whether formative assessment guides immediate
next steps for students and influences curriculum

decisions.

Enhanced Understanding

Whether formative assessment helps students and
teachers gain a better understanding of the learning

process in general and for individual students.

Student Responsibility

Whether students are encouraged to take
responsibility for monitoring and supporting their

own learning.

Multiple Data Sources

Whether various kinds and sources of information

are employed.

The aspects included in the observation guide are intended to offer insights on how

formative assessment is put into practice within the classroom and its influence on the growth of

students’ language skills. This will be accomplished by examining how classroom assessment

methods align with established literature, shedding light on their potential effects on language

skill development.
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2.4.3.4 Summary

The use of classroom observation in this study serves the primary objective of delving
into ESP teachers' evaluative practices and their impact on the development of language skills.
To ensure the comprehensiveness and credibility of our research findings, we have adopted a
mixed-methods research approach, strategically integrating classroom observation as a
qualitative tool to collect evidence about the intricate influence of formative assessments on

language skill development.

The role of classroom observation within our research framework is to provide an
immersive and firsthand perspective on the dynamic of formative assessment. This approach
facilitates a holistic understanding of the strengths, weaknesses, and areas for potential

improvement within the classroom context.

Through the process of observation, our aim is to gather context-specific data by closely
examining the qualities of formative assessment that may not be fully captured through surveys
or other research methods. Classroom observation helps in building understanding of how
educators employ formative assessment tools and whether these act as catalysts or hindrances to
the development of language skills. Our research focuses on 1st-year Computer Science students
at the Faculty of Sciences, and systematic observation is employed to establish correlations
between the development of learners' language skills and the evaluative procedures enacted

within their ESP classes.

Furthermore, our observation-based data is crucial to address our core research question:
“What impact does ESP assessment have on 1st-year Computer Science students at the Faculty
of Sciences?” The structured approach allows the researcher to maintain objectivity while

capturing the authentic dynamics of the classroom assessment. Moreover, our selection of both
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the first and second semesters for observation is rooted in the assumption that different teachers

may emphasize distinct language skills during these academic periods.

The observational guide was designed to serve as an indispensable tool in our structured
observation approach, systematically guiding the data collection process and facilitating the
recording of various aspects related to formative assessments and their potential effects on
language skill development. Each element in the checklist aligns with our research objectives
and questions, allowing us to glean rich qualitative insights. By considering the diverse aspects
included in the observation guide, the aim is to shed light on the practical implementation of
formative assessments and their implications for language skill growth, bridging the gap between
theory and classroom practice. Through the combination of classroom observation and other
research methods, we endeavor to contribute significantly to the field of language assessment,

ultimately enhancing the educational landscape at Tlemcen University.

2.4.4 Learners’ Survey

Surveys serve as invaluable tools in research, allowing for the systematic collection of
data from large and diverse groups of individuals (Dérnyei, 2007). These surveys, deployable in
various formats such as online, in-person, or over the phone, are powerful instruments for
gathering information on a wide range of topics, including personal beliefs, behaviors, and
experiences (Dillman et al., 2014). Two primary types of surveys exist: cross-sectional and
longitudinal. Cross-sectional surveys capture data from a sample of individuals at a single point
in time, while longitudinal surveys track responses from the same group over an extended
period. These distinctions enable researchers to tailor their data collection methods to their

research questions effectively (Fowler, 2013).

Surveys offer several advantages, including cost-effectiveness, the ability to reach

dispersed populations, and the capacity to explore sensitive topics. Moreover, surveys can collect
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both quantitative and, to some extent, qualitative data, providing researchers with comprehensive
insights. However, they are not without limitations, as survey design can introduce biases,
response rates may be low for lengthy surveys, and challenges may arise when surveying
individuals with low literacy skills or investigating complex topics (Dornyei, 2007; Fowler,

2013).

Effective survey design is essential to obtain reliable data. Researchers should begin by
formulating clear research questions and selecting appropriate question types (open-ended or
close-ended). Keeping surveys concise and understandable, using clear language, and pretesting
on a small group before deploying them to the target population can help mitigate issues related

to unclear questions or confusing instructions.

Surveys find applications across various research settings, from gauging public opinion to
evaluating educational programs, assessing satisfaction, identifying the needs of specific
population groups, and tracking changes in behavior or attitudes over time. Through meticulous
design and adherence to best practices, researchers can maximize the potential of surveys to

provide valuable insights in their respective fields.

In addition to these considerations, researchers should keep several additional points in
mind when using surveys in research. First, ensure a sufficiently large sample size to enhance the
representativeness of results. Second, carefully choose the sampling method, whether random,
stratified, or cluster sampling, as it determines who is included in the sample. Lastly, strive for a
high response rate, as this improves the representativeness of findings. Once data is collected,
researchers should employ appropriate statistical software for data analysis to effectively address
their research questions and contribute meaningful insights to their field of study (Dillman et al.,

2014; Dornyei, 2007; Fowler, 2013).
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2.4.4.1 Purpose

The decision to employ a learners' survey in the present research is rooted in its numerous
advantages and its alignment with the research objectives. Generally speaking, surveys allow for
efficient data collection, including both quantitative and qualitative data. However, the present
survey is used as a quantitative instrument. This decision is also driven by its intrinsic value in
gathering quantitative insights from the learners' perspective. This survey is a vital component of
our research, aligning with the objective of exploring the relationship between ESP teachers'

evaluative practices and the development of language skills among learners.

By administering the survey (see Appendix C), we aim to systematically collect
guantitative data regarding learners' perceptions of ESP final exams and their experienced impact
on the growth of language and topical knowledge and skills, which help answering the second
research question: “How do undergraduate Computer Science students experience ESP
assessment?” Importantly, learners' viewpoints serve as a critical lens through which we can
establish correlations between teachers' evaluative practices and the students' genuine

appreciation of their own progress.

Furthermore, the survey produces valuable insights into the specific needs and
expectations of learners concerning language assessment within their specific fields. Surveys can
be used to explore sensitive topics, as they provide respondents with a degree of anonymity. In
our research, we aim to understand students' perceptions of ESP evaluative practices, which may

involve sensitive opinions and experiences.

To ensure the comprehensiveness and representativeness of our data, the survey
encompasses students across various academic levels, specifically 1st, 2nd, and 3rd year LMD
students at the Faculty of Sciences. This strategic inclusivity enhances the reliability and

generalizability of our research findings, ultimately contributing to a more holistic understanding
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of language assessment dynamics within the academic realm. Besides, learners' surveys,
including a diversified audience, is ideal for tracking changes in learners' development over time,
aligning with our research underlying objective of understanding how students' perceptions may

evolve over their academic journey.

2.4.4.2 Description

The learners' survey (see Appendix C) serves as a crucial instrument for obtaining
quantitative data that complements the qualitative data generated through assessment artifacts
analysis and classroom observation. Its design is aligned with the research questions, objectives,
and the existing literature, ensuring that it effectively captures the insights we seek to gain. The
survey can be categorized as a cross-sectional form collecting data at a single point in time.
Moreover, considering the sequential nature of the present research, the design of the survey was
informed by the qualitative data collected previously. Details on how the qualitative data from
the earlier phase have shaped the design of the learners' survey will be presented in the next

chapter.

The survey itself is structured to delve into learners' experiences with ESP assessment
and how these experiences impact the development of their topical and language knowledge and
skills. It comprises six (07) sections, each containing a set of items designed to collect specific
types of data. The sections are organized to ensure a comprehensive exploration of learners'
perspectives. These sections evolve around: (1) respondents’ background information, (2) exam
procedures (3) reading skill, (4) writing skill, (5) speaking skill, (6) listening skill, (7) and

language skills in specific domain.

The use of close-ended scales in our survey design is strategic. These scales feature
statements and questions that prompt learners to express their level of agreement or

disagreement. This format is chosen for its ease of implementation across various modes of
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communication, making it accessible to our diverse group of participants. Additionally, close-
ended scales simplify the data analysis process, enabling the researcher to quantitatively measure
a range of opinions, behaviors, and attitudes related to ESP assessment and language skills
development. This approach ensures that we can capture subtle differences in learners'

perspectives, enriching our understanding of their experiences.

The learners' survey is a systematically designed research tool that aligns with the
objectives of our study. Its incorporation into our research methodology facilitates the systematic
collection of quantitative data, allowing us to triangulate and enrich our findings with insights
from multiple sources, ultimately contributing to a more comprehensive understanding of the

complex interplay between ESP assessment and language skill development.

2.4.4.3 Administration

The administration process of a survey in any research plays a pivotal role in shaping the
quality and reliability of the data collected. It is not merely a logistical step but a crucial aspect
that ensures the research aligns with its objectives and context (Ddérnyei, 2007). In the specific
context of our study on the impact of teachers' evaluative practices on language skills
development among university students, the administration process carries particular

significance.

This process enables us to gather valuable insights from a diverse group of learners,
shedding light on their perspectives and experiences within the academic environment. To
provide a comprehensive understanding of this critical phase, we will explore the administration
procedures within the specific context of our research, underscoring the considerations and

choices made to ensure the survey's effectiveness and relevance.

125



CHAPTER TWO Situation Analysis and Research Design

The survey was created using Google Forms, an online survey administration tool
available as part of the free Google Docs Editors suite. This software offered several advantages
for both the survey designer and the respondents. Its user-friendly interface ensured a flawless
experience for both parties. Furthermore, Google Forms allowed for an unlimited number of
submissions, making it feasible to include a large number of students in the survey. Importantly,

this software is accessible to all types of users at no cost.

To administer the survey, we targeted 1st, 2nd, and 3rd-year Computer Science students
at the Faculty of Sciences, as these cohorts were most likely to provide insights into the impact
of teachers' evaluative practices on language skills development. The survey link was distributed
via email, with students' electronic addresses collected through the institution's administrative

channels.

Our administration process took contextual factors into account; specifically, it was
conducted during the second (2nd) semester of the academic year 2022-2023. This timing
allowed 1st-year students to have experienced their first (1st) semester final exams, which was
critical to our research focus. Lastly, the survey was available online for a duration of three
weeks, ensuring that students had sufficient time to participate while also considering their

commitments related to preparing for makeup exams.

2.4.4.4 Summary

The learners' survey employed in this research serves as a fundamental tool for collecting
guantitative data, complementing the qualitative insights obtained through assessment artifacts
analysis and classroom observation. This survey was systematically designed to align with our
research objectives, questions, and the existing literature, making it an integral component of our
investigation into the relationship between ESP teachers' evaluative practices and language skills

development among learners at the Faculty of Sciences. By administering this survey,
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quantitative data on students' perceptions of ESP final exams and their perceived impact on
language and topical knowledge and skills development were collected, addressing our second

research question effectively.

Furthermore, the survey facilitated a deeper understanding of students' needs and
expectations regarding language assessment within their specific academic fields. Its inclusion of
students across various academic levels ensured comprehensive and representative data,
enhancing the reliability and generalizability of our findings. The survey's strategic use of close-
ended scales enabled participants to express their opinions and attitudes conveniently while

simplifying the subsequent data analysis process.

Ultimately, the learners' survey stands as a well-structured research tool that enriches the
present study by providing insights from multiple sources, contributing to a comprehensive
comprehension of the interplay between ESP assessment and language skill development. The
administration process, carried out using Google Forms, was carefully planned to ensure
accessibility, inclusivity, and relevance within the context of our research. Through this planned
process, a robust dataset that will aid in addressing our research questions effectively was

collected.

245 The Test

Tests are powerful tools for data collection in educational research. They can be used to
measure a wide range of variables, including knowledge, skills, attitudes, and behaviors. Tests
can be used in a variety of research designs, including experimental studies, quasi-experimental

studies, explanatory, and exploratory studies (Cohen et al., 2017b). As Olajide (2018) explained,

a test is an instrument designed, produced and implemented to elicit information
about an individual respondent in respect of his knowledge, attitude, skills,
assumed values and preference. In the humanities (which include the arts,
education, social sciences, and law - at times the social sciences are made to stand
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alone), test is used to evaluate teaching and learning, and obtain data for research.
(p. 403)

The process of designing a test for research purposes begins with a clear understanding of
the study's objectives and research questions. It is essential to define the purpose of the test:
What specific aspect or variable is a researcher aiming to measure? The choice of test type is
another critical decision. Researchers must select the test type that aligns best with their research
question, whether it is a knowledge-based test, a performance-based assessment, or another

suitable format for the research.

The construction of the test involves determining how it will be designed, including the
format and structure. Researchers must decide on the test's format, whether it will be multiple-
choice, essay-based, or another appropriate style. The construction process also includes crafting

test items and ensuring they are aligned with the research objectives and strategy.

Setting clear objectives for the test is equally vital. These objectives should outline the
specific goals the test aims to achieve within the research context. Moreover, careful
consideration must be given to the content the test should cover. The content should directly

relate to the research question and objectives, ensuring that the test provides meaningful data.

Tests can serve various purposes in educational research. One common use is to collect
data at different points in time to track student progress over the course of a study. For example,

researchers may administer a pretest at the study's outset and a posttest at the study's conclusion.

Tests are also valuable for comparing the performance of different groups of students.
Researchers may use tests to evaluate the effectiveness of a new instructional program, or
assessment approach, by comparing the performance of participants who received the new

approach with those who received the traditional one (Cohen et al., 2017Db).
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Tests are essential tools for collecting data in educational research. When designing a
research test, it is critical to consider factors such as the test's purpose, type, objectives, content,
construction, and format. Usefulness, particularly validity and reliability, must be ensured to
guarantee the quality of the collected data. Tests can be used to track students' progress and
compare the performance of different groups. Researchers should also pay attention to sample
size, test bias, consistent administration, and thoughtful data interpretation to obtain meaningful

insights from their research.

2.4.5.1 Purpose

The primary purpose of incorporating a test as a research instrument in this study is to
measure the effectiveness and impact of two distinct assessment approaches by comparing the
performance of separate student groups. To accomplish this, it is imperative to establish precise

and well-defined objectives for the test, outlining its specific goals within the research context.

This test is designed to generate quantitative data essential for addressing the core
research question: "What impact does ESP assessment have on 1st-year students at the Faculty of
Sciences?" It serves as a crucial tool for exploring the influence of evaluative practices on the
development, mobilization, and manifestation of language skills within domain-specific

contexts, with a particular emphasis on 1st-year Computer Sciences (I and MlI) students.

The test is employed to collect and compare data representing students' performance in
two fundamentally distinct assessment approaches. This dataset, in combination with data
obtained through other research methods, will serve as the foundation for discussing the
correlation between evaluative practices and learners' language development within the ESP

context, which constitutes our central and concluding research question.
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Furthermore, this research instrument serves the purpose of introducing and evaluating a
novel assessment approach known as Learning-oriented Assessment (Turner & Purpura, 2016)
while providing a blueprint and template, grounded in assessment standards. By doing so, this
research also seeks to assess the effectiveness of this modern approach within the Algerian
Higher Educational context, aiming to contribute valuable insights for educators and researchers

alike.

2.4.5.2 ICL Test Design

To create the ICL 1st-year Computer Science Test, based on the LOA framework, a
collaborative effort involving subject matter instructors and English language instructors was
essential to bridge the gap between theory and practice. The initial step in the design process was
to establish the contextual dimension, as it serves as the foundation for all other dimensions. This
particular test was tailored for first-year Computer Science undergraduate students at Tlemcen
University, within an ESP class. The test centered on requirements elicitation, a fundamental

component of software development.

In their paper, entitled “ICLHE Task Design: Case of L1 Computer Science, Tlemcen
University,” Boubris and Bouabdallah (2023) provide crucial information about the design of the
present test. Within this design framework, the target language use domain was identified as
professional, aligning with the task of writing a coherent and accurate series of questions (an
interview) to extract information from an end-user (a client). A form-function analysis played a
crucial role in identifying the linguistic resources required for this task, enabling the creation of

assistance and a scoring rubric (see Appendix D).

The test itself consisted of four tasks, emphasizing integrated skills development while
acknowledging the significance of socio-cognition and social interaction in the co-construction

of knowledge. The final task, representing the culmination of the activity, required students to
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utilize various forms of input and assistance. During this phase, learners engaged in a limited-
production task, employing the provided resources to formulate their requirements interview

questions.

The proficiency dimension of the test focused on students' ability to craft questions using
interrogative pronouns, make requests using auxiliaries (morphosyntactic forms), and interpret
meanings related to the end-user's needs. Additionally, the test assessed students' competence in
employing greetings, expressing gratitude (interactional forms), and employing specialized
vocabulary for precise communication. The aspect of formality and politeness was also taken
into account. Proficiency in this context necessitated the ability to infer the client's needs

accurately from the provided input, demonstrating topical control and linguistic accuracy.

Although the test did not incorporate social-interactional elements, it did consider human-
computer interaction, recognizing its potential impact on the test-taker experience. In terms of
technology, the activity required basic computer literacy due to its online settings. The test
offered four types of assistance to learners: input as instruction (text and interview sample),
instructional assistance (algorithm), embedded explicit instruction (operational definitions and

terminology), and feedback as instruction (pre-programmed key answers).

The socio-cognitive dimension of the test relied on higher-order thinking processes,
necessitating learners to analyze the interview sample, algorithm, and sample answers provided.
This analytical process enabled them to evaluate both topical and linguistic resources while
creating propositional and functional meanings. The culminating task demanded increased

reasoning and concentration compared to the enabling tasks.

Finally, the psychological dispositions of test-takers were considered, recognizing that

confidence, motivation, confusion, and engagement levels may vary based on language
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proficiency and psychological readiness. Expected behavioral dispositions included persistence

and tolerance for ambiguity, while social dispositions were not a primary focus of the test.

The test is characterized by its objectivity, incorporating Multiple-Choice Questions

(MCQs) to evaluate semantico-grammatical proficiency, topical knowledge, and reading

comprehension. To minimize subjectivity in evaluation, the culminating task is designed as a

limited production task, with a predetermined scoring rubric (see Appendix D). It adheres to a

criterion-referenced approach, emphasizing performance assessment and encompassing both

direct and indirect tasks. This comprehensive design enables the test to serve a dual purpose by

providing both summative and formative information. Table 2.4 provides more details about

each of the dimensions of the LOA framework when applied to the ICL Test.

Table 2. 4LOA Dimensions of the ICL Test (Boubris & Bouabdallah, 2023, p 33-34)

Performance moderators

Proficiency dimension

SL/FL KSAs:

To wuse interrogative pronouns, auxiliaries (make
requests), simple tenses, and topical content to accurately
form questions.

To use interactional forms to increase coherence and
politeness

Direct functional meanings include direct questions with
targeted needs.

Implied functional meanings include inferences based on
client’s answers.

Topical KSAs:

To develop and display a full understanding of the
concept of user’s needs.

To understand the purpose of a given algorithm.

To read an algorithm.

To inquire about general and specific user’s needs.
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Elicitation dimension

Task:limited production (dialogue completion)
Scoring:scored

Timed:90 minutes

TLU:professional

Input:text / interview / algorithm

Instruction (culminating task):

Complete the dialogue between the developer and the
client, focusing on asking relevant questions and actively
listening to the client's responses.

Prompt: assume the role of the developer.

Expected response: based on the given input students are
expected to write meaningful, coherent, correct, and
targeted series of questions (an interview) to evaluate the
needs of an end-user (a client) based on his feedback.
Process:students use the assistance to evaluate previously
activated topical and linguistic resources then form

questions.

Performance indicators

Contextual dimension

Disciplinary domain / Course: Computer science /
Technical Englishl

Topic / Theme: Software development / Requirements
elicitation

Audience / Institution: first year undergraduate students
in an ESP class, Tlemcen University

Language use domain: Professional

Setting:online

Purpose: curriculum-based achievement test.

Enabling skills: to activate learners’ schemata and
reinforce topical and linguistic understandings through
assistance

Envisioned language resources: lexical,
morphosyntactic, and interactional forms in addition to

disciplinary resources
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Culminating competency: the ability to ask relevant

questions and actively listen to the client's responses.

Instructional dimension Input: text and interview sample

Assistance as instructional: algorithm.

Embedded explicit instruction: operational definitions
Feedback: pre-programmed key answers

Affective dimension Positive psychological dispositions: confidence and
motivation

Negative Positive psychological dispositions: boredom
and disengagement

Positive behavioral dispositions: persistence, effort and
tolerance for ambiguity

Negative behavioral dispositions: lack of initiative

Social dispositions: NA

Social-cognition dimension Higher-order thinking processes: analysis, application,
and creation
Involves STM and LTM, information processing, and

reasoning.

Technological dimension Basic computer literacy.

Requires an email and internet connection

Social-interactional dimension | Human-computer interaction.

The task development process was guided by a combination of approaches, incorporating
a construct-based perspective, notably the Meaning-oriented Model (MOM) of L2 proficiency,
and a task-centered approach characterized by complexity and integration. For detailed
specifications about the ICL test, please refer to the blueprint below (Table 2.5). This blueprint
differs slightly from the original one, presented by Boubris and Bouabdallah (2023, p. 35-36), to

fit the context of the context of research and align with research questions.
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Table 2. 5ICL Test Blueprint

Test component Task types Time Length Scoring
Reading ability (enabling task)
-Theme: requirements | -Input: adapted -Input: 5 items: Right/Wrong
elicitation text 10 mins propositional Scoring
and functional
-Proficiency: -Task type: -ltems: meanings 0/1
negotiating meaning | selected-response | 10 mins
from a text MCQ 5 pts.
-Feedback:
-Task title: 5 mins
maximizing
client's
Engagement
S-G Knowledge (enabling task)
-Theme: requirements | - Input: -Input & 10 items Right/Wrong
elicitation requirements Task: 15 Scoring
elicitation mins
-Proficiency: interview 0/1
transcript -Feedback:
Morphosyntactic 5 mins 10 pts.
forms: simple tenses, | -Task type:
auxiliaries, selected-response
interrogative MCQ
pronouns
-Task title: asking
Interactional forms: meaningful
greeting, expressing questions
gratitude.
Topical knowledge through Reading (enabling task)
-Theme: requirements | -Input: discount | -Input: 7 5 items Right/Wrong
elicitation scheme algorithm | mins Scoring 0/1
5 pts.
-Proficiency: -Task type: -Task: 8
negotiating meaning | selected-response | mins
from an algorithm MCQ
-Feedback:
-Task title: 5 mins

coding client’s
needs

ICL writing ability (culminating task)

-Theme: requirements
elicitation

- Input:
requirements

- Input: 20
mins

-Interview
transcript

-Analytic scoring
rubric(see
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elicitation including 11 Appendix D)
- Proficiency: interview - Task: items
writing a transcript 30 mins (questions). -3 criteria for
requirements correctness (topical
elicitation - Task type: -Feedback: control, language
questionnaire limited 5 mins accuracy, rhetorical
production control)
(dialogue
completion) - 0to 5 pts for
each criterion
- Task title: (max. 15/rater)
collecting
relevant -lrater (TL+T2)
information

The test's primary objective is to be highly practical and effective. To ensure its utility,
the test design meticulously considers critical factors such as construct validity, as per the Model
of Measurement (MOM), as well as reliability, both internal and external. Additionally, the
design accounts for its impact on learning, with a focus on fostering positive washback effects.
This positive washback is anticipated because the test adheres to the LOA framework, which
guides performance moderators. The test's practicality is further enhanced by its online delivery
format (static), making it accessible and convenient for implementation. Google Forms,
equipped with pre-programmed feedback, including key answers and task scores, facilitates the

online administration of the test.

The test serves the purpose of assessing learners' proficiency in crafting a fundamental
requirements interview based on their inferences drawn from authentic input. This assessment
necessitates students to deploy their questioning abilities and actively engage with a client to
extract information regarding their needs and requirements. Proficiency in this task is
demonstrated through effective utilization of open-ended questions, active listening to the client's
responses, and seeking clarification, when necessary, all performed in a professional manner.

Achieving this requires students to mobilize both their linguistic and non-linguistic knowledge
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and skills effectively. To support learners in this endeavor, the test offers assistance through the

provision of input and feedback.

2.4.5.3 Description

In our case study, the development and administration of the tests played a pivotal role in
minimizing bias and extracting meaningful insights. To ensure the integrity of our experiment,
we carefully designed two distinct tests that were administered to 1st-year Computer Science (1)
students. The design of these tests was rooted in the preceding qualitative data collected during
the initial phase of our research, aligning with the principles of sequential mixed-methods design
(Almeida, 2018). An explanation of how the qualitative data influenced the test design will be

presented in the next chapter.

These two tests differed in their approach to assessing language skills, with the first test,
or Generic Test, (see appendix E) adhering to a conventional methodology, grounded in the
findings derived from our assessment artifacts analysis, and designed to mirror the characteristics
of the 1% Year CS English Exam. In contrast, the second test, or the ICL Test, (see appendix F)
adopted a Learning-oriented approach based on the principles outlined by Turner and Purpura
(2016). Each test comprised a set of tasks, carefully designed to extract relevant data while

minimizing biases.

Significant attention was devoted to ensuring that the test content was suitable to our
research questions, objectives, and the characteristics of the test-takers within their specific
context. It's important to note that, given the primary research aim of establishing direct
correlations between assessment and its impact, the tests were not curriculum-based i.e., the
content of these tests deliberately deviated from the instructional materials provided to the

students. This strategic decision was made to isolate the assessment component from instruction,
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thereby obtaining less biased data. The focus was primarily on evaluating students' prior and

test-related (input) language and topical KSAs.

Furthermore, to prevent potential bias and maintain fairness in the testing process, the
topics and culminating tasks featured in the tests were deliberately omitted from classroom
instruction. These culminating tasks, marked by their complexity and real-world relevance,
encompassed both language KSAs, learners are assumed to have developed in High School, and
topical KSAs they are assumed to have developed thorough their academic year at university.
However, to support the integrity of the research, students were not informed of their scores, and

these scores exclusively served the research purpose.

In order to encourage an enthusiastic participation in the tests, all students were awarded
an additional two points in their final exam grades. To address concerns related to students
merely taking the test without real engagement, specific conditions were established. Students
were explicitly informed that they needed to complete all tasks and achieve at least the average
score to qualify for the reward. From an ethical standpoint, all students were rewarded as

promised, further ensuring a balanced and equitable research environment.

2.4.5.4 Administration

The administration of these two tests in our experiment was carefully carried out to
ensure the data's reliability and validity; several key considerations were taken into account
throughout the process. Formatting the sample and organizing the groups was the first priority.
To address this concern, an invitation was addressed to all 1st-year Computer Science (I)
students to participate in the experiment. The autonomy of those who chose not to participate
was respected. Lists of students were created in advance, and potential absences were
anticipated. The participating students were randomly divided into two groups, each consisting

of 38 students. For those students who were not initially on the lists but expressed their desire to
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participate either just before or shortly after the test began, a random assignment process can be

employed to allocate them to one of the two groups.

To prevent potential biases, ensuring that students had no prior knowledge of the test
content or the grouping was necessary. Their only awareness pertained to the experimental
nature of the event and the conditions required to earn the reward. The tests were administered
on-site, a deliberate choice aimed at preventing any issues related to internet use during the
exam, thus bolstering the authenticity and reliability of the results. The present test is mainly
different from the one presented in Boubris and Bouabdallah (2023) in its administration
procedures. From an LOA perspective, this directly affects the technological, social-
interactional, and instructional dimensions. Learners do not have to employ computer literacy to
interact with the computer and take the test, as opposed to an online administration. Furthermore,
due to the inability to pre-program feedback as with online tools, key answers were furnished to

students once the allotted time for each task had elapsed.

To ensure an effective testing process, an assistant/ invigilator was present in each of the
four classrooms where the tests were conducted, alongside the researcher. Students were
allocated 90 minutes to complete the Generic Test (the standard duration of any Algerian Higher
Education Final Exam) and 120 minutes to complete the ICL Test, based on the blueprint (Table
9). Additionally, students were provided with the option to leave the exam rooms after an hour,

depending on them meeting the first condition: completing all four tasks.

It's worth noting that the experiment took place at the conclusion of the second semester
of the 2022-2023 academic year, a strategic timing choice that allowed students to acquire the
necessary prior topical knowledge, which was crucial for their performance on the second test.
This ensured that students were adequately prepared and equipped to participate in the

experiment, enhancing the validity of our data.
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2.4.5.5 Summary

In this comprehensive examination of the use of tests as research instruments, several
critical aspects emerge that highlight their pivotal role in educational research. The primary
purpose of incorporating tests into this research study is to assess the effectiveness and impact of
two distinct assessment approaches by comparing the performance of different groups of
students. The objectives are clearly defined to measure the influence of evaluative practices on
language skill development, with a specific focus on 1st-year Computer Sciences (1) students.
Additionally, the research seeks to introduce and evaluate a novel assessment approach called

Learning-oriented Assessment, contributing to educational insights.

The ICL test design process is systematically outlined, emphasizing the collaborative
effort between subject matter instructors and English language instructors. The test is grounded
in the contextual dimension, tailored to the specific student group and aligned with professional
language use. It comprises four tasks that assess integrated skills development, proficiency in
language usage, and socio-cognitive dimensions. The test is designed to be objective,
incorporating multiple-choice questions and a criterion-referenced approach. It takes the form of

an achievement test based on content and language Integration and the LOA framework.

The development and administration of the tests are crucial in minimizing bias and
extracting meaningful insights. Two distinct tests were carefully designed based on prior
qualitative data. These tests differ in their assessment approaches and content, strategically
isolating assessment from instruction to obtain less biased data. The tests are administered on-
site, and specific conditions are established to encourage student engagement. Ethical

considerations are paramount, and all students were eventually rewarded.

The administration process is characterized by careful sample formatting and group

organization. All 1st-year Computer Science (1) students were invited to participate, with random
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group assignment to reduce biases. Test content and grouping information are kept from
students, and the tests are administered on-site to ensure data authenticity. An
assistant/invigilator supervises the process, and students are given a standard amount of time to

complete the exam. The strategic timing of the experiment enhances data validity.

2.4.6 Conclusion

This case study is designed to explore the impact of teachers' evaluative practices on the
development of learners' language skills. To address the core research question regarding the
nature of these evaluative practices and their potential impact, a combination of research
instruments was used. This involved the examination of final exam artifacts and conducting
classroom observations to gain critical insights. Building upon these qualitative research
instruments, learners' survey was developed to delve into specific facets of language skills
development and their correlation with evaluative practices, forming the basis of the second
research question. Furthermore, the third research question, aimed at enhancing ESP assessment
methods, was tackled through the administration of a test, designed based on insights drawn
from the analysis of artifacts and classroom observations. This research adopted a sequential
exploratory case study approach, where qualitative research instruments inform the development
and implementation of quantitative ones, ensuring a holistic investigation into the research

questions at hand. Figure2.1, below, provides a comprehensive view about the research design.
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Figure 2. 1Mixed-methods Design
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2.5 Sampling Procedures

Sampling is a fundamental aspect of research, serving as the initial gateway to gather data
and derive meaningful insights. It sets the stage for the entire research process, influencing the
reliability and generalizability of the findings. Researchers must make critical decisions when
selecting and implementing a sampling strategy (Haque, 2010). At its essence, sampling is the
art and science of selecting a subset of individuals or elements from a larger population. This
selected subset, known as the sample, serves as a microcosm that researchers scrutinize in

pursuit of broader conclusions applicable to the entire population from whence it was derived.
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In essence, it entails extracting a subset of individuals, termed a sample, for the purpose
of gathering information. The data collected from this sample can then be extrapolated to draw
broader conclusions that encompass the original population from which the sample was drawn.
To achieve meaningful results, it is crucial to opt for a representative sample that mirrors the

characteristics of the source population (Acharya et al., 2013).

Acharya et al. (2013) characterize the sample as a miniature reflection of the population,
upon which the validity and generalizability of research findings are founded. Sampling, as a
process, comprises a series of methodical steps aimed at selecting research units from the source
population. This source population consists of individuals from which the study population, i.e.,
the sample, is derived. Both the study population and source population are subsets of the target
population, the group to which the researcher intends to extend the research findings, based on

the principle of representativeness.

In the realm of sampling methods, a pivotal distinction arises: probability sampling
versus non-probability sampling. Probability sampling, exemplified by techniques such as simple
random sampling, systematic random sampling, and stratified random sampling, offers a
rigorous and objective approach. In probability sampling, every member of the source population
has an equal chance of inclusion, ensuring a truly representative sample (Berndt, 2020). In
contrast, non-probability sampling methods, including judgment sampling and convenience
sampling, rely on the researcher's judgment or convenience, raising questions about subjectivity

and diminishing sample representativeness.

In summary, sampling is a cornerstone of research methodology, allowing researchers to
draw meaningful conclusions from a subset of a population. The choice between probability and
non-probability sampling methods carries significant implications for the quality and

generalizability of research findings. By meticulously defining target and source populations,
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constructing a sampling frame, selecting appropriate sampling methods, and determining sample
size, researchers can navigate the complexities of sampling and enhance the validity of their

research endeavors.

2.5.1 Defining the Target Population

It is essential to identify and establish the target population, which encompasses
the entire group that a researcher intends to analyze. Subsequently, a source population
and a sampling frame are derived. This case study aims to explore the influence of assessment
on learners' language skills development, within the Faculty of Sciences at Tlemcen University.

Therefore, it is appropriate to define the entire group of ESP teachers within this context as the

target population.

2.5.2 Defining the Source Population

The source population is a subset of the broader target population, specifically denoting
the initial population from which the researcher draws a sample. This ensures that every member
of this population has an equitable chance of being selected for participation in the research
study. In this particular research context, the investigator has chosen to define the source
population as encompassing 1st-year ESP teachers in Computer Science (I and MI), Science and
Technology (ST), and Matter Sciences (SM). These teachers have served as the primary source

for selecting samples to undergo observation and analysis of assessment artifacts.

In parallel, a survey was administered to students in the 1st, 2nd, and 3rd years at the
Computer Science Department, Faculty of Sciences. This comprehensive approach allows the
researcher to generalize findings from the delimited source population to the entire target

population. Due to a number of limitations, such as human resources, time constraints, and
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financial resources the final research instrument (the test) involved 1%tyear Computer Science (1)

only.

2.5.3 The Sampling Frame

The sampling frame, a crucial component in the research methodology, serves as the
comprehensive list from which potential individuals are drawn to constitute the research sample.
As Table 2.6 shows, the source population consists of a diverse group of 1% year ESP teachers,
within the Faculty of Sciences. To ensure privacy and confidentiality, this list of potential
participants will remain anonymous and randomly coded throughout the study with the teachers
being referred to as: T(n®). This selection process and categorization of individuals within the
source population lay the foundation for the subsequent sampling and data collection phases of

the research.

Table 2. 60bservation Sample Frame

Level Teacher(s) | Position Education

1%t year | and M 01 full-time PhD student
1%t year ST 06 part-time Master 2
1%t year SM 02 part-time Master 2

2.5.4 Sampling Method

To establish the sample of teachers to be observed in this research, an initial
consideration was given to employing a probabilistic approach, which is generally regarded as
the optimal method for attaining an objectively selected sample representative of both the source
and target populations. This approach would have provided the highest level of objectivity and
reliability in extrapolating research data. However, practical constraints and difficulties were

encountered during the planning phase, primarily stemming from issues related to convenience.
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In essence, the probability sampling approach, although theoretically desirable, became
unfeasible due to these encountered complications. Consequently, an alternative sampling
method was adopted—one that, while not entirely ideal, would still preserve a reasonable degree
of representativeness in the sample and overcome the practical hindrances. This selected method
is known as convenience sampling, a non-probabilistic technique where the sample is chosen
based on accessibility and availability. While this approach may introduce some degree of
subjectivity and potentially limit the generalizability of the findings, it was a pragmatic choice
given the specific circumstances, ensuring that the research could proceed effectively despite the

encountered inconveniences.

2.5.5 Sample Size

The convenience sampling method offers a straightforward and practical approach to
sample selection. In this case, the source population consists of seven (10) ESP 1st year teachers,
although not all of them were readily accessible or available for observation. Following an
assessment of the teachers' availability and accessibility, only three (03) teachers remained

eligible to constitute the sample, representing approximately 33% of the source population.

To maintain a reasonable level of representativeness within the sample and ensure that
the findings remain meaningful, all three (03) of the available teachers were included in the
study population designated for observation. These three (03) participants, who were willing and
able to participate, are referred to as: T1, T2, and T3. Furthermore, it is anticipated that the
learners' survey will involve a substantial participation of about four-hundred (400) respondents,

while the test will be taken by approximately one-hundred (100) participants.
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2.5.6 Conclusion

Sampling, as a practice, involves the process of selecting a subset (sample) from a larger
population, with this sample serving as a microcosm through which researchers aim to draw
broader conclusions about the entire population. The choice between probability and non-
probability sampling methods carries significant implications for research outcomes. Defining
the target population is a crucial step, as it encompasses the entire group under scrutiny, while
the source population represents a subset from which the sample is drawn. In this study, ESP
teachers within the Faculty of Sciences at Tlemcen University constitute the target population,
with 1st-year ESP teachers in various disciplines forming the source population. The sampling
frame, a comprehensive list of potential participants, is a key component, ensuring privacy and

confidentiality while facilitating the subsequent sampling and data collection phases.

Considering practical constraints, the study was based on convenience sampling, where
the sample is primarily chosen based on accessibility and availability. While this method
introduces some subjectivity, it remains a pragmatic choice, enabling the research to proceed
despite encountered inconveniences. The sample size for observed teachers is included four (04)
participants. Moreover, the learners' survey anticipates a substantial participation of over four-
hundred (400) respondents, while the test is expected to involve approximately one-hundred

(100) participants.

2.6 Data Analysis

2.6.1 Qualitative Data Analysis

The analysis of qualitative data is a critical component, primarily focusing on
understanding abstractions and exploring non-numerical aspects of the study. Qualitative data
analysis is inherently different from its quantitative counterpart, relying on an interpretive and

constructive philosophy. This approach is particularly valuable when dealing with research
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domains where quantitative aspects may not adequately capture the depth and complexity of the

phenomena under investigation.

The research employs two qualitative research instruments: assessment artifact analysis
and classroom observations. Both of these instruments yield rich qualitative data, which are
subject to analysis. When analyzing data derived from assessment artifacts, a rubric serves as a
valuable tool for grading or scoring documents. However, the analysis process goes beyond
assigning scores. The analysis of documents is akin to the methodology applied to focus group
transcripts or interview transcripts, known as content analysis and thematic analysis (Bowen,

2009).

Coding is an initial step in organizing the information within documents. This process
involves categorizing data into meaningful clusters or categories that are directly related to the
central research questions. This categorization aids in structuring and understanding the content
within the documents. Building on coding, thematic analysis is a versatile method for further
dissecting the data. Thematic analysis is especially suited to uncovering the nuances within the
qualitative data. It enables researchers to identify recurring patterns and themes that may not be
immediately apparent through traditional content analysis. As Morgan (2022, p. 73) reported:
“After a researcher has selected a sample of texts, the next step in documentary research is to
conduct an analysis of those texts. Because of its versatility, thematic analysis is an ideal method

for this process.”

The coding process is an essential component of thematic analysis. Coding involves
assigning meaningful labels or codes to segments of the data, highlighting key elements, phrases,
or concepts within the documents. This process serves to structure and categorize the data in a

systematic manner.
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Qualitative data analysis extends beyond the mechanical aspects of coding and
categorization. It involves interpretation, where the researcher applies their own assumptions,
commitments, and scholarly knowledge to the data (Morgan, 2022). This interpretive approach
allows for a deeper understanding of the underlying meanings and implications within the data.
One of the strengths of qualitative data analysis, especially thematic analysis, is its ability to
uncover unexpected meanings and patterns. Rather than merely summarizing the data, this
approach seeks to reveal emergent themes that reflect shared patterns of meaning among the

data.

Similar to the analysis of assessment artifacts, the qualitative data obtained from
classroom observations also undergoes a rigorous analysis process. Researchers use coding
techniques to identify meaningful segments within the observations. The data are then subjected
to a thematic approach, where patterns and themes in the classroom behaviors and interactions
are identified and analyzed. This approach is grounded in interpretive and constructive

philosophies, making it particularly suitable for the purpose of the present study.

Through thematic analysis and coding processes, the qualitative data are transformed into
structured insights that contribute to a more comprehensive understanding of the impact
assessment may have on the development of learners' language skills. This holistic approach to
qualitative data analysis enables researchers to not only identify patterns but also to interpret and

make meaning from the data, ultimately enriching the research findings.

2.6.2 Quantitative Data Analysis

Data analysis plays a pivotal role in testing hypotheses and deriving meaningful insights
from the collected data. Quantitative data, in contrast to qualitative data, is characterized by its
objectivity and suitability for hypothesis testing. To harness the full potential of this data, a

structured and technical approach is essential.
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Quantitative data analysis begins with the conversion of raw data into numerical forms.
This transformation allows for the application of statistical techniques to draw meaningful
conclusions and identify patterns within the data. This conversion process serves as the

foundation for subsequent analyses (Babbie, 2010).

Once the data is in numerical format, it is subjected to various statistical analyses. These
analyses aim to uncover trends, relationships, and significant findings within the dataset.
Statistical techniques such as descriptive analysis, inferential analysis, and correlation analysis

are employed to explore the quantitative data thoroughly.

To conduct the quantitative data analysis in this research, Tableau Desktop 2020.1 was
chosen as the primary tool. Tableau is a versatile and powerful data visualization platform that
simplifies the process of transforming raw data into easily understandable visual representations.
This platform does not require advanced technical skills or coding knowledge, making it

accessible to researchers across various domains (Murray, 2013).

Tableau Desktop offers several advantages that make it a good choice for quantitative
data analysis. It is known for its simplicity and user-friendly interface, enabling researchers to
work with data effectively without the need for extensive training. This accessibility has

contributed to its popularity across industries and among researchers.

Tableau Desktop excels in data visualization, allowing users to create various types of
visual representations effortlessly. Researchers can generate charts, graphs, and dashboards to
visualize quantitative data, making it easier to communicate findings and insights to a broader

audience (Murray, 2013).

Tableau is capable of handling large datasets with ease, making it suitable for research

projects that involve extensive data collection. It can process millions of rows of data efficiently,
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ensuring that researchers can work with comprehensive datasets without performance

limitations.

One notable advantage of Tableau Desktop is its cost-effectiveness compared to other
data analysis software options like IBM SPSS. This affordability makes it an attractive choice for
researchers with budget constraints, allowing them to access robust analytical capabilities

without breaking the bank.

In this research, quantitative data analysis is conducted using Tableau Desktop 2020.1, a
powerful data visualization platform. The technical procedures involved in converting raw data
into numerical forms and applying statistical analyses are essential to draw meaningful
conclusions and test hypotheses. Tableau's user-friendly interface, scalability, and cost-
effectiveness make it a valuable tool for researchers seeking to analyze and visualize quantitative

data efficiently and effectively.

2.7 Ethical Considerations

Ethical considerations play a pivotal role in research, particularly when human
participants are involved. Researchers are responsible for upholding the rights and well-being of
those who contribute to the study. Throughout this work, several research instruments were
deployed, each requiring careful ethical consideration to ensure that participant rights were

respected and confidentiality maintained.

One of the fundamental ethical principles in research involving human participants is
obtaining informed consent. Informed consent ensures that individuals willingly participate in
the study with full awareness of the research's purpose, procedures, and potential risks. In this
research, informed consent was a crucial aspect of participant engagement, and it was obtained

from participants across various research instruments.
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The initial research instrument involved the analysis of assessment artifacts. To address
potential biases in this analysis, a systematic sampling process was employed. This approach
helps ensure that a representative sample of artifacts is chosen, minimizing any unwanted
influence on the research outcomes. Moreover, ethical considerations extended to the
confidentiality of the documents under examination and the integrity of the teachers who had
created it. Confidentiality was maintained to protect sensitive information, and the identities of

those who created the assessments were safeguarded.

Classroom observation is a valuable tool in educational research, but it also raises ethical
concerns related to privacy and participant rights. Prior to conducting classroom observations,
informed consent was obtained from the participants. Anonymity was guaranteed to protect the
identities of both educators and students. This step was essential to ensure that participants felt

comfortable and secure in their learning environment while contributing to the study.

Surveys are commonly used in research to gather insights from participants. Similar to
classroom observations, consent was obtained from participants before administering the
learners’ survey. Additionally, participants were provided with a clear description of the survey's
purpose and procedures to ensure they were fully informed. Anonymity was guaranteed to

protect the privacy of respondents, allowing them to express their opinions freely.

The use of tests as research instruments requires careful ethical consideration as well. In
this research, obtaining consent from participants was a prerequisite before their participation in
the test. Anonymity was guaranteed to safeguard the identities of those taking the test.
Importantly, the scores obtained from the test were not communicated to the students and not
used to make any student-related decision. This was made to prevent any undue stress or
pressure related to test performance. Furthermore, students were rewarded for their participation

in the test, ensuring that their contributions were recognized and valued.
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In conclusion, ethical considerations are central to the successful conduct of research
involving human participants. This research exemplifies a commitment to upholding participant
rights and confidentiality across various research instruments. Informed consent, anonymity, and
clear communication about the research procedures were key elements in addressing ethical
concerns. By implementing these ethical safeguards, the research ensured that participants were
treated with respect and that the integrity of the study was maintained. Such ethical practices are

essential in promoting trust, credibility, and the ethical conduct of educational research.

2.8 Conclusion

Several critical challenges and opportunities have been identified concerning the ESP
situation in the Algerian context. The importance of English proficiency in technical, scientific,
and medical fields is undeniable, given its global relevance. However, the proliferation of ESP

courses across various disciplines in Algeria comes with significant hurdles.

One of the primary concerns is the shortage of qualified ESP practitioners. ESP
practioners are language instructors who put ESP theory into practice, whether when designing
syllabi, providing instruction, or administering tests. The complexity of ESP requires educators
with expertise in both the English language and the specific field of study. The practice of
employing newly graduated EFL students as part-time teachers without proper training or clear
syllabi compromises the effectiveness of these courses, emphasizing the need for comprehensive

training programs and support for educators.

Furthermore, ESP courses in Algeria often lack alignment with learners' professional
needs due to the absence of needs analysis in course design, and other socio-economic factors
that would need further exploration. Limited cooperation between ESP tutors and subject matter

specialists further hinders alignment with international job industry requirements. Time
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constraints for ESP modules and the challenge posed by students with limited English

proficiency add layers of complexity to the issue.

A significant gap in the literature pertains to ESP assessment within the Algerian context.
While course design and instruction have received attention, assessment procedures remain
underexplored. This gap limits the availability of informed guidance for ESP educators and
impedes the establishment of clear assessment procedures. Addressing this gap requires research
into diverse ESP assessment methodologies, tailored assessment guidelines, and training for ESP
educators. ESP plays a vital role in preparing Algerian students for success in academic studies
and professional careers. To address the several challenges identified in this study, a
collaborative effort among educators, administrators, and researchers is imperative to enhance

the quality of ESP instruction and assessment.

Through innovative research initiatives and a commitment to aligning ESP courses with
learners' evolving needs, Algeria can ensure that its students develop the English language
proficiency necessary for global competitiveness and socioeconomic development. Ultimately,
investing in quality ESP education is an investment in the nation's future prosperity and global

standing.

This research adopts a sequential exploratory case study approach, combining qualitative
and quantitative research instruments to provide a comprehensive understanding of the research
questions at hand, all while upholding ethical considerations and maintaining participant
confidentiality. Data collection employed a two-fold approach: qualitative data were gathered
through artifacts analysis and observation, while quantitative data were collected through
surveys and by testing a diverse sample of L1 Computer Sciences (I) learners, targeting their

experience of two different evaluative approaches and their impact on language development.
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3.1 Introduction

The present research follows an exploratory sequential mixed methods design, a
methodology characterized by its distinctive two-phase approach (Berman, 2017). This
methodology commences with an initial qualitative phase of data collection and analysis,
followed by a phase of quantitative data collection and analysis, and ultimately culminating in an
integration of data for a comprehensive discussion. In this chapter, we delve into the findings and

discussions resulting from the systematic execution of these research phases.

During the initial qualitative phase, the study focused on collecting and analyzing
qualitative data. This phase aimed to address the first research question by examining and
discussing the qualitative findings derived from the collected data. The subsequent phase of the
research involved the design and deployment of instruments to gather quantitative data, aligning
with the second research question. The analysis and discussion of these quantitative findings
constitute a crucial component of this chapter. Ultimately, the integration of findings from both
phases will enable us to address the core and final research question of the study, providing a

comprehensive understanding of the research topic.

In this chapter, we will first explore the analysis of qualitative data, emphasizing the
interpretive and constructive philosophy that underpins this approach. We employed two
qualitative research instruments, namely assessment artifact analysis and classroom observations.
The analysis process involved coding and thematic analysis, enabling us to uncover meaningful
patterns and themes within the data. This holistic approach to qualitative data analysis allows us
to delve deeper into the nuances of ESP practitioners' evaluative practices and enrich our

findings.

156



CHAPTER THREE Data Analysis and Discussions

Subsequently, we will delve into the quantitative data analysis process. Quantitative data,
known for its objectivity for hypothesis testing, undergoes a structured and technical analysis.
We highlight the transformation of raw data into numerical forms as the foundational step for
statistical analyses. Various statistical techniques, including descriptive and inferential analyses,
are employed to explore and interpret the quantitative data. Tableau Desktop 2020.1 was used to
conduct the quantitative data analysis effectively. It is a versatile data visualization platform

known for its simplicity, user-friendliness, and capacity to handle large datasets.

3.2 Quialitative Phase

This initial qualitative phase focused on collecting data through assessment artifacts
analysis and ESP Practitioners’ observation during instruction. This phase aimed to address the
first research question related to the nature and characteristics of assessment in the Algerian HE
ESP context: How do ESP teachers at the Faculty of Sciences assess 1st Year Computer Science

students?

3.2.1 Assessment Artifacts Analysis

The initial phase started with a systematic examination of twelve (12) assessment
artifacts, representing nearly all the English Final Exams administered to Computer Science
students (I and MI) at the Faculty of Sciences since 2010. The primary objective was to discern
the fundamental characteristics of these summative exams, facilitating a comprehensive

discussion regarding their design and usefulness.
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3.2.1.2 Findings

3.2.1.2.1Content Analysis

This research collected a corpus of assessment artifacts that genuinely expose their
characteristics. Upon a systematic analysis of these artifacts, it becomes evident that while they
may diverge in various aspects, they share commonalities in terms of purpose and administration
procedures. Notably, the artifacts align with the curriculum, adhering to a paper-based format
with a standard duration of 60 minutes for completion. Furthermore, these assessments are
characterized as criterion-referenced, focusing on mastery of predetermined learning objectives,
without considering relative performance compared to peers. An important observation is the
absence of feedback provisions for learners, suggesting that these assessments primarily serve as

terminal evaluations without a formative dimension.

The category-based content analysis generated key findings about the planning and
organization of these assessments. It is evident that the Department of Mathematics primarily
organizes this event, often exerting a significant influence on the test design process. The target
audience for these assessments primarily comprises Mathematics and Computer Science (M)
students, who are confronted with a pivotal decision in their academic journey, choosing
between majors in mathematics and computer sciences after the first year. The prevailing trend
indicates that the majority of students opt for computer sciences, making this a notable and

essential consideration in the assessment design process.

Furthermore, a consistent overall structure emerges across these assessments. They
typically consist of three to five tasks, each including specific instructions pertaining to the task
format. These tasks are generally discrete and objective, with little to no integration. The time
allocated for these assessments aligns adequately with the number of tasks and items included.

The tasks cover diverse language skills, encompassing vocabulary and grammar, along with
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reading and writing components. Notably, the artifacts reveal a conspicuous absence of listening
and speaking constructs in the specifications development processes, irrespective of the times it

has been iterated.

A particularly interesting finding emerges when exploring the item-based tasks within
these assessments. Among the twelve assessments examined, only two incorporate item-based
tasks, presenting students with an item and requiring them to select the appropriate response. The
1st year MI Final Exam 2013-2014 (see Appendix A) shows this by including both Multiple
Choice (MC) and True-False tasks. The MC task exhibits an appropriate item structure but is
hindered by the low number of options per item, which increases the likelihood of guessing and
subsequently affects the reliability of the assessment (two options per item). Moreover, the MC
task falls short in terms of authenticity and construct validity, as it indirectly assesses the recall

of grammatical knowledge, rather than language skills relevant to this ESP context.

The True-False task, from the same exam, aims to evaluate students' ability to write a
letter to a stranger. However, this task, too, lacks authenticity, indirectly addressing the writing
construct. Additionally, it raises reliability concerns due to the limited two options, which
increase the guessing factor. A lack of clarity is observed in the True-False task, as items lack
sufficient contextual support (a prompt) to enhance understanding. Both tasks, by their nature,
deviate from the context of ESP and domain-specific content, with their content being better
suited for an English for General Purposes (EGP) context. The True-False task from ME 2012-
2013 is used to assess learners’ reading comprehension skills, with items that target direct
functional meanings. The number of items is low and lacks representativeness, since items do
not test learner’s ability to negotiate implied meanings. The tasks also lack to connect with the

ESP context and learners’ subsequent needs.
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Through content analysis, the presence of selected-response tasks came emerged,
shedding light on a facet of these evaluations that is less common but nonetheless significant.
The frequency of selected-response tasks within these assessments is relatively low, however not
as low as that of item-based tasks. Selected-response tasks in these artifacts often take the format
of noticing tasks, a pedagogical approach aimed at fostering grammar acquisition. These tasks
challenge learners to identify specific language features within a given context. Notably, this
particular type is prominently featured in the artifacts, as evidenced in the various artifacts in
Appendix A (See ME 2010-2011; FE 2011-2012; ME 2012-2013; FE 2013-2014; FE 2017-
2018; FE 2018-2019). A notable trend among these noticing tasks is the focus on grammar and
language feature identification, particularly regarding the recognition of silent letters in words, as

exemplified in the ME 2010-2011, ME 2012-2013, and FE 2013-2014.

These tasks require learners to identify silent letters within a list of words, ostensibly
assessing the speaking construct through a grammar-focused task. However, it is crucial to
acknowledge that this indirect assessment of the speaking construct raises concerns about the
authenticity of the task and its construct validity. This is a prime example of where the alignment
of task format with objectives and construct validity should be thoughtfully considered by test
designers. Other noticing tasks use a grammaticality-judgment format, compelling learners to
identify and rectify grammatical errors within given sentences. The task found in the 2011-2012
Final Exam shares the limitation of lacking authenticity in its design, as it also fails to integrate

domain-specific knowledge and skills, which is a fundamental aspect of ESP.

However, not all selected-response tasks exhibit such drawbacks. In the 2017-2018 and
2018-2019 Final Exams, selected-response tasks assumed the form of parsing tasks. In these
tasks, learners were tasked with deconstructing sentences to label their grammatical components.
This type of task, although considered somewhat unconventional for an ESP context, displayed

an intriguing connection to the field of computer science. The analysis of these tasks revealed an
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iterative process, as the same tasks were used in two consecutive academic years. This suggests
that, likely based on feedback and insights, the test designer made specific improvements to the
tasks. Notably, in the second version of the task, each grammatical component of the sentences
was underlined, which aimed to prevent confusion and to enable students, ultimately enhancing
the clarity and effectiveness of the task. The instructions of selected-response tasks are clear and
scoring is objective. Furthermore, the fifth task of the 2011-2012 Final Exam represents a para-
jumble, where test-taker are simply asked to re-arrange words in a meaningful manner. The
analysis revealed that this was the only time when such type of selected-response tasks was used.
The task aimed at testing students’ grammatical skills in meaning construction and formulation.
The artifact did not provide any information related to the scoring of this task in particular.

However, it is assumed to be objective.

The findings of the content analysis highlight that limited-production tasks are a
prevalent and recurrent task format within the assessed artifacts. These tasks require test-takers
to provide responses with restricted language production, ranging from simple words to complete
sentences. For instance, text-based comprehension questions in the FE 2010-2011 and ME
2012-2013 serve as prime examples of limited-production tasks in the form of comprehension
questions. These questions aim to assess the learner's capability to extract direct, functional

meanings from the provided text and formulate concise responses.

Furthermore, the inclusion of open-ended topical questions in the ME 2011-2012, FE
2012-2013, and FE 2014-2015 (see Appendix A) reflects another category of limited-production
tasks. These open-ended questions center on both topical and language KSAs, genuinely
representing a form of Integrated Content and Language (ICL) assessment. To answer these
questions accurately, students must mobilize both their linguistic and topical competencies.
However, the artifacts lack information concerning the scoring process for these questions. It's

worth noting that these artifacts predominantly emphasize mathematics, with limited relevance
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to the computer science domain. Some questions delve into highly technical concepts, potentially
posing challenges for students with weaker mathematical backgrounds. Some questions required
learners to provide definitions for words such as: "Angle,” "Radius,” and "Circumference,” while
other questions required students to calculate “ratios” and “fractions”. Certain tasks even lack
comprehensive instructions, relying on item-specific guidance (e.g., ME 2011-2012). The
presence of typos in some items suggests a rushed test design process (e.g., ME 2011-2012 and
FE2012-2013). These artifacts also reveal redundancy in the tasks and items, indicating last-

minute test design adjustments.

Another common type of limited-production task is vocabulary gap-filling tasks. For
example, the ME 2010-2011and FE 2011-2012 incorporate vocabulary gap-filling tasks that
align more closely with English for General Purposes (EGP) than English for Specific Purposes
(ESP). While the former is context-dependent, with a passage providing contextual clues, the
latter is entirely independent, lacking contextualization. Despite this, it is assumed to be
curriculum-related, possibly stemming from an instruction on letter writing as it was also
observed in a True-False task from the FE 2013-2014. In contrast, the vocabulary gap-filling
tasks in ME 2011-2012, FE 2012-2013, and FE 2014-2015 are firmly linked to mathematics, as
previously noted. These tasks offer no additional contextual information beyond the provided
instructions and items, requiring students to draw upon both mathematical and linguistic
knowledge and skills to obtain full scores. Nevertheless, the absence of information regarding
the scoring method for these tasks remains a persistent issue. Information regarding the overall
task worth is also conspicuously absent, particularly for ME 2011-2012 and FE 2014-2015.

These tasks also represent an instance of Integrated Content and Language syllabus.

The prevalence of vocabulary gap-filling tasks continues in the FE 2017-2018, FE 2018-
2019, FE 2019-2020, and FE 2022-2023 (see Appendix A) artifacts, with a distinct focus on the

computer science domain. These tasks, based on contextualized passages or sentences, involve
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the removal of words based on their grammatical category and conceptual relevance. Learners
receive a word list, often with extra words to enhance complexity and minimize guessing. These
tasks evaluate learners' prior knowledge and reading comprehension skills to fulfill the objective.
They provide greater reliability by employing a monotonous scoring method that exclusively
assesses topical vocabulary, omitting writing skills. Furthermore, they indirectly evaluate reading
comprehension skills through vocabulary selection, indicating alignment with the construct being
tested. Clear and comprehensive instructions are provided, specifying that not all words in the

list may be applicable, though an exception exists in the FE 2022-2023 exam.

In contrast to gap-filling tasks, cloze tasks involve the omission of every nth word, albeit
without a specific rationale. The ME 2012-2013 features a cloze task more aligned with EGP
that suffers from incomplete instructions, a lack of information about word usage, and no
specifics about the task's overall worth. Nevertheless, the scoring procedure is clearly
monotonous. FE 2022-2023 introduces a contextualized labeling task focused on vocabulary,
requiring learners to determine both the label (topical) and its written form (linguistic). This type
of task also necessitates a dichotomous or polytomous scoring method, although details are

missing from the artifact.

Moreover, other gap-filling tasks concentrate on grammatical components, applicable to
both ESP and EGP contexts. For instance, the ME 2010-2011 involves a task targeting cohesive
forms that aligns better with EGP. Learners are provided with an instruction but lack further
guidance. In contrast, FE2017-2018 and FE 2018-2019 contextualize grammar-focused gap-
filling tasks within the computer science domain. These tasks provide learners with answer
choices and examples for task completion. Clear and comprehensive instructions are offered.
The scoring method for these tasks should encompass two linguistic criteria: the choice of the
cohesive word and the correct sentence combination. The instructions for these tasks distinctly

indicate a dichotomous scoring approach, as in the third task of the FE 2017-2018.
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The last form of limited-production tasks is a dialogue completion task from the 2010-
2011 Final Exam. It primarily lacks relevance to the specific domains of learners. This task
evaluates the ability to decode written functional and implied meanings from provided sentences
and encode the meanings to fill in with sentences in the dialogue. However, information about
the scoring procedures for this task is conspicuously absent. To ensure the reliability and validity
of this task, a dichotomous or polytomous scoring method, or potentially a scoring rubric, should

be aligned with the task’s objectives and the constructs being assessed.

The examination of the artifacts has shown that the inclusion of extended-production
tasks is somewhat limited within the assessment design process. Typically, these tasks offer
prompts instead of specific items, with the aim of eliciting substantial responses from test-takers.
They are particularly well-suited for assessing grammatical competence in both spoken and
written language. However, the analysis did not reveal the presence of performance-focused
tasks such as simulations and storytelling, or process-focused tasks like observation and

reflective activities.

Two specific artifacts, namely the ME 2010-2011 and ME 2011-2012, featured a
product-focused task. In these tasks, learners were required to craft a summary of their respective
projects. The 2010-2011 Makeup Exam transitions from an English for General Purposes (EGP)
focus in the first three tasks to an English for Specific Purposes (ESP) focus in the final task.
Conversely, the 2011-2012 (see Appendix A) Makeup Exam underscores its Integrated Content
and Language (ICL) nature from the outset. Despite the contextual differences, the two
extended-production tasks are identical in instructing learners to summarize their projects in six
(6) lines. Unfortunately, these tasks lacked guidelines, prompts, and scoring rubrics, which
would have been beneficial for learners in understanding the task requirements and evaluation
criteria. Furthermore, the incorporation of prompts could have clarified the Target Language Use

(TLU) domain, enabling learners to determine the form and content of their products. The
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absence of these elements notably impacts the task's reliability and authenticity. Additionally, the
validity of these tasks is in question, as they might not be aligned with their intended purpose
i.e., to write a project summary. In such cases, scoring should have been derived from the

construct's definition.

The analysis of the FE 2010-2011, the FE 2011-2012, and the ME 2012-2013 also
revealed that certain exams were presented in the form of texts with associated text-based tasks
(see Appendix A). These exams typically consisted of two to three sections, with the first section
focusing on comprehension, the second on grammatical knowledge, and the third featuring a
writing task, either in a limited or extended production format. While the comprehension
questions were presented in English, it was unclear whether linguistic accuracy was considered
in the scoring process of the responses. The initial sections of the FE 2010-2011 and the ME
2012-2013 contained three to four comprehension questions, with moderate language
complexity, targeting learners’ understanding of direct functional meanings. The texts in the FE
2010-2011, the FE 2011-2012, and the ME 2012-2013 (see Appendix A) all comprised three
paragraphs and revolved around familiar EGP topics, such as travel and natural disasters.
Furthermore, the reading comprehension sections in the FE 2011-2012 and ME 2012-2013 also
included vocabulary-in-context tasks related to content and functional words. However, in the
2010-2011 Final Exam, the vocabulary-in-context task was included in the grammar section,

signaling a potential issue during the assessment design process.

The examination of the 2011-2012 Final Exam revealed a couple of structural issues.
This particular test featured only two sections, with the first section titled "reading
comprehension” focusing primarily on grammar, rather than comprehension. Learners were
tasked with grammar-noticing exercises and para-jumbles. Notably, no information regarding the
total score of sections, questions, or items was provided on the artifacts. The grammar-related

tasks in the FE 2010-2011, the FE 2011-2012, and the ME 2012-2013 aimed at testing learners'
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morphosyntactic knowledge through selected-response tasks concerning passive/active voice and

direct/indirect speech.

The final sections of these exams assessed learners' writing skills through tasks involving
limited production and selected response formats (see Appendix A). For these tasks, as the
dialogue completion task in the FE 2010-2011, a dichotomous or polytomous scoring method
would have been appropriate. The reliability and validity of these tasks were called into question
due to misalignment between scoring, test format, content, the tasks' actual objectives, and the
whole context of the assessment. Notably, the analysis of the artifacts highlighted the absence of
assessment components related to speaking and listening skills, except in the case of the silent-
letters-noticing tasks in the ME 2010-2011, the ME 2012-2013, and the FE 2013-2014 (see
Appendix A), which indirectly assessed the speaking skill through grammar-focused exercises,

suggesting issues related to validity, reliability, and authenticity.

3.2.1.2.2 Thematic Analysis

To explore the underlying patterns and themes within these assessment artifacts, our
research used thematic analysis in combination with category-based content analysis. This
holistic approach allowed us to gain insights that may not have been immediately apparent
through traditional content analysis alone. After conducting a thematic analysis of the selected
assessment artifacts (see Appendix A), several key aspects emerged, shedding light on various
issues and patterns within the assessed artifacts. The analysis has revealed ten (10) themes that

can be summarized as follows:

a) Dysfunctional Assessment Design: Recurring issues in the overall design of
assessments point to inherent problems that need addressing, such as untrained,
constantly replaced, task designers. These issues can be observed in the overall

artifacts structure, task specifications, and scoring methods among many other aspects
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that signal problems related to the assessment design process. The 2011-2012
Makeup Exam (see Appendix A), for instance, includes two gap-filling tasks that
assess the same construct. The items of these two tasks, besides their non-alignment
with the gap-filling tasks specifications, could have been presented in one single task,
instead of two.

Baccalaureate-oriented Construction: The corpus highlights concern regarding the
repeated application of the Baccalaureate English Exam blueprint and drafts for
designing assessments in this ESP context, without adaptation or innovation as in the
case of the FE 2010-2011, the FE 2011-2012, and the ME 2012-2013 (see Appendix
A). The artifacts based on the Baccalaureate English Exam model showed a reliance
on EGP topics, including passage-based tasks that are not necessarily relevant to
learners’ needs in this ESP context. The standardization of these ESP assessments
based on the Baccalaureate English Exam blueprint also influences tasks format and
item development, as exemplified by the FE 2011-2012 requiring students to report
on the number of interrogative sentences in the text.

Content Redundancy: The analysis identified a pattern of recurring tasks, items, and
content, suggesting a lack of diversity and freshness in instructional materials and
evaluative tools. For instance, the extended-production tasks in ME 2010-2011 and
ME 2011-2012 are identical. Moreover, the similarity of items in ME 2011-2012 and
FE 2014-2015 is another example of how tasks and items are cloned in the test design
process.

Lack of Item-Based Tasks: The thematic analysis exposes the absence of item-based
tasks in these artifacts, and particularly MC tasks that are used worldwide to test
reading comprehension. Mainly, comprehension is tested through open-ended

questions and vocabulary-in-context tasks.
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Selected-Response Challenges: The corpus exposes issues related to guessing and
cheating in item-based and selected-response tasks, drawing attention to their
potential vulnerabilities and to their systematic design that takes into consideration
both the context and the purpose (e.g., FE 2013-2014). The low number of items is
not sufficient to provide reliable data on learners’ mastery of the construct being
assessed. The item construction procedures represent another challenge in this very
particular type of tasks, since the test designers have to abide by the task-related
specifications. However, as in the case of the first task in FE 2012-2013, items are
somewhat unclear and blanks can be filled with one or two words depending on the
item. Moreover, the FE 2014-2015, for instance, includes a gap-filling task (Task
N°3) that assesses multiple constructs (see Appendix A).

Usefulness Challenges: Thematic analysis highlights concerns about the authenticity
of assessments, particularly with the overwhelming use of indirect, discrete,
uncontextualized, weak, and non-integrated task formats. Moreover, the analysis
underscores the absence of integrated tasks targeting real-life competencies, which
raises questions about their validity in general. The tested constructs are sometimes
conflictive as they vary from purely linguistic to purely topical, depending on the test
designer. This causes 1% Year CS English exams to be biased towards a group of
students. Eventually, the absence of scoring rubrics and point allocation problems in
assessments emerged as notable challenges in the corpus.

Lack of Speaking and Listening Tasks: Thematic analysis reveals the total absence of
speaking and listening tasks in these exams, signaling a gap in language skill
evaluation. Pronunciation, as shown in the third task of the ME 2010-2011, is
sometimes assessed through indirect methods.

Content and Language Integration Challenges: The corpus showcases fairness issues

related to the integration of content, language, and skills within the assessments. The
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polarity between assessments based on Mathematics (ME 2011-2012; FE 2012-2013;
FE 2014-2015) and the ones based on Computer Science (FE 2017-2018; FE 2018-
2019; FE 2019-2020; FE 2022-2023) is at the core of assessments being unfair to
learners. The ME 2011-2012, FE 2012-2013, and FE 2014-2015 have shown more
ambition to evaluate learners’ topical KSAs than language KSAs. This indicates the
need for a more cohesive approach, authentic, and learner-oriented, approach.
Emphasis on Lower Cognitive Skills: The analysis highlights an emphasis on lower-
order cognitive skills in the examined tasks, potentially limiting the depth of learning
and development. The majority of the selected assessment artifacts are based on
recalling tasks, as shown in the FE 2013-2014, FE 2019-2020, and the FE 2022-
2023). Other tasks required learners to explain ideas, or use information in new
situations, as found in the FE 2012-2013 and the FE 2017-2018. However, no task at
all has asked students to connect various ideas, justify their viewpoints, or produce an
original work.

Assessment Evolution: The analysis points to the evolution in the assessment design
process, with a great variation in the content. This is probably related to the different
backgrounds of each test designer, indicating the need for greater consistency and
reliability. Assessments have evolved through three main stages, the first being the
EGP-based ESP assessment (FE 2010-2011; ME 2010-2011; FE 2011-2012; FE
2012-2013). The second stage is characterized by an over reliance on mathematical
knowledge and skills, as shown in the ME 2011-2012, FE 2012-2013, and FE 2014-
2015. The third and final stage is characterized by its convergence towards computer
science topics and knowledge, not necessarily involving topical skills, illustrated in
the FE 2017-2018, FE 2018-2019, FE 2019-2020, and FE 2022-2023 (see Appendix

A).
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3.2.1.3 Discussion of the Findings

The evaluation of students' language proficiency in English for Specific Purposes (ESP)
is a critical component of higher education, particularly in fields like computer science, where
effective communication in a global context is essential, considering the exponential
development of the field. The following discussion delves into the summative evaluative
practices employed by ESP practitioners at the Faculty of Sciences in Algeria, when evaluating
1st Year Computer Science students during final or makeup exams. To enrich this discussion, we
incorporate findings from category-based and thematic analyses of assessment artifacts,

providing a holistic perspective of the issues and patterns within the examined materials.

The assessments are predominantly criterion-referenced, focusing on measuring students'
mastery of predetermined learning objectives. These assessments follow a paper-based format
with a standard duration of 60 minutes. However, one significant issue revealed by the content
analysis is the absence of feedback provisions, suggesting that these assessments serve solely as
terminal evaluations without a formative dimension. This absence of formative assessment can
hinder students' learning and improvement, particularly when the design process is not iterative
and does not inform curriculum design. What was observed in the ME 2011-2012, FE 2012-
2013, and FE 2014-2015, in addition to the FE 2010-2011, FE 2011-2012, and ME 2012-2013
(see Appendix A) is more of a redundant repetition of tasks and items rather than iteration of the
design process, since these artifacts did not show a real enhancement or innovation. The analysis
of FE 2017-2018, FE 2018-2019, FE 2019-2020, and FE 2022-2023 has revealed that the design
process was somewhat revisited during iterations, since instructions, items, and tasks have been

edited from one artifact to another.
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The thematic analysis brought to light the Department of Mathematics' significant role in
organizing these assessments. While this influence is evident, it can lead to a misalignment
between assessment content and the specific needs of computer science students. The
assessments must be adapted to also meet the requirements of the future students of computer
science domain and mathematics domain as well. The ME 2011-2012, FE 2012-2013, and FE
2014-2015 (see Appendix A) include tasks that would have been better suited for an English as a
Medium for Instruction (EMI) mathematics class, representing another type of class in the ESP
context. However, the primary aim of these ESP exams is to assess the linguistic component
primarily, then the topical component, because they are basically subsequent evaluations of an
English language course. The FE 2017-2018, FE 2018-2019, FE 2019-2020, and FE 2022-2023
rely heavily on the computer science domain and fail at integrating the mathematical component.
However, they do not prioritize topic over language and include ICL tasks that assess both

linguistic and topical constructs.

Assessment tasks typically consist of three to five items covering various language skills,
including vocabulary, grammar, reading, and writing. However, a conspicuous absence of
listening and speaking constructs in the assessment process is noted. This omission raises
questions about the comprehensiveness and authenticity of the assessments, particularly given
the real-world demands on computer science professionals. The analysis has shown that some
tests included indirect pronunciation tests that are not contextualized with a primary focus on

grammar.

The thematic analysis identified ten key themes that highlight various challenges and
issues within the assessment artifacts. The research found recurring issues in the overall design
of assessments, triggered by problems related to untrained, not motivated, and frequently
replaced educators or assessors, as suggested by the literature (see Assassi, 2020). These issues

are reflected in the structure of the assessment artifacts, task specifications, and scoring methods,
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among other aspects. For example, in the 2011-2012 Makeup Exam, two gap-filling tasks assess
the same construct, which could have been presented in a single task, illustrating a lack of
alignment and efficiency in the assessment design. Dysfunctional assessment design affects not
only the reliability and validity of the assessments but also students' perception of the evaluation
process. Inconsistent and poorly designed assessments may lead to frustration and
disengagement among students. This, in turn, can hinder the overall learning and development

experience.

The study identified concerns regarding the repeated application of the Baccalaureate
English Exam model for designing weak and passage-based ESP assessments without adaptation
or innovation (see Benmoussat & Benmoussat, 2018). Teachers are clearly guided by their
subjective beliefs when creating such assessments (see Boubris & Haddam, 2020). This
standardization influences the format and content of tasks, which may not be relevant to the
learners’ needs in the ESP context. Standardized assessments that do not align with the specific
requirements of computer science students may lead to a gap in their language proficiency.
Students may not acquire the language skills necessary for their field, potentially affecting their

future career prospects and global competitiveness.

The thematic analysis also revealed a pattern of recurring tasks, items, and content,
suggesting a lack of diversity and freshness in instructional materials and evaluative tools. For
instance, identical extended-production tasks in different assessment artifacts indicate a
repetitive rather than a reflective-iterative assessment design process. Sometimes, the task format
and items are overused. Content redundancy can lead to a limited exposure to diverse language
contexts and skills. Students may become overly familiar with specific task formats, reducing the
challenge and variety in their assessments. This may limit their language development and

readiness for real-world communication.
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The absence of item-based tasks, particularly multiple-choice tasks, which are widely
used for testing reading comprehension, is a notable concern. The artifacts show that
comprehension is mainly tested through open-ended questions and vocabulary-in-context tasks
that target direct function meanings. The lack of varied item-based tasks can affect the reliability
and practicality of assessments. Open-ended questions, while valuable for assessing deeper
understanding, may be more time-consuming to score. This can lead to delays in providing
feedback, or tendencies towards reducing the number of items, potentially impeding students’
progress. The research brought to light issues related to guessing and cheating in item-based and
selected-response tasks, highlighting vulnerabilities in their design. The low number of items and
unclear item construction procedures may also compromise the reliability of these tasks.
Challenges in selected-response tasks, such as guessing and cheating, can undermine the
integrity of the assessment process. This, in turn, affects the fairness and credibility of students'

language proficiency evaluations.

The thematic analysis raised concerns about the authenticity of assessments due to the
overwhelming use of indirect, discrete, uncontextualized, and non-integrated task formats. The
absence of integrated tasks targeting real-life competencies weakens the assessments' validity
argument. Additionally, the absence of scoring rubrics and point allocation problems emerged as
notable challenges in the artifacts. Assessments that lack authenticity and clear scoring criteria

may leave students uncertain about their performance and how to improve.

The 1% year cohorts in the Algerian context are well known for their massive number of
students, especially in STEM domains. It is, hence, very challenging to manage the instruction
and evaluation of, sometimes up to 800, 1% year students, especially in the Algerian higher
education context where, as reported by research, the lack of qualified and versatile ESP
practitioners is critical. Therefore, it is assumed that most of the issues revealed by the content

and thematic analyses emerge from assessment practicality and available resources. In addition
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to the design of these summative assessments, the test planning, administration, and scoring
procedures are also impacted by practicality. Thus, practicality becomes the locomotive of
assessment usefulness, shadowing validity, reliability, and fairness, and triggering a strong
washback effect. ESP teachers may rely on traditional assessment methods, even when they are
not the most appropriate for the learning objectives, due to a number of factors such as limited
training in assessment methods, lack of access to resources, and heavy workloads (Davidson &

Coombe, 2019; Raffas, 2023).

3.2.1.4 Summary

The summative assessment practices employed by ESP practitioners at the Faculty of
Sciences in Algeria, when evaluating 1st Year Computer Science students, reveal a range of
challenges and issues that warrant careful consideration. The findings signal a significant gap in
ESP teachers’ assessment literacy. The issues, as illuminated by the thematic analysis of
assessment artifacts, have implications not only for the assessment process but also for the
students and their language development. In light of the findings, it is essential for ESP
practitioners to revisit and adapt their assessment practices to better serve the needs of 1st Year
Computer Science students. Stakeholders and policy makers, in addition to researchers and
informed practitioners, have a pivotal role to play in the enhancement of the actual, somewhat
problematic, ESP situation. Assessments with feedback provisions, alignment with the computer
science domain, inclusion of listening and speaking constructs, and addressing the identified
challenges in assessment planning and design can contribute to more effective and authentic
language proficiency evaluations. Ultimately, these improvements will not only benefit students

but also enhance the overall quality of education in the field of computer science.

3.2.2  Classroom Observation
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The qualitative phase also involved a systematic observation of four (04) ESP
practitioners during instruction. These practitioners teach within various departments of the same
Faculty, addressing diverse first-year audiences, which extend beyond Computer Science. The
primary aim was to identify the essential features of classroom formative assessment in these
contexts, thereby contributing additional insights to the discussion concerning their usefulness,
with a particular focus on their impact. The observation was based on the guide described in

Table 2.3 (see Appendix B)

3.2.2.1 Findings

The key findings from the guided classroom observations, which aimed to document the
prevalent formative assessment practices employed by ESP practitioners within the observed
classrooms, are presented below. The observation centered on three ESP practitioners
responsible for 1st-year students from diverse backgrounds. These teachers were selected for

convenience and observed on two separate occasions.

The predominant form of classroom evaluation observed revolved around informal and
unplanned questions posed by teachers. These questions were often prompted by the flow of
instruction and occasionally by the need to regain student focus (e.g., T2-Ob1: "Do you have any
questions?”; T3-Ob2: “Is it clear?”). It is noteworthy that the primary purpose of these questions
did not appear to be the generation of constructive feedback. Instead, they were often employed

to assess students' engagement with the topic.

The observational process revealed a distinct lack of diversity in classroom assessment
tools and strategies. A significant proportion of class time was dedicated to instruction, with
sparse instances of formative assessment, such as practice quizzes and other instructional

activities. T1, in particular, used domain-related cued gap-filling activities and oral quizzes to
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assess learners' understanding, providing authentic assessments that included real-world

contextual examples.

Most of the informal and unplanned questions demonstrated a predominantly formative
character. These questions were typically conducted in English, occasionally incorporating
French or Arabic for clarification of new concepts. The informal questions posed by T2 and T3
indirectly targeted students' linguistic knowledge, encompassing vocabulary, background
knowledge, and self-assessment of their learning progress throughout various instructional
phases. These questions scarcely addressed learners' topical knowledge or their ability to apply
domain-specific skills in practical scenarios. Although feedback was primarily centered on
grammar and pronunciation, it did not offer substantial topical assistance, except in the case of

T1.

All observed teachers demonstrated a shared commitment to providing immediate
feedback to students. T1 employed visual aids and encouraged student participation, fostering an
interactive learning environment. However, T2 and T3 exhibited lower levels of interactivity,
contributing to a more teacher-centered classroom atmosphere. The only instance of planned
formative assessment embedded within the lesson plan was observed in T1's classes. Generally,
the observed classroom assessments did not appear to be integral components of the instructional
process, with a lack of structured instructional activities. On occasion, instruction did include
evaluative elements that primarily tested students' prior knowledge before introducing new

content.

A distinct lack of teacher expertise in interpreting formative assessment data and
adjusting instruction accordingly was noted in the observations of T2 and T3. Conversely, T1
demonstrated proficiency and theoretical knowledge in instructing, evaluating, and providing

feedback. T1's planned instructional assessments were engaging and involved students in the

176



CHAPTER THREE Data Analysis and Discussions

learning process. In the observed sessions, students often assumed passive roles, displaying
limited initiative to ask questions or actively engage in discussions concerning their learning

gaps and needs. In contrast, T1's students exhibited higher interactivity.

T1 successfully integrated formative assessment into the classroom environment, creating
a supportive atmosphere. Classroom tasks were presented using video projectors, with questions
aligned with the evolving instruction. However, T2 and T3 exhibited challenges in adapting to
instruction and assessment, leading to less supportive, somewhat teacher-centered learning
environments. Nevertheless, all observed teachers displayed a readiness to provide additional
instruction when students expressed particular needs. T1, in particular, asked follow-up

questions after offering instructive feedback, fostering a supportive learning environment.

The majority of formative assessment practices within the observed classrooms were
oriented towards providing immediate assistance to students, rather than facilitating a deeper
understanding of the learning process or encouraging reflection on the curriculum. T1
demonstrated a propensity to encourage students to take responsibility for monitoring and
supporting their own learning. This included suggesting that students watch specific YouTube
videos to enhance their understanding of certain grammatical aspects. T1 also informed the
students about the existence of online worksheets on the university e-learning platform (Moodle)

for those who were interested.

These classroom observations illustrate a spectrum of formative assessment practices
among ESP practitioners at the Faculty of Science, Tlemcen University. T1 emerged as a notable
example of embedding formative assessment within the instructional process, encouraging a
supportive and interactive learning environment. Conversely, T2 and T3 appeared to adhere to

traditional, less interactive teaching approaches.

3.2.2.2 Discussion of the Findings
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The essential features of classroom formative assessment in the Algerian Higher
Education ESP context can be discussed based on both the findings and the literature. One of the
most important characteristics of the ESP situation in Algeria is that Algerian HEIs suffer mainly
from the same drawbacks related to the lack of full-time, trained, ESP practitioners (Akkar &
Idri, 2021; Assassi, 2020; Fehaima, 2022; Hadj Djelloul & Melouk, 2022; Khadam, 2023). It can
be said, first, that classroom-based ESP formative assessment should involve a variety of tools
and strategies to cater to the diverse learning needs of the Algerian students. The findings
suggest that T1 was more effective in this regard, using a range of activities such as domain-
related cued gap-filling activities, oral quizzes, and visual aids. Other CATs were seemingly

lacking, limiting the real potential of these ESP courses.

Formative assessment should be integrated with instruction, rather than being seen as a
separate activity. This allows for timely and targeted feedback to be provided to students,
supporting their learning throughout the instructional process. T1 was again more effective in
this regard, embedding planned formative assessment activities within their lesson plans. Such
practices enhance classroom-based assessment validity and reliability, making for a positive

washback effect on learners with targeted, sometimes personalized, feedback.

Teachers should have the expertise to interpret formative assessment data and adjust
instruction accordingly. This requires a deep understanding of the learning process and the
ability to design and implement effective evaluative interventions. T1 demonstrated a higher
level of teacher expertise in this regard, using formative assessment tools and data to inform
instruction and provide tailored feedback to students. The findings also underscore the necessity
of teacher training and the adoption of diversified, structured formative assessment practices that

better align with students' needs and learning objectives.
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Students should be incentivized to actively engage in the formative assessment process.
This also means providing them with opportunities to reflect on their own learning, identify their
strengths and weaknesses, and set goals for improvement. T1 was more effective in promoting
student engagement, encouraging students to take responsibility for their own learning and

providing them with support to do so.

The validity of classroom formative assessment refers to the extent to which it measures
what it is intended to measure. This would involve assessing the extent to which the formative
assessment practices employed by the observed teachers were accurately measuring students'
learning progress. The findings suggest that T1's formative assessment practices were more valid
than those of T2 and T3. This is because T1 used a variety of assessment tools and strategies that
were aligned with the learning objectives, and they provided students with opportunities to
demonstrate their learning in a variety of ways. T2 and T3, on the other hand, relied more
heavily on informal and unplanned questions, which may not have been as effective in assessing

students' learning progress.

The reliability of classroom formative assessment refers to the consistency with which it
measures what it is intended to measure, centering on the extent to which the formative
assessment practices employed by the observed teachers produced consistent results over time.
The findings suggest that T1's formative assessment practices were more reliable than those of
T2 and T3. This is because T1 used a more structured and systematic approach to formative
assessment, with planned assessment activities embedded within their lesson plans. T2 and T3,
on the other hand, relied more on informal and unplanned questions, which may have been more

susceptible to inconsistency.

Classroom-based formative assessment practicality has been identified as another

hindrance to the assessment process. Practicality, in this context, refers to the ease with which
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CATs can be implemented in the classroom, considering the extent to which the formative
assessment practices employed by the observed teachers were feasible and time-efficient. The
massive number of students in 1st year cohorts along with wide lecture halls where instruction
took place do not represent favorable condition for CATs deployment and CATs-based feedback
provision. The findings suggest that T1's formative assessment practices were more practical
than those of T2 and T3. T1 could eventually use a variety of assessment tools and strategies that
were relatively easy to implement and did not require a significant amount of time. T2 and T3,
on the other hand, relied more heavily on informal and unplanned questions, which may not be

best suited for relevant and personalized feedback provision, even if not really time-consuming.

The impact of classroom formative assessment refers to the extent to which it leads to
improved learning outcomes, considering the extent to which the formative assessment practices
employed by the observed teachers helped students to learn more effectively. The findings
suggest that T1's formative assessment practices had a more positive impact on student learning
than those of T2 and T3. This is because T1's assessment practices were more aligned with the
essential features of formative assessment, as they also foster active learning through the
provision of latent feedback based on external instructional material such as worksheets. T1's
students also exhibited higher levels of engagement and interactivity, which are associated with

improved learning outcomes.

3.2.2.3 Summary

The findings of this study suggest that there is a need for ESP practitioners in Algerian
Higher Education to develop a deeper understanding of the essential features of useful ESP
formative assessment and how to implement them in the classroom. T1's formative assessment

practices provide a notable example of how formative assessment can be embedded within the
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instructional process to create a supportive and interactive learning environment that promotes

student engagement and achievement.

3.2.3 Conclusion

The assessment of 1st year computer science students in the ESP context at the Faculty of
Sciences in Algeria is a complex and challenging task. ESP practitioners must balance the need
to assess students' English language proficiency with the need to assess their understanding of
the specific content of their computer science courses. One of the most important aspects of
effective ESP assessment is the use of a variety of tools and strategies. This allows ESP
practitioners to cater to the diverse learning needs of their students and to assess a wide range of

linguistic and topical KSAs.

ESP practitioners should also integrate formative assessment into their instruction. This
allows them to provide timely and targeted feedback to students, supporting their learning
throughout the instructional process. When designing and implementing summative assessments,
ESP practitioners should keep in mind essential theoretical principles such as alignment, validity,
and reliability, among many others. The impact of ESP summative assessment on student
learning is highly significant. Effective ESP assessment can help students to identify their
strengths and weaknesses, set goals for improvement, and develop self-assessment skills, in
addition to becoming more motivated learners which will improve their overall academic and

professional achievement.

ESP teachers at the Faculty of Sciences can play a vital role in supporting the learning of
1st year computer science students by developing and implementing useful assessment practices.

Trained ESP practitioners can create assessments that are valid, reliable, practical, and aligned
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with the learning objectives of their courses. This can have a positive impact on student learning,
helping students to develop the English language skills and knowledge they need to succeed in

their academic and professional careers.

3.3 Planning the Second Phase

The research employs a sequential mixed-methods approach, an approach that combines
both qualitative and quantitative instruments to gain a comprehensive understanding of
evaluative practices in the context of language skills development (Alam & Aktar, 2019; Gogo &
Musonda, 2022; Schoonenboom & Johnson, 2017). This approach allows us to explore the
correlation between ESP practitioners' evaluative practices and learners' language skills

development from diverse perspectives.

This exploratory sequential mixed methods design consists of two distinct phases. The
first phase involves qualitative data collection and analysis, primarily utilizing document
analysis and observation methods. In this phase, an in-depth examination of the first research

question is undertaken, employing coding and thematic analysis to produce key insights.

The insights gained from this initial qualitative phase significantly influence the planning
and execution of the second phase of sequential exploratory research (Almeida, 2018; Berman,
2017; Gogo & Musonda, 2022). The design and administration procedures of the quantitative
instruments used in the present research, including surveys and tests, have taken into
consideration the main findings of the preceding qualitative phase. While this phase may not
have a distinct name, it holds a pivotal role within the sequential exploratory research design. It
is considered a substantial and indispensable component, serving as a bridge between the

qualitative and quantitative aspects of sequential designs.
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3.3.1 Informing the Design of Learners’ Survey

The qualitative findings from this research have pointed out to a significant negative
washback effect on the development of 1st year Computer Science learners' language skills.
These findings have revealed various critical issues, particularly concerning the inherent
dysfunctionality in the design of assessments. Notably, the absence of evaluating listening and
speaking skills in both formative and summative assessments stand out as a primary concern.
Additionally, the standardized task formats, which do not necessarily align with the learners'
needs, further compound the complexities. The involvement of part-time teachers, lacking not
only experience but also training in ESP and assessment practices, adds another layer of

complexity to this situation.

In sequential mixed-methods research, the qualitative data obtained is generally used in
identifying crucial variables and concepts to measure in the subsequent quantitative phase. The
focus of this research revolves around exploring how various factors associated with Computer
Science ESP assessments influence the development of learners' language skills based on their
experiences. Consequently, the design, structure, and variables of the survey were partly

informed by the findings derived from the qualitative phase.

The intensity of the negative washback effect, as suggested by the qualitative findings,
prompted the survey to address a broader population, encompassing 1st, 2nd, and 3rd year
Computer Science students. The data also revealed that the evaluative practices within this
context do not effectively contribute to the development of domain-related language skills. The
variation in their design across academic years, oscillating between extremes on the language-

content continuum, causes lacks in reliability, validity, and fairness.

To discern the extent to which washback influences the teaching-learning experience

based on test-takers' experiences, the survey targets all undergraduate Computer Science
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students. The focus is specifically directed towards the high-stakes Computer Science Final ESP
Exams, taking into account the deficiencies observed in listening and speaking assessments,
particularly in the first year. However, it's crucial to investigate if similar evaluative practices are
employed in other academic levels or if ESP assessments at different levels have varying

impacts.

The survey primarily revolves around the many factors linking ESP assessment to the
development of learners' language skills. These factors include the overall exam procedures
within the given context, as well as learners' self-perception of how exams have contributed to
their general or domain-specific language skills development. Importantly, the qualitative data
have been pivotal in creating survey items that invite learners to rate their agreement with given

statements using a Likert scale.

3.3.2 Informing the Design of the Tests

The initial qualitative phase within this sequential exploratory research design has
revealed insights through content and thematic analyses regarding the drawbacks within ESP
assessment design. These identified issues span every facet of evaluation, encompassing content,
targeted proficiency, task formats, and the overarching approach to ESP testing. While some
artifacts reflect a baccalaureate model with a more traditional approach to language testing,
heavily criticized in the literature, others follow a sophisticated form of testing known as
Integrated Content and Language (ICL) assessment, combining language proficiency with

content-specific knowledge and skills.

Artifacts rooted in the baccalaureate model exhibit a lack of alignment with learners'
needs, particularly those tailored towards international market demands. They inherently embed
numerous drawbacks that impede their usefulness in an ESP context, failing to facilitate the

development of learners' language proficiency. Assessments inspired by the baccalaureate-model
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English exam, whether text-based or not, lack innovation and development, ultimately failing to

propel learners' language proficiency to a higher level.

The findings have also revealed some mathematics-based assessments that combine
language and content, aligning with modern theories on ESP and ICL. However, these
assessments were found to sometimes emphasize mathematics over language in an English
language course, which is concerning as it does not fairly evaluate students based on their
language proficiency. Additionally, other forms of ICL assessment observed during the artifacts
analysis show a commitment to a specific domain, such as Computer Science, using it as a
framework to evaluate students' linguistic skills. Nevertheless, these assessments are marked by
redundancy in task formats and a lack of substantial authenticity, failing to present a real-life,

domain-specific use case of the English language.

The qualitative data derived from these analyses informed the creation of two tests
administered to first-year Computer Science students in the subsequent quantitative phase. The
first test, referred to as the "generic" test, shares characteristics and similarities with the analyzed
artifacts, mainly offering simple instructions, scarce information on scoring procedures, and
lacking feedback provisions (see Appendix E). On the other hand, the second test, or the ICL test
(see Appendix F), aligns more closely with modern ESP and ICL assessment theories. This test,
tailored to a language course in a Computer Science (ESP) context, prioritizes language over
content and integrates topical skills and knowledge in a more authentic approach that caters to

professional market needs.

Overall, both tests are narrowly dependent a domain-related topic i.e., requirements
elicitation. The qualitative insights primarily influenced the design of the generic test, while the
ICL test was crafted based on state-of-the-art assessment theory. The qualitative data served to

identify drawbacks in the actual ICL evaluative practices such as the lack of MC tasks, prompts,

185



CHAPTER THREE Data Analysis and Discussions

and scoring rubrics, in addition to feedback, to guide the design of the second test and prevent
the recurrence of these deficiencies. Both tests conclude on an ICL culminating competency that

is elicited through a limited-production dialogue-completion task.

Additionally, the tests cover the same constructs but are somewhat presented differently.
The generic test, however, does not include a task that integrates topical knowledge and skills
through reading, besides feedback provisions. Therefore, the maximum achievable score in the
Generic Test (30 points) and its duration (90 minutes) are inferior to the maximum achievable
score in the ICL Test (35 points) and its duration (120 minutes). One could intuitively assume
that this difference, in terms of maximum achievable points, would eventually bias the data,
especially when expressing the scores using the Algerian grading system, which ranges from 0 to

20.

The final grades will be calculated based on algebraic proportionality, expressing equality
between ratios. For instance, if the ratios a/b and c/d are equal, the relationship between a and b
will be the same as the relationship between ¢ and d. In this sense, proportions are used to solve
problems where one of the four quantities is unknown. To solve a proportion, cross-
multiplication and division are used. This means multiplying the numerator of one ratio by the
denominator of the other ratio and dividing by the remaining enumerator or denominator. The

equations below show how students’ final grades were calculated for both tests.

- Generic Test Grade Calculation: GTG = (GTS * 20) / 30

Where: GTG represents the Generic Test Grade; GTS represents the Generic Test
Score (obtained by the learner); 20 represents the highest grade in the Algerian

grading system; and 30 represents the highest achievable score.

- ICL Test Grade Calculation: ITG = (ITS * 20) / 35
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Where: ITG represents the ICL Test Grade; ITS represents the ICL Test Score
(obtained by the learner); 20 represents the highest grade in the Algerian grading

system; and 35 represents the highest achievable score.

Furthermore, the culminating tasks from both tests, which are the most relevant to the
present research, are scored using the same scoring rubric (with a maximum of 15 points).
Hence, the data from both tasks will not be influenced by the difference in the maximum
achievable scores, maintaining reliability and validity. Ultimately, learners’ scores from the third
enabling task in the ICL test can also be put aside to demonstrate the reliability and validity of

the data.

3.3.3 Conclusion

The qualitative insights played a fundamental role in informing the planning and
execution of the subsequent quantitative phase, particularly in the design of surveys and tests.
These instruments were tailored to address the identified deficiencies, targeting a wider
population including 1st, 2nd, and 3rd year Computer Science students, aiming to understand the
impact of ESP assessments on language skills development. Moreover, the qualitative data
significantly contributed to the creation of survey items that prompted learners to rate their
agreement with given statements, allowing a deeper understanding of the complex relationship
between ESP assessments and language skills. Similarly, the insights gained from the first phase
guided the formulation of two distinct tests - the "generic™" and "ICL" tests. While the "generic"
test mirrors standardized approaches with limited feedback provisions, the "ICL" test, rooted in
contemporary ESP and ICL theories, integrating professional market needs into its assessment

framework.

By synthesizing these qualitative findings into tangible elements of the quantitative

design, this research not only illuminates the existing deficiencies within ESP assessments but
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also endeavors to pave the way for more authentic, fair, and aligned evaluative practices. The
iterative and integrative nature of this approach marks a significant stride toward understanding
the intricate dynamics between assessment designs and language skills development in the

context of Computer Science ESP education.

3.4 Quantitative Phase

This subsequent quantitative phase focused on collecting data through a survey and a test.
This phase aimed to address the second research question related to learners' perceptions of ESP
final exams and their experiential feedback concerning its impact on the growth of language and

topical knowledge and skills: How do learners experience ESP assessment?

3.4.1 Learners’ Survey

The second phase started by administering a survey to undergraduate students majoring
in Computer Science, encompassing those in their first (1st), second (2nd), and third (3rd) years
of study. The principal aim was to investigate students' perspectives on ESP final exams, with a
specific emphasis on gathering their experiential feedback regarding how these exams
contributed to the enhancement of their language proficiency, subject-specific knowledge, and

skill development.

3.4.1.1 Findings

After conducting a three-week online survey, responses from a total of 367 participants
were received. The primary group of respondents comprised first-year Computer Science
students, constituting 43% of the total with 157 students. Second-year Computer Science
students followed, representing 31% of the participants, including 114 individuals. Lastly, 96
third-year Computer Science students, making up 26% of the total respondents, contributed to

the survey.
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Each item of the survey rubrics is explained below, and the findings are initially

presented in tables using systematically cleaned data. Owing to the online survey's structured

format, no incomplete or invalid data needed identification or removal. Furthermore, to enhance

data readability and comprehension, all data points were rounded to the nearest integer,

considering the insignificance of decimal places in this context.

3.41.1.1 Exam Procedures

Item N°1: “The instructions for completing the English exam are clear.”

This item asked learners to rate how clear and easy to understand the instructions for
completing the English exam were. If learners give this item a high rating, it means
that they were able to understand the instructions without any difficulty and were able
to complete the exam as instructed. If learners give this item a low rating, it means
that they found the instructions to be confusing or difficult to understand, and this
may have made it difficult for them to complete the exam accurately. Findings from
Item N°1 are presented in Table 3.1.

Item N°2: “The English examination process is organized.”

This item asked learner to rate how well-organized the English exam process was.
This includes things like the clarity of the exam schedule, the availability of seating,
and the efficiency of the check-in and check-out procedures. If learners give this item
a high rating, it means that they found the exam process to be smooth and efficient. If
learners give this item a low rating, it means that they experienced problems with the
exam process, such as long wait times, confusion about where to go, or difficulty
finding a seat. Findings from Item N°2 are presented in Table 3.1.

Item N°3: “The English exam invigilators are professional.”
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This item asked learners to rate how professional the English test invigilators were.
This includes things like the invigilators' attitude, helpfulness, and fairness. If learners
give this item a high rating, it means that they felt that the invigilators were doing
their job well and that they were creating a positive and supportive environment for
the test-takers. If learners give this item a low rating, it means that they had negative
experiences with the invigilators, such as the invigilators being disruptive or
unhelpful, or unfair in enforcing the exam rules. Findings from Item N°3 are
presented in Table 3.1.

Item N°4: “l am allotted enough time to complete the English exam.”

This item asked learners to rate whether they had enough time to complete the
English exam. If learners give this item a high rating, it means that they felt that they
had enough time to answer all of the questions and to review their answers before the
end of the exam. If learners give this item a low rating, it means that they felt rushed
or that they did not have enough time to complete the exam to the best of their ability.
Findings from Item N°4 are presented in Table 3.1.

Item N°5: “I have problems with the English exam materials.”

This item asked learners to report any problems they had with the test materials, such
as missing pages and illegible input. If learners give this item a high rating, it means
that they did not have any problems with the test materials. If learners give this item a
low rating, it means that they had problems with the test materials that may have
interfered with their ability to complete the exam accurately. Findings from Item N°5

are presented in Table 3.1.

Table 3. 1Learners’ Satisfaction with the English Final Exam Procedures

Items Data Strongly Agree  Neutral Disagree Strongly
Agree Disagree
Clarity % 9%  40% 13% 34 % 4%
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N° 33 148 47 124 15
Organization % 22%  52% 16% 9% 1%
N° 82 191 59 31 4
Professionalism % 28% 33% 13% 15% 11%
N° 103 122 46 55 41
Duration % 37% 32% 4% 18% 9%
N° 135 117 14 68 33
Test Material Related Issues % 9% 17% 7% 50% 17%
N° 31 61 26 184 63

3.4.1.1.2 Reading Skill Assessment and Development

Item N°1: “The exam assesses my ability to read and understand different types of
texts, such as news articles, academic essays, and fiction.”

This item assesses whether the exam is representative of the types of texts that
learners are likely to encounter in the real world. If learners feel that the exam is only
assessing their ability to read and understand certain types of texts, they may not feel
confident in their ability to apply their reading skills to a variety of situations.
Findings from Item N°1 are presented in Table 3.2.

Item N°2: “The exam assesses my ability to identify the main ideas and supporting
details in a text.”

This item assesses whether the exam targets learners' ability to understand the key
concepts and information presented in a text. If learners are unable to identify the
main ideas and supporting details in a text, they will struggle to functional meanings
the text accurately. Findings from Item N°2 are presented in Table 3.2.

Item N°3: “The exam assesses my ability to draw inferences and conclusions from a
text.”

This item assesses whether the exam tests learners' ability to go beyond the functional
or literal meaning of a text and to make their own interpretations, negotiating implied
meanings. If learners are unable to draw inferences and conclusions from a text, they

will be limited in their ability to think critically about the text and to apply their
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understanding of the text to new situations. Findings from Item N°3 are presented in

Table 3.2.

Item N°4: “The exam assesses my ability to identify and understand the author's
purpose and point of view in a text.”

This item assesses whether the exam includes learners' ability to negotiate pragmatic
meanings. If learners are unable to identify and understand the author's purpose and
point of view, they may misinterpret the text or miss out on important nuances in the

author's argument. Findings from Item N°4 are presented in Table 3.2.

Table 3. 2Exam Design and Learners’ Reading Skill Development

Items Data Strongly Agree Neutral Disagree Strongly
Agree Disagree
Authenticity / Diversity % 10% 17% 42% 24% 7%
N° 37 62 154 88 26
Direct Functional Meanings % 17% 51% 11% 17% 4%
N° 63 186 39 64 15
Implied Functional Meanings % 7%  27% 36% 16% 14%
N° 27 97 133 58 52
Implied Pragmatic Meanings % 2% 5% 13% 52% 28%
N° 7 19 47 193 101

3.4.1.1.3 Writing Skill Assessment and Development

Item N°1: “The exam assesses my ability to write clear and concise sentences and
paragraphs.”

This item assesses whether the exam targets learners' ability to communicate their
ideas effectively in writing. If learners are unable to write clear and concise sentences
and paragraphs, their writing may be difficult to understand and meanings may not be
communicated effectively. Findings from Item N°1 are presented in Table 3.3.

Item N°2: “The exam assesses my ability to organize my thoughts and ideas in a
logical way.”

This item assesses whether the exam tests learners' ability to write clear and well-

structured essays. If learners are unable to organize their thoughts and ideas in a
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logical way, their writing may be disorganized and difficult to follow, again impeding
meaning. Findings from Item N°2 are presented in Table .3.

Item N°3: “The exam assesses my ability to use appropriate grammar and
vocabulary.”

This item assesses whether the exam targets learners' writing skills and their ability to
use language correctly. If learners are unable to use appropriate grammar and
vocabulary, their writing may lack clarity and appropriateness. Findings from Item
N°3 are presented in Table 3.3.

Item N°4: “The exam assesses my ability to write in different genres, such as essays,
reports, and letters.”

This item assesses whether the exam considers learners' versatility as writers. The
ability to write in different genres is essential for success in many different types of
writing, from academic essays to professional letters. Findings from Item N°4 are

presented in Table 3.3.

Table 3. 3Exam Design and Learners’ Writing Skill Development

Items Data Strongly Agree  Neutral Disagree Strongly
Agree Disagree
Topical Control % 15% 37% 6% 8% 34%
N° 55 135 21 29 127
Rhetorical Control % 14% 38% 5% 6% 37%
N° 51 141 17 21 137
Language Accuracy % 28% 42% 22% 5% 3%
N° 104 153 79 18 13
Authenticity / Diversity % 3% 10% 21% 50% 16%
N° 12 37 77 183 58

3.4.1.1.4 Speaking Skill Assessment and Development

Item N°1: “The exam assesses my ability to speak clearly and fluently on a variety of
topics.”

This item assesses whether the exam targets learners' ability to communicate their

ideas effectively in a variety of situations. If learners are unable to speak clearly and
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fluently, they may have difficulty communicating their ideas in class, in job
interviews, and in other social and professional settings. Findings from Item N°1 are
presented in Table 3.4.

e Item N°2: “The exam assesses my ability to use appropriate grammar and vocabulary
in speech.”

This item assesses whether the exam focuses on learners' speaking skills and their
ability to use language correctly. If learners are unable to use appropriate grammar
and vocabulary in speech, their communication may be unprofessional and difficult to
understand. Findings from Item N°2 are presented in Table 3.4.

e Item N°3: “The exam assesses my ability to organize my thoughts and ideas in a
logical way when speaking.”

This item assesses whether the exam targets learners' ability to deliver clear and well-
structured presentations and speeches. If learners are unable to organize their thoughts
and ideas in a logical way, their speaking may be disorganized and difficult to follow.

Findings from Item N°3 are presented in Table 3.4.

e Item N°4: “The exam assesses my ability to interact with others in a conversation.”

This item assesses whether the exam targets learners' social skills and their ability to
participate in conversations effectively. If learners are unable to interact with others in
a conversation, they may have difficulty building relationships and working

collaboratively with others. Findings from Item N°4 are presented in Table 3.4.

Table 3. 4Exam Design and Learners’ Speaking Skill Development

Items Data Strongly Agree  Neutral Disagree Strongly

Agree Disagree
Topical Control % 0% 0% 1% 38% 61%
N° 0 0 5 138 224
Language Accuracy % 0% 0% 1% 38% 61%
N° 0 0 4 139 224
Rhetorical Control % 0% 0% 1% 38% 61%
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N° 0 0 2 140 225
Authenticity / Diversity % 0% 0% 0% 38% 62%
N° 0 0 0 139 228

3.4.1.1.5 Listening Skill Assessment and Development

Item N°1: “The exam assesses my ability to understand spoken language in a variety
of contexts, such as lectures, conversations, and presentations.”

This item assesses whether the exam focuses on learners' ability to understand spoken
language in a variety of real-world situations. If learners are unable to understand
spoken language in a variety of contexts, they may have difficulty following lectures,
participating in conversations, and understanding presentations in academic or
professional situations. Findings from Item N°1 are presented in Table 3.5.

Item N°2: “The exam assesses my ability to identify the main ideas and supporting
details in a spoken passage.”

This item assesses whether the exam considers learners' ability to follow the main
thread of a spoken passage and to understand the key points that are being made. If
learners are unable to identify the main ideas and supporting details in a spoken
passage, they may have difficulty remembering the information that they have heard
and they may not be able to construct knowledge based on listening. Findings from
Item N°2 are presented in Table 3.5.

Item N°3: “The exam assesses my ability to draw inferences and conclusions from a
spoken passage.”

This item assesses whether the exam targets learners' ability to go beyond the direct
functional meanings of a spoken passage and to make their own interpretations. If
learners are unable to draw inferences and conclusions from a spoken passage, they
may miss out on important nuances in the spoken message and they may not be able
to apply their understanding of the passage to new situations. Findings from Item N°3
are presented in Table 3.5.
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Item N°4: “The exam assesses my ability to follow instructions and complete tasks
based on spoken information.”

This item assesses whether the exam tests learners' ability to understand and follow
spoken instructions. If learners are unable to follow instructions and complete tasks
based on spoken information, they may have difficulty succeeding in academic and
professional settings where they are required to follow verbal instructions. Findings

from Item N°4 are presented in Table 3.5.

Table 3. 5Exam Design and Learners’ Listening Skill Development

Items Data Strongly Agree  Neutral Disagree Strongly

Agree Disagree
Authenticity / Diversity % 0% 0% 0% 35% 65%
N° 0 0 2 127 238
Direct Functional Meanings % 0% 0% 0% 35% 65%
N° 0 0 1 125 241
Implied Functional Meanings % 0% 0% 0% 35% 65%
N° 0 0 1 125 241
Implied Pragmatic Meanings % 0% 0% 0% 31% 69%
N° 0 0 1 113 253

3.4.1.1.6Language Skills in Specific Domain

Item N°1: “The English exam prepared me for using language in Computer Science
academic domain such as reading papers, following an online course, or participating
to a conference.”

This item assesses whether the exam targets learners' ability to use language
effectively in Computer Science academic settings. This includes being able to read
and understand research papers, follow online courses, and participate in conferences.

Findings from Item N°1 are presented in Table 3.6.

Item N°2: “The English exam prepared me for using language in Computer Science
professional domain such as writing a professional document, presenting a solution,
and eliciting needs.”

This item assesses whether the exam tests learners' ability to use language effectively

in Computer Science professional settings. This includes being able to write
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professional documents, analyze problems, and present solutions. Findings from Item
N°2 are presented in Table 3.6.
e Item N°3: “The English exam prepared me for using language in Computer Science

socio-professional domain such as interacting with colleagues, interacting with
customers, and freelancing.”

This item assesses whether the exam fostered learners' ability to use language
effectively in Computer Science socio-professional settings. This includes being able
to interact with colleagues, customers, and other stakeholders. Findings from Item

N°3 are presented in Table 3.6.

e Item N°4: “The English exam helped me to achieve my domain-related language
learning goals.”

This item assesses learners' overall satisfaction with the exam's ability to prepare
them for their language learning goals in the Computer Science domain. Findings

from Item N°4 are presented in Table 3.6.

Table 3. 6Exam Design and Language Skills in Domain-specific Situations

Items Data Strongly Agree Neutral Disagree Strongly

Agree Disagree
Academic TLU Domain % 0% 0% 8% 25% 67%
N° 0 1 29 93 244
Professional TLU Domain % 0% 1% 7% 23% 69%
N° 0 5 27 84 251
Social-Interactional TLU Domain % 0% 0% 5% 24% 71%
N° 0 0 18 89 260
Domain-related Language % 0% 4% 9% 31% 56%
Learning Goals N° 0 16 33 115 203

3.4.1.2 Discussion of the Findings

The survey data reveal that the overall procedures for the English Final Exam exhibit a
rather high degree of effectiveness and practicality. Across three distinct academic levels, the
majority of participants did not report significant negative experiences concerning the

administration of the exam. Nevertheless, the data underscores concerns regarding learners'
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comprehension of instructions, which play a pivotal role either in facilitating or impeding task
completion and overall performance (Table 3.1; Figure 3.1). This points toward potential issues
in assessment design and task specifications, possibly indicating a reliance on standardized task

formats among learners.

Figure 3. 1Learners’ Satisfaction with Exam Procedures
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Approximately a quarter of the participants highlighted concerns related to exam
organization and invigilation, suggesting a potential adverse impact on the psychological state of

test-takers. Most respondents conveyed that the English Final Exam does not operate as a speed
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test, emphasizing that respondents believe they receive sufficient time to complete the exam.
Furthermore, the findings indicate that the test materials themselves did not significantly impede
participants’ ability to accurately finish the exam. The essence of any successful exam lies in the
execution of its procedures. Therefore, it is plausible to infer that the administration's procedures
represent the most practical and achievable strategy, given the contextual realities influencing the

exam, such as legal stipulations, the student population, and the availability of ESP practitioners.

The survey findings illuminate a significant shortfall in addressing learners' receptive
language skills. A considerable portion of respondents exhibited genuine uncertainty regarding
whether the English Final Exam adequately evaluates their capacity to comprehend various types
of written texts (Table 3.2). This indecision might stem from a lack of information, hindering the
formation of a decisive opinion. Conversely, respondents did not avoid disclosing their true
opinion on the assessment of learners' ability to comprehend spoken language in diverse contexts
(Table 3.5). Strikingly, not a single respondent conveyed a positive opinion regarding the
assessment of listening skills. This underscores the gravity of the issue, prompting strong

opinions among the participants (Table 3.5).

Beyond the absence of any kind of listening assessment, the results indicate that the
evaluation of reading skills predominantly emphasizes the interpretation of direct, functional
(literal) meanings within texts, encompassing main ideas and supporting details. This focus
suggests significant limitations in both assessing and supporting learners' reading capabilities, as
it requires a sole concentration on the surface structure of written discourse to complete
comprehension tasks. Moreover, participants did not uniformly concur regarding the assessment
of their ability to make inferences, identify differing viewpoints, and synthesize conclusions

based on their reading experiences (Table 3.2).
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Figure 3.2, below, juxtaposes the outcomes derived from the third rubric (focused on
reading skill assessment and development) and the sixth rubric (pertaining to listening skill
assessment and development). This juxtaposition reveals a consistent pragmatic approach
guiding ESP assessment design in the 2" and 3" year Computer Science as well. The absence of
listening assessments and the ineffective consideration of learners' reading skills both contribute
to a substantial negative impact, particularly when compounded by a traditional testing cycle

occurring four times annually.

Figure 3. 2Learners’ Receptive Skills Assessment

Learners’ Receptive Skills Assessment
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Furthermore, the research findings also underscore the inadequacies in addressing
learners’ productive language skills. The feedback polarity evident in the initial item of the fourth
rubric (focused on writing skill assessment and development), as shown in Table 3.3, highlights
a consistent failure in ESP Final Exams to effectively evaluate students’ ability to construct clear
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and concise sentences and paragraphs. Participants have noted that the emphasis in writing tasks
leans more toward assessing grammatical accuracy and vocabulary usage rather than fostering
skills in diverse genres such as essay and report writing, or the organization of ideas and
arguments in a coherent manner. These insights significantly reflect the underlying assessment

design, which appears heavily reliant on item-based and selected-response task formats.

The consensus among participants strongly indicates that the utilization of learners'
writing skills predominantly revolves around showcasing grammatical and lexical knowledge.
This narrow focus overlooks learners' proficiency in constructing sentences, let alone higher-
level tasks like essays and other writing genres. Consequently, learners are primarily tasked with
filling in correct grammatical forms and vocabulary, presenting a significant setback in both
assessing and cultivating their writing skills, which subsequently impacts their ability to develop

proficient writing abilities.

Participants did not hold back in expressing their views on the incorporation of learners'
ability to orally articulate thoughts clearly and fluently across a range of topics (Table 3.4).
Strikingly, not a single respondent reported on the inclusion of speaking assessments in ESP
Final Exams. The lack of neutral opinions further indicates that participants consider this issue
important enough to elicit a strong collective opinion (Table 3.4). Additionally, the results reveal
that neither second-year nor third-year students' speaking skills are subject to assessment, and,

therefore, to motivated and self-initiated development.

Figure 3.3 draws a link between the outcomes derived from the fourth rubric (concerning
writing skill assessment and development) and the fifth rubric (pertaining to speaking skill
assessment and development). This juxtaposition indicates a somewhat parallel understanding
guiding ESP practitioners, underpinned by pragmatic considerations in ESP assessment,

alongside influential contextual factors. The lack of speaking assessments and the limited
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evaluation of learners' writing skills both contribute significantly to a strong negative washback,

especially when compounded by the same recurrent and formal testing tradition.

Figure 3. 3Learners’ Productive Skills Assessment
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The study findings were also used to gauge the intensity of respondents' opinions on the
use of language skills within the Computer Science domain and the extent to which these skills

are addressed by ESP assessments (Figure 3.4; Table 3.6). Participants conveyed that the current
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ESP Final Exams inadequately equip them for using language within the academic domain of
Computer Science. This deficiency suggests a lack of focus on fostering learners' capabilities in

comprehending research papers, engaging with online courses, and participating effectively in

academic conferences.

Figure 3. 4Learners’ Satisfaction and Domain-related Linguistic Needs
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Learners’ Satisfaction and Domain-related Linguistic Needs
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Furthermore, the ESP Final Exams were shown to neglect preparing learners for using
language within the professional domain of Computer Science as well. Proficiencies required for
writing professional documents like user guides and presenting software solutions appear to be
largely marginalized in the assessment design process. Additionally, learners are not adequately
prepared for using language within the socio-professional realm of Computer Science, which

involves training and assessment based on the quality of interactions with both colleagues and

customers.
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The scarcity of positive and neutral opinions in this specific rubric underscores the depth
of consideration given by respondents to both sides of the issue. This basically indicates a
significant misalignment between ESP assessment and learners' actual needs. A considerable
majority of respondents (87%) expressed a consensus that ESP assessment did not effectively
contribute to their achievement of language learning goals within their specific domain. This
discrepancy implies that students feel compelled to revise and prepare for exams that do not
address their linguistic and topical needs and objectives. Such a scenario significantly impacts
learners’ motivation to engage in language learning and influences their priorities while
preparing for final evaluations. This impact is particularly intensified as second and third-year

ESP assessments share similar shortcomings.

3.4.1.3 Summary

The comprehensive analysis of survey data reveals a number of insights regarding the
ESP assessment efficacy, alignment with learners' needs, and overall impact on language
proficiency and domain-specific competencies. The analysis and discussion encompassed the
examination of administration procedures, assessment of receptive and productive language

skills, and alignment of exam content with the demands of the Computer Science domain.

Administering the survey across three academic levels provided a nuanced understanding
of the strengths and limitations inherent in the Computer Science English Final Exam
procedures. While the exams were generally regarded as effectively administered and non-time-
pressured, concerns regarding learners’ comprehension of instructions and the absence of a
listening assessment were prominent. This shed light on potential issues in assessment design
and the need for a more comprehensive approach to evaluating receptive language skills,
particularly in reading and listening comprehension. The study also illuminated significant

deficiencies in the assessment of learners' productive language skills. The narrow focus on
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grammatical accuracy and vocabulary usage in writing tasks neglected the development of
intermediate to advanced writing competencies, such as essay writing and coherent
argumentation. Moreover, the absence of speaking assessments indicated a remarkable oversight
in evaluating and fostering oral communication skills across various topics, contributing to a

substantial negative impact on learners' skill development.

Participants expressed a consensus that the current ESP assessments did not align with
their specific language learning goals within the Computer Science domain. The lack of
emphasis on comprehending research papers, engaging in professional communication, and
interacting effectively in both academic and socio-professional contexts unveiled a significant
misalignment between the assessment content and learners' actual needs. The findings, with an
overwhelming majority (87%) of respondents expressing dissatisfaction with the alignment of
the assessments with their language learning objectives, highlight the considerable impact on
learners’ motivation and examination preparation strategies. These discrepancies underscore a
critical need for a more comprehensive and contextualized approach to ESP assessment design,
one that aligns more effectively with the specialized language and communication requirements
within the Computer Science domain. It is imperative for future assessment frameworks to
address these identified shortcomings, considering the pivotal role language proficiency plays in

the academic and professional development of Computer Science students.

3.4.2 The Test

The second phase continued with a testing procedure targeting first (1st) year students
majoring in Computer Science (1). This procedure included a generic test, based on the
qualitative findings, and an ICL test based on the LOA framework (Turner & Purpura, 2016) and
the MOM of L2 proficiency (Purpura & Dakin, 2020). The principal aim was to offer more

insight into the impact these two assessment approaches on learners’ experience and
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performance, facilitating the discussion regarding their impact on language proficiency, subject-

specific knowledge, and skill development.

3.4.2.1 Findings

The participation of 76 first-year Computer Science students was recorded, as estimated
previously on the registration list. The students were divided into two groups, with 38 students
each: one group took the Generic Test, and the other group took the ICL Test. Further
subdivision resulted in two subgroups within each main group, consisting of 19 students each.
Notably, there were no absences, and the attendance matched the initial registration list, with no

additional students beyond the recorded ones.

The detailed data derived from the ICL and Generic Tests for analysis and discussion is
presented in Table 3.7 and Table 3.8 below. This information encompasses students' scores in
reading comprehension (RC) tasks, grammar tasks, algorithms through reading tasks (Algo RC),
and ICL writing tasks. Additionally, the tables provide insights into the GTS, GTG, ITS, and ITS
scores achieved by the students. Considering the pre-established conditions of the experiment, no
incomplete or invalid data needed identification or removal. Furthermore, to enhance data
readability, all GTG and ITG data points were expressed using only two decimals, considering

the insignificance of the other decimal places in this context.

Table 3. 7ICL Test Students’ Scores

Student RCIT GRIT Algo ICLWTIT  ITS Net ITG Net ITG
(*/5) (*/10) RC  (*/15) (*/35) 1T1s  (*/20) (*/20)
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(*/5) (*/20)
1l 5 9 5 9 28 23 16,00 15,33
21 5 8 5 8 26 21 14,86 14,00
31 5 7 5 9 26 21 14,86 14,00
41 4 5 5 6 20 15 11,43 10,00
51 5 8 4 8 25 21 14,29 14,00
6l 4 6 4 7 21 17 12,00 11,33
71 5 9 3 9 26 23 14,86 15,33
8l 5 10 5 11 31 26 17,71 17,33
9l 3 4 4 7 18 14 10,29 9,33
101 5 9 5 10 29 24 16,57 16,00
111 5 8 5 8 26 21 14,86 14,00
12] 5 9 5 9 28 23 16,00 15,33
131 5 10 5 10 30 25 17,14 16,67
14| 5 7 5 8 25 20 14,29 13,33
151 5 8 4 8 25 21 14,29 14,00
16l 4 6 4 7 21 17 12,00 11,33
171 5 9 5 11 30 25 17,14 16,67
18I 5 7 4 9 25 21 14,29 14,00
191 3 3 5 6 17 12 9,71 8,00
201 5 10 5 13 33 28 18,86 18,67
211 5 8 5 10 28 23 16,00 15,33
221 4 6 4 8 22 18 12,57 12,00
231 5 10 5 11 31 26 17,71 17,33
241 5 7 5 9 26 21 14,86 14,00
251 4 7 4 7 22 18 12,57 12,00
26l 5 7 5 9 26 21 14,86 14,00
271 5 6 4 8 23 19 13,14 12,67
28I 4 6 3 8 21 18 12,00 12,00
291 3 5 4 7 19 15 10,86 10,00
301 5 8 4 9 26 22 14,86 14,67
311 5 9 5 10 29 24 16,57 16,00
321 5 8 5 10 28 23 16,00 15,33
33l 5 8 5 8 26 21 14,86 14,00
341 5 10 5 11 31 26 17,71 17,33
351 3 6 4 6 19 15 10,86 10,00
36l 5 7 5 9 26 21 14,86 14,00
371 2 4 3 6 15 12 8,57 8,00
38I 5 10 5 11 31
26 17,71 17,33

Table 3. 8Generic Test Students’ Scores

Student RC (*/5) Grammar (*/10) ICL Writing GTS (*/30) GTG (*/20)
Task (*/15)
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2G 3 6 5 14 9,33

4G 5 10 8 23 15,33

6G 4 5 4 13 8,67

8G 5 8 7 20 13,33

10G 4 6 6 16 10,67

12G 2 2 3 7 4,67

14G 4 3 5 12 8,00

16G 4 6 6 16 10,67

18G 4 4 5 13 8,67

20G 5 9 8 22 14,67

22G 3 4 4 11 7,33

24G 3 2 4 9 6,00

26G 4 5 5 14 9,33

28G 5 9 8 22 14,67

30G 2 3 5 10 6,67

32G 3 3 5 11 7,33

34G 4 9 7 20 13,33

36G 3 3 5 11 7,33

38G 5 10 8 23 15,33

Table 3.9 provides an overview of the data, presenting key statistical measures of
central tendency such as the mean, the trimmed mean, the median, and the mode. These

statistical summaries not only offer valuable insights into the distribution of data but also shed
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light on additional variability characteristics. The table includes details on the standard deviation,

variance, and range of the collected data.

Table 3. 9Test Scores Central Tendency and Variability

Measures RCGTS RCITS GR GR Algo ICLWT ICLWT GTS ITS Net GTG ITG Net

GTS ITS RC GTS ITS ITS ITG
ITS

Mean 3,95 455 6,84 7,47 4,53 5,84 8,68 16,63 25,24 20,71 11,09 14,42 13,81

10%

Trimmed

Mean 4,00 461 6,89 7,56 4,56 5,83 8,64 16,72 25,31 20,75 11,15 14,46 13,83

Median 4 5 6,5 8 5 6 9 16 26 21 10,67 14,86 14,00

Mode 5 5 6 8 5 5 9 15 26 21 10 14,86 14

Standard

Deviation 1,11 080 2,02 184 0,65 1,59 1,66 443 439 4,03 295 2,51 2,68

Variance 1,24 0,63 4,08 3,39 042 2,51 2,76 19,59 19,27 16,21 8,71 6,29 7,20

Range 4 3 S 7 2 3 7 18 18 16 12 10,29 10,67

The Generic Test results reveal that the mean scores for GTS and GTG converge toward
the average, resulting in a 68% success rate (Table 3.9; Table 3.8). Despite a high number of
students passing the Generic Test, their results are predominantly concentrated around the
average test score and grade. In contrast, the ICL Test results demonstrate that the mean scores
for ITS and ITG are significantly higher, converging toward the maximum achievable score and
grade (Table 3.9; Table 3.7). Notably, the success rate is 94% for students who took the ICL

Test, which indicates a better performance.

The Net ITS and Net ITG represent ICL Test scores and grades, excluding data from the
third task of the ICL Test, thereby balancing the maximum achievable scores and grades in both
tests. While the Net ITS and Net ITG means are slightly lower than ITS and ITG, they remain
significantly higher than GTS and GTG means (Table 3.9). This suggests that the substantial
difference between the means of the pairs (GTS, ITS) and (GTG, ITG) is not solely linked to the

number of tasks per test, but is influenced by more impactful factors.
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The use of the trimmed mean, which removes 10% of the smallest and largest values
from the dataset, does not reveal a significant difference between the mean and the 10% trimmed
mean, indicating the absence of outliers (Table 3.9). The almost equal values for the mean, 10%
trimmed mean, median, and mode of GTS imply a symmetrical distribution of scores. This
symmetry is also observed in the case of ITS and Net ITS, where the four measures of central

tendency (Table 3.9) exhibit minimal differences.

However, significant differences emerge when comparing the measures of central
tendency for GTS, ITS, and Net ITS. For example, the GTS median indicates that 50% of
students scored below 16 out of 30, while the Net ITS median reveals that 50% of students
scored above 21 out of 30. Similarly, the GTS mode indicates that 15 is the most frequent score,
whereas the Net ITS mode shows the highest occurrence at 21. These findings clearly highlight
better performance by students who took the ICL Test, indicating the previously mentioned

factors.

Table 3.9 also provides insights into the dispersion of the data. The standard deviation
indicates a relatively small dispersion in the dataset. Both the standard deviation and variance
suggest a symmetrical distribution of data, with students scoring close to the means of GTS, ITS,
and Net ITS. The ranges indicate a good spread of values in GTS, ITS, and Net ITS, suggesting
that the values are not closely clustered together, indicating a high level of variability. The same
analytical approach has been applied to examine the distribution and dispersion of data related to

students' scores in each individual task constituting the Generic and ICL tests.

3.4.2.2 Discussion of the Findings

The mean, 10% trimmed mean, median, and mode of Net ITS exhibit a very close
proximity, indicating a perfect symmetrical distribution of scores. This pattern extends to ITS

and GTS, but with less symmetry. Figure 3.5 illustrates the potential of the ICL Test to
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homogenize learners’ collective performance around the mode (the score with the highest
frequency). The Generic Test, on the other hand, failed at homogenizing the performance, and so
the manifested proficiency level, of the test-takers. GTS mode, median, and mean are a little bit
misaligned, indicating that the Generic Test did not have any impact on learners’ initial language
proficiency level. The distribution measures of the Generic Test are less symmetrical than the
ICL Test. Nevertheless, this cannot be interpreted as a total asymmetry, which would have meant

high heterogeneity among test-takers’ initial language proficiency level.

Figure 3. 5Symmetrical Distribution of GTS, ITS, and Net ITS

Symmetrical Distribution of GTS, ITS, and Net ITS
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Notably, when delving into measures of central tendency for individual tasks such as
reading comprehension (RC) and grammar (GR), nuances emerge. For instance, the mean,
median, and mode of RC scores in both tests (RC GTS and RC ITS) demonstrate minimal
differences, pointing to homogeneity in reading comprehension levels. Conversely, a subtle
advantage is noted for the ICL test group in grammar tasks (GR GTS and GR ITS), despite the
tasks being nearly identical. Importantly, this difference does not significantly impact the

standard deviation and range for GR GTS and GR ITS, as detailed in Table 3.9.
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The distribution measures for RC IT are slightly higher than RC GT (Figure 3.6),
indicating improved performance potentially linked to the reading comprehension task format.
The item-based (MC) reading comprehension task, reflected in RC IT mean, median, and mode,
yielded higher scores. Furthermore, the RC GT and RC IT ranges (Table 3.9) highlight that task
format and overall design contribute to error reduction. Open-ended questions, involving
copying and pasting from the text, may trigger disengagement, especially when learners are
uncertain about being held accountable for grammatical mistakes and typos. In contrast,
Multiple-Choice Questions (MCQs) afford greater control for test designers, facilitating scoring
procedures, and encourage deeper engagement by requiring students to negotiate meaning with

distractors.

Figure 3. 6The Impact of MCQ on RC GT and RC IT Score Distribution
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However, the impact of MCQs differed in grammar tasks (GR GT and GR IT), where the
ICL Test group outperforms the Generic Test group, even with nearly identical tasks (Figure
3.7). Given the LOA core of the ICL Test, this performance advantage in GR IT is presumed to
result from prior enablement. Test-takers in the ICL Test received feedback after the first task
(RC IT), providing an opportunity to check answers and enhance understanding. Furthermore,
the GR IT task, titled "The Language of Requirements Questionnaire,” clarifies that it
encompasses meaning in the context of requirements elicitation, beyond mere grammar. In

contrast, the GR GT task, titled "Language Mastery,” lacks specificity about the grammatical
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task's context, failing to activate learners' schemata. These considerations contribute to enabled

and engaged ICL Test-takers who ultimately outperformed their Generic Test counterparts.

Figure 3. 7The Impact of MCQ on GR GT and GR IT Score Distribution
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The ICL Test, characterized by an ICL task prioritizing topical knowledge over language,
specifically targeting topical knowledge through reading in an item-based MCQ format (Table
9), yielded positive impacts on exam scores and grades (Figure 3.8). The case of Student9l
shows that some learners’ future depends on the integration of topic-oriented task. The ITG of
Student9l is over the average (10,29), whereas his Net ITG is below it (9.33). This student was
on the verge of failing the test, but managed to pass. He had poorly performed in RC and
Grammar, but had better performed in the ICL ALGO RC task. His performance in the
culminating ICL writing task shows progress, indicating the potential of topical integration in

regenerating learners’ motivation.

Comparing data distribution and dispersion between Generic Test and ICL Test results
not only highlights superior performance in the latter but also reveals significantly higher scores
in the ICL Writing Task (ICL WT IT) compared to the Generic Test (ICL WT GT) (Table 3.9).
This notable difference, evident in the substantial disparity in data distribution between ICL WT

GT and ICL WT IT, is strongly correlated with the test design featuring feedback provisions.
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Figure 3. 8 Algo RC Scores impact on GTG, ITG, and Net ITG
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As ICL Test-takers rectify errors, learn from mistakes, and progress through subsequent
tasks, feedback guides their improvement and skill development. The data indicates that several
ICL test-takers demonstrated improvement, while Generic Test-takers exhibited the opposite
trend. The Generic Test overlooked various performance moderators, including learner
engagement and motivation, in addition to feedback. Moreover, the Generic Test lacked prompts
and guidelines that were taken into consideration in the ICL Test design phase within the

instructional dimension. The results also show that more students have passed the ICL Test
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(94%). Figure 3.9, below, depicts students' progress across tasks in both the Generic and ICL

Tests.

Figure 3. 9Students’ Progress across Tasks

Students’ Progress across Tasks

Scoring Scale

The integration of assessment into Computer Science discourse practice, aligned with the
Language of Assessment (LOA) framework and the Model of L2 Proficiency (MOM), coupled
with assessment standards, significantly enhances the assessment experience and impact. The
ICL Test notably benefits learners, prompting them to mobilize and apply both topical and
linguistic knowledge, skills, and abilities (KSAs) to create and evaluate their requirements

elicitation questionnaire. The data distribution of ITS and Net ITS significantly differs from that
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of GTS, underscoring the strong positive impact of the ICL Test on learners' mobilization and

development of topical and linguistic skills. Implementing learning-oriented ICL tasks in ESP

contexts motivates learners to mobilize and develop relevant linguistic and topical skills,

therefore, boosting their performance, learning, and grades.

3.4.2.3 Summary

The analysis of the Generic Test and ICL Test results provides valuable insights
into the performance and distribution of scores among English language learners. The
Generic Test exhibits a concentration of mean scores around the average, resulting in a
68% success rate. In contrast, the ICL Test demonstrates significantly higher mean
scores, converging toward the maximum achievable score and grade, with an impressive
94% success rate. The examination of Net ITS and Net ITG, representing scores
excluding the third task of the ICL Test, highlights that their means, although slightly
lower than ITS and ITG, remain notably higher than GTS and GTG means. This suggests
feedback, in addition to the integrated design of the ICL Test, a pivotal role in influencing
the observed differences in means.

Further analysis of data dispersion and task-specific performance reveals that the
ICL Test, characterized by a focus on topical knowledge through reading, positively
influences scores and grades. The integration of MCQs in reading comprehension tasks
contributes to improved performance, while similar effects are not observed in grammar
tasks. Feedback provisions and task-specific design in the ICL Test, compared to the
Generic Test, contribute to the enhanced engagement and performance of ICL Test-
takers.

Moreover, the ICL Test demonstrates a strong positive impact on learners' topical
and linguistic skill mobilization and development. The success of the ICL Test is

attributed not only to the LOA framework and the MOM of L2 Proficiency but also to
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careful adherence to assessment standards and the consideration of various performance
moderators. The data distribution of ITS and Net ITS significantly differs from that of GTS,
underscoring the robust positive impact of the ICL Test on learners' skill development.

The comprehensive analysis of test results and performance measures provides a nuanced
understanding of the effectiveness and impact of the ICL Test compared to the Generic Test. The
findings emphasize the importance of thoughtful test design, feedback provisions, and learners-
centeredness in shaping successful language assessments within the context of Computer Science

discourse practice.

3.4.3 Conclusion

As stated, the assessment of 1st year computer science students in the ESP context at the
Faculty of Sciences in Algeria is a complex and challenging task. The quantitative data collected
in the second phase of this sequential mixed-methods design show that ESP assessment has a
strong and negative washback on students' language learning experience. This negative
washback extends to third-year Computer Science students who felt that English Final Exams
did not support them in achieving their domain-related language learning goals. Moreover,
assessment practices failed at preparing students to take on domain-related real-life situations in
academic, professional, and social-interactional language use domains.

The ICL Test emerged as a pivotal and advantageous component within the assessment
framework, as evidenced by the comprehensive analysis of its impact on learners' performance.
The symmetrical distribution of scores, closely aligned means, and consistent proficiency levels
demonstrated by the ICL Test group, as compared to the Generic Test, highlight its effectiveness
in maintaining quality in formal evaluations. The nuanced exploration of specific tasks, such as
reading comprehension and grammar, reveals the ICL Test's superiority, particularly in ICL
writing task, where it outperforms the Generic Test. The strategic use of Multiple-Choice

Questions (MCQs) in the ICL Test enhances student engagement, providing greater control for
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both test designers and learners. Moreover, the incorporation of an item-based MCQ
format, coupled with feedback provisions, not only reduces errors but also facilitates a
deeper understanding of linguistic constructs.

The ICL Test's emphasis on an integrated approach, targeting both topical
knowledge and language skills, is reflected in the superior performance and progress of
its takers, underlining its positive impact on learners' mobilization and development of
essential skills. The higher pass rate further accentuates the ICL Test's success in catering
to diverse learning needs and promoting engagement, motivation, and improvement
among students. Overall, the ICL Test stands out as a robust and innovative assessment
tool, aligning with contemporary theories and models in language assessment, and
significantly contributing to learners' holistic development in the context of Computer

Science education.

3.5 Discussion of the Main Findings

The assessment of English for Specific Purposes (ESP) among 1st Year Computer
Science students at the Faculty of Sciences in Algeria is a crucial component of their
academic and professional journey. The increasing importance of English in technical
fields in Algeria, especially in Computer Science, aligns with the global demand for
proficient professionals (Ouahmiche et al., 2017). This paradigm shift towards ESP
courses responds to the growing need for English language skills tailored to the specific
requirements of the field (Maarouf & Lamouri, 2022).

The qualitative and quantitative data, from both phases, provide insights into the
evaluative practices employed by ESP practitioners, shedding light on their design,
learners' experience, and impact. The challenges identified in this study echo broader
concerns highlighted in the literature about ESP courses in Algerian universities. Notably,

the lack of alignment between ESP courses and learners' professional needs is a recurring
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issue (Assassi, 2020; Akkar & Idri, 2021). The misalignment is intensified by the shortage of
qualified ESP teachers, many of whom lack formal training in ESP teaching methodologies
(Abbassi, 2022).

The assessments are predominantly summative, focusing on predetermined learning
objectives, reflecting a common trend in ESP courses in Algeria (Benabdi, 2022; Benmoussat &
Benmoussat, 2018). However, a critical issue emerges — the absence of feedback provision. The
lack of formative assessment is particularly concerning, as it hinders students' ability to learn and
improve. This aligns with the broader concern raised by Saraa (2023) about the lack of clear
assessment procedures and the difficulty in measuring students' learning without them.

The thematic analysis identified a pattern of recurring tasks and input, suggesting a lack
of diversity and freshness in instructional materials and evaluative tools. Standardization
influenced by teachers' subjective beliefs leads to weak assessments that may not align with the
specific needs of computer science students. This echoes concerns raised by Khadam (2023)
about the lack of cooperation between ESP tutors and subject matter specialists, which can
hinder the alignment of assessments with international job industry requirements. The lack of the
formative and / or learning-oriented dimensions can impede students' learning and improvement,
particularly when assessments do not inform the iterative design process and further decisions
(Boubris & Bouabdallah, 2023; Boumediene & Hamzaoui — Elachachi, 2017).

Thematic analysis extracts crucial insights from assessment artifacts, exposing a pattern
of redundancy and a lack of innovation. It identified ten key themes, highlighting challenges and
issues within the assessment artifacts. Some notable themes were the influence of the assessment
designers on the overall assessment construction process and the use of the English
Baccalaureate Exam blueprint, potentially leading to misalignment between assessment content
and the specific needs of computer science students. Educators lacking LAL will rely on
practical traditions (e.g., Baccalaureate) and on pragmatic understandings of assessment.

Moreover, the absence of listening and speaking constructs in assessments raises questions about
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the comprehensiveness and authenticity of the evaluations, a concern also noted by
Benabdi (2022).

While thematic analysis indicates some revisiting of the design process in certain
artifacts, concerns linger regarding the effective integration of topical and linguistic
constructs, particularly in computer science-related assessments. The study challenges the
repeated application of standardized assessment models without adaptation. While
standardized testing is common, the study suggests that a one-size-fits-all approach may
not be suitable for Computer Science ESP i.e., standardized models cannot seamlessly
transfer across diverse educational contexts without blueprint design and customization.

The study's emphasis on the learning-oriented ICL Test as a positive outlier
resonates with the recommendations proposed by Abbassi (2022) for diversifying
assessment methodologies. Learning-oriented ICL assessments, unlike generic tests,
incorporate instructional provisions such as feedback and align with established
assessment standards, positively influencing learners’ engagement, performance, and
overall learning experience. This underscores the importance of tailoring up-to-date and
standard-based assessments to meet the unique needs of computer science students, as
suggested by Benabdi (2022) and Saraa (2023).

The challenges identified in this study echo broader concerns highlighted in the
literature about ESP courses in Algerian universities. Notably, the lack of alignment
between ESP courses and learners' professional needs is a recurring issue (Assassi, 2020;
Akkar & Idri, 2021). The impact of dysfunctional assessment practices extends beyond
academic performance, influencing students' perception of the evaluation process.
Inconsistent and poorly designed assessments may lead to frustration and disengagement
among students, hindering their overall learning and development experience. The

absence of formative assessments and the thematic issues identified in design, task
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specifications, and scoring methods collectively contribute to a potential barrier in the holistic
development of 1st Year Computer Science domain-related linguistic skills.

Within these challenges, the ICL Test emerges as a positive outlier. Unlike the generic
tests, mainly produced by part-time teachers, the ICL Test incorporates feedback provisions and
aligns with the LOA framework and the MOM of L2 Proficiency. The data highlights that the
ICL Test strongly and positively influences learners' performance and engagement, bridging the
gap between language proficiency and computer science discourse. It is positioned as a
promising approach that not only enhances performance but also contributes to a more
constructive learner experience.

Survey data amplify the subjective experiences of learners during ESP assessments.
Concerns about exam instructions' comprehensibility and logistics underscore potential issues in
assessment design. Learners' uncertainty about the adequacy of the English Final Exam in
evaluating various language skills hints at potential gaps in the current evaluation methods. The
unanimous negative opinion regarding the assessment of listening skills reinforces the need for a
comprehensive evaluation that aligns with the real-world demands on computer science
professionals (Assassi, 2020; Saraa, 2023).

The study exposes a substantial misalignment between ESP assessment and the actual
needs of 1st Year Computer Science students. Learners express dissatisfaction with the
inadequacy of ESP assessments in preparing them for language use within the academic and
professional domains of Computer Science. The impact of dysfunctional ESP assessment
practices in Algerian higher education is far-reaching, extending beyond academic performance
to influence students' overall perception of the evaluation process. The challenges identified in
recent studies, as well as the present research, have highlighted the potential hindrances to the
holistic development of English language skills among Algerian students.

The predominant use of summative assessments, coupled with the absence of feedback

provisions, poses a critical challenge. This deficiency inhibits students' ability to learn and
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improve (Bezziou & Ahmed, 2013). Thematic analysis exposes a concerning pattern of
redundancy and potential lack of innovation in instructional materials, limiting the
effectiveness of ESP assessments. As Saraa (2023) emphasizes, the lack of clear
assessment procedures makes it difficult to monitor students' learning, hindering their
development of English language skills necessary for academic and professional careers.

Furthermore, the dissatisfaction expressed by learners regarding the inadequacy of
ESP assessments in preparing them for language use within the academic and
professional domains of Computer Science underscores the urgency for adjustments in
assessment practices. This dissatisfaction can potentially lead to frustration and
disengagement, influencing not only the academic performance of students but also their
overall learning and development experiences. In contrast, the ICL Test demonstrated the
potential for a meaningful assessment experience, positively influencing learners'
performance and engagement, bridging the gap between language proficiency and
domain-specific discourse. This highlights the crucial role that well-designed assessments
can play in enhancing language skill development, providing constructive feedback to
students, and fostering a positive learning experience. The comparative analysis of data
collected through the two experimental tests also shows the potential negative impact of
the tests that inspired the design of the Generic Test (see Appendix A). These
assessments, which are not systematically engineered in alignment with LA theory and
learners’ needs, do not have the potential to homogenize and boost learners’ performance.
ICL assessments that abide by LA standards and are learning-oriented by design have the
potential to propel learners, regardless of their L2 proficiency level.

Addressing these challenges is imperative for students to achieve their domain-
related language learning goals. The misalignment between ESP courses and learners'
professional needs, coupled with a shortage of qualified ESP teachers, necessitates further

research on assessment practices. By introducing learning-oriented assessment,
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diversifying assessment tools, and focusing on learner-centered design, the impact of ESP
assessments can be transformed. These measures not only facilitate language skill development
but also contribute to a more constructive and engaging learning experience, aligning
assessments with the evolving needs of Computer Science. The impact of ESP assessment on
language skill development in Algerian higher education is substantial, with challenges that
warrant attention and reform. Addressing these challenges presents an opportunity to enhance the
overall learning experience and proficiency development of students in the ESP context,

ensuring they are well-equipped for academic and professional success.

3.6 Conclusion

The comprehensive examination of ESP assessment practices in the context of Computer
Science education in Algeria reveals a myriad of challenges and opportunities for improvement.
The study employed a robust mixed-methods design, combining qualitative and quantitative
analyses to provide a nuanced understanding of the evaluative practices employed by ESP
practitioners. The assessment artifacts, classroom observations, and survey responses
collectively shed light on the current state of ESP assessment, offering valuable insights for both
researchers and practitioners.

The qualitative phase illuminated the intricacies of evaluative practices through
assessment artifact analysis and classroom observations. Thematic analysis uncovered recurring
issues in assessment design, including a lack of formative assessment, misalignment with
learners' needs, and a dearth of diversity in instructional materials. The significant role of the
Department of Mathematics in organizing assessments highlighted potential misalignments
between assessment content and the specific needs of computer science students.

Quantitative data, analyzed with statistical techniques, provided a quantitative lens to the
evaluation of language proficiency. The symmetrical distribution of scores in both the Generic

Test and ICL Test indicates consistency in English language proficiency. Noteworthy is the ICL
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Test's advantage in grammar tasks, attributed to prior enablement through feedback
provisions. The ICL Test's emphasis on topical knowledge, as seen in the item-based
MCQ format, positively impacted scores and grades, with the ICL Writing Task standing
out as a particular strength.

The study's findings further revealed several shortcomings in the current ESP
Final Exams. The absence of listening assessments, limited evaluation of writing and
speaking skills, and a narrow focus on grammatical and lexical knowledge in writing
tasks were identified as key issues. Additionally, the research highlighted a misalignment
between the assessments and the language needs of computer science students in both
academic and professional domains.

The essay also explored the practicality, impact, validity, and reliability of
classroom formative assessment in ESP education. It emphasized the need for diversified,
structured formative assessment practices aligned with students’ needs and learning
objectives. The study revealed that effective formative assessment practices contribute
positively to student learning outcomes, engagement, and the overall assessment
experience.

In essence, the research underscores the importance of re-evaluating and refining
ESP assessment practices in Computer Science education in Algeria. The identified
challenges call for a shift towards more formative, authentic, and learning-oriented
assessment approaches, tailored to the specific needs of learners. The integration of
topical knowledge and language skills, as exemplified by the ICL Test, presents a
promising model for enhancing language proficiency in the context of computer science.
Ultimately, the study's insights provide a foundation for future research endeavors and
practical interventions aimed at improving ESP assessment practices and, consequently,

enhancing the language learning experience for computer science students in Algeria.
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4.1 Introduction:

The assessment of English for Specific Purposes (ESP) among 1st Year Computer
Science students at the Faculty of Sciences in Algeria has been explored through a sequential
design to ultimately uncover both challenges and opportunities within the current evaluative
practices. Through this chapter, recommendations will mainly reflect on the pivotal role of
effective assessment in shaping the academic and professional journey of students. The
qualitative and quantitative data collected throughout this study have revealed critical issues
surrounding ESP assessments, ranging from the absence of formative dimensions to concerns
about the authenticity of evaluations concerning real-world demands on computer science and IT

professionals.

This chapter aims to bridge the gap between identified challenges and actionable
solutions, offering recommendations that have the potential to enhance the overall ESP
assessment experience of Algerian students in general, in addition to providing support to ESP
practitioners. The insights gained from the review of the literature as well as the data collected
throughout this research word provide a foundation for informed and practical recommendations

that can change the value and intensity of LA impact in ESP contexts.

By addressing the highlighted challenges, we aspire to contribute to a paradigm shift in
ESP assessment, one that aligns more closely with the evolving needs of computer science
professionals and fosters a more constructive and enriching learning experience for students. This
chapter serves as a roadmap for implementing tangible improvements that can propel ESP

assessment practices toward a more learner-centered and learning-oriented future.
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4.2 Incorporating Formative Assessment

4.2.1 Formative Assessment Potential

The findings from research on the deployment of formative evaluative strategies in the
Algerian Classrooms show a detrimental lack of this particular type of assessment (Aouine, 2011,
Boumediene & Hamzaoui — Elachachi, 2017, Mandi & Kacha, 2023; Remadna, 2016). Formative
assessment plays a pivotal role in enhancing students' academic achievements and, specifically,
their comprehension of texts. In light of the findings from this study, advocating for the

integration of formative assessment practices within Algerian educational contexts is imperative.

The integration of formative assessment should be accompanied by a robust goal-setting
process (Dixson & Worrell, 2016). Clear and well-communicated learning goals benefit both
teachers and students. It enables students to visualize their learning journey, contributing to better
results and quicker progress. The absence of clear goals can lower motivation and hinder the
learning process. Teachers should communicate learning goals explicitly, fostering student

engagement and creating a foundation for effective formative assessment.

Creating a safe and inclusive classroom environment is essential for student involvement.
Utilizing scaffolding techniques and CATS, teachers can actively engage students in the learning
process, considering diverse learning needs. The importance of involving all students, including
low achievers, through scaffolding is emphasized. This inclusive, learner-centered, approach not
only raises self-confidence but also fosters a positive attitude towards learning, contributing to
increased motivation. Formative assessment emerges as a tool that significantly boosts students'

motivation (Boumediene & Hamzaoui —Elachachi, 2017). Recognizing the instrumental role of
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formative assessment in learning achievements is crucial to addressing issues of low motivation

and interest.

In the Algerian context, fostering a culture of student involvement in the teaching-learning
process is a key challenge due to various factors. However, recognizing and enhancing students'
roles in formative assessment is crucial for its success. The student's contribution is multifaceted,
involving goal setting, peer assessment, and self-assessment. Student involvement in formative
assessment begins with goal setting. These goals involve reaching new levels of proficiency and
more meaningful achievements. Teachers play a vital role in modeling and guiding students in
goal-setting practices, fostering self-regulation skills and active participation in their learning (Qu

& Zhang, 2013)

While peer-assessment is a valuable practice, its implementation is constrained by time
limitations in the Algerian context. Peer assessment involves feedback exchange among students,
promoting interaction, mutual problem-solving, and experimentation. Some techniques involve
sharing specific tasks, asking follow-up questions, offering suggestions, and engaging in class
discussions. Through guidance (scoring rubrics, key answers, and sample questions) and practice
students can develop effective peer-assessment strategies, providing constructive feedback to

their peers.

Similar to peer-assessment, self-assessment is constrained by time in the Algerian context
but holds significant potential for promoting motivation and self-regulation. Self-assessment aids
students in developing crucial strategies for success, including planning, evaluating, and
monitoring their own learning. Technigues such as assigning homework with specific criteria for

self-assessment and applying peer assessment techniques to self-assessment can be effective. The
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teacher's guidance, coaching, and modeling are essential for students to engage confidently and

accurately in self-assessment practices over time.

4.2.2 Enriching Classroom Assessment

Classroom assessment techniques (CATSs) are integral components of educational
practices, providing instructors with valuable insight into student learning while fostering a
reflective and student-centered environment (Hanson & Florestano, 2020). Within this landscape,
CATs can be broadly categorized into summative and formative assessments, each serving
distinct purposes. Summative assessments, which encompass tests and student ratings, are
designed to assess the extent of retained knowledge at the conclusion of a learning period. In
contrast, formative assessments, emphasizing reflection and continual improvement, facilitate

adjustments before summative evaluations (Adams, 2004).

Since the 1980s, the notion of formative classroom assessment has gained prominence,
and within this framework, CATs have emerged as distinct teaching strategies crafted to enrich
learning through reflective evaluations. (Simpson-Beck, 2011). These techniques involve
students in the assessment process, providing instructors with valuable feedback on the quality of
learning experiences. Recognizing the shift in focus from enhancing teaching to catalyzing
learning, formative assessment techniques underscore the role of students in actively engaging in

their own learning (Hanson & Florestano, 2020; Simpson-Beck, 2011).

Implementing CATSs involves a systematic approach, starting with planning. Instructors
must carefully select techniques aligned with course goals, their teaching style, and ease of
implementation. The chosen technique is then introduced to students with clarity regarding its

purpose. Subsequent steps involve collecting student responses, promptly analyzing data, and
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responding to students by sharing understandings gained from the assessment (Simpson-Beck,
2011). CATs, such as the Minute Paper, one-sentence summary, Memory Matrix, and Muddiest
Point, cater to diverse instructional needs, differing in difficulty and time requirements (Marzano

& Kendall, 2007).

Although qualitative literature underscores the efficacy of CATSs, there is a scarcity of
empirical evidence supporting this assertion (Simpson-Beck, 2011). The existing literature
presents a nuanced view of the cause-and-effect relationship between CATs and learning
outcomes. Some contend that CATs predominantly improve teaching methods and establish a
favorable learning atmosphere, thereby indirectly impacting learning outcomes. However, CATs
play a crucial role as effective instruments for providing formative support, fostering student self-
assessment, and encouraging active engagement in the learning process (Marzano & Kendall,

2007).

Among the myriad CATs available, the Know-Want-Learned (K-W-L) chart technique
stands out as a prominent method (Conderman & Hedin, 2012). This collaborative approach
actively involves students with informational materials, leveraging their preexisting knowledge to
establish a sound foundation for learning. The K-W-L acronym encapsulates three essential

phases: "what | know," "what | want to know," and "what | have learned.” This technique, rooted
in activating and building upon learners’ schemata, serves to establish a purpose and facilitate the

synthesis of new knowledge.

The K-W-L chart technique serves as a dynamic tool for both evaluating students'
learning experiences and providing instructors with valuable insights. In its application, students

navigate their learning process by actively engaging with reading materials. The technique guides
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them through three distinct phases: identifying existing knowledge, articulating areas of curiosity,
and reflecting on the knowledge gained. By fostering a collaborative and reflective learning

environment, the K-W-L chart technique enhances the overall effectiveness of CATS.

According to Simpson-Beck (2011), CATs are closely associated with assessment for
learning (AFL) and formative assessment (FA). These methodologies share a common goal of
systematically improving student learning and motivation. McMillan (2015) underscores the
significance of establishing clear criteria to assess student learning and comprehension within the
context of formative assessment. These criteria, serving as pivotal indicators of success,
encompass diverse dimensions such as student responses and the quality of products and

performances that ultimately determine the level of understanding.

The integration of CATSs, curriculum, and instruction within the framework of assessment
for learning has a positive impact on both student achievement and motivation (Hanson &
Florestano, 2020; McMillan, 2015; Simpson-Beck, 2011; Thomas & Hornsey, 2014). This
comprehensive educational approach prioritizes the mastery of knowledge and skills,
transcending mere test scores to cultivate students' abilities to evaluate their understanding,
pinpoint knowledge gaps, and devise effective learning strategies. For educators, assessment for
learning represents a mindset centered on improving both student learning outcomes and
motivation, fostering qualities essential for success in professional and personal pursuits. Among
the various CATs available, the Know-Want-Learned (K-W-L) chart technique stands out as a
potent and dynamic tool that seamlessly aligns with the objectives of formative assessment,
contributing significantly to the enhancement of students' competencies. Through collaborative
exploration of informational materials, this technique not only assesses learning experiences but

also furnishes instructors with valuable evaluative insights.
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4.2.3 Boosting Classroom Assessment Effectiveness

McMillan (2015) outlines five crucial steps in the formative assessment process. First, a
set of clear and objective criteria for assessing student learning must be established. These criteria
represent benchmarks, defining success and encompassing the features of student responses and
product dimensions. Second, evidence demonstrating student learning and understanding must be
collected. This objective can be accomplished through the implementation of pretests,
observations during instructional activities, and the application of effective questioning
techniques. Utilizing a combination of verbal and nonverbal indicators enables an accurate

assessment of progress.

The third phase entails delivering timely, precise, and personalized feedback to students,
tailored according to their individual performance. Effective feedback is crucial for promoting
student learning, encouraging future improvement, and linking directly to established criteria.
Simultaneously, CATs encourage self-assessment and peer assessment, fostering self-monitoring
and self-determination. These practices empower students to reflect on their learning, identify
strengths and weaknesses, and contribute to the learning process by generating ideas for

improvement.

The final step of the formative assessment process revolves around implementing
instructional adjustments or correctives. Teachers assume a crucial role in directing students
through supplementary learning activities designed to augment comprehension and mastery.
These activities ought to diverge from previous ones and may involve integrating students' own

suggestions for enhancement. Through the promotion of self-directed learning and the provision
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of tailored support, teachers enable students to traverse the divide between their existing

knowledge and the sought-after learning outcomes within the specific domain.

Teachers also need to pay attention to the criteria underpinning the validity of formative
assessment, ensuring its alignment, diagnostic value, fairness, and quality (Kane & Wools, 2019).
Formative assessment should closely align with the learning objectives, which are in turn aligned
with learners’ and stakeholders’ needs. This alignment ensures that assessment results provide

meaningful insights into students' progress toward achieving standards.

Teachers can use a numerical metrics to monitor learning. However, the scores need not
to be used to directly impact learners’ official final and official scores and grades. The Algerian
educational system is deeply marked by the teach-to-the-test approach. This may lead to
dysfunctional formative assessment, whereby intentions are formative and use is summative. The
primary aim of formative assessment is to enhance students' achievements, necessitating a focus
on diagnostic feedback. Assessments with high diagnostic value not only reveal performance
levels but also provide insights into why students perform at certain levels, guiding further
improvement. The information derived from formative assessment should be constructive and
diagnostic, aiding both teachers and students in refining instructional strategies. The utility of

formative assessment lies in its ability to offer valuable insights for instructional improvement.

Formative assessment demands fairness in commenting on students' progress, promoting
an equitable evaluation process. Moreover, Formative assessment must exhibit reliability in
delivering consistent results and validity in eliciting performance and measuring constructs.
Considering the cyclical nature of formative assessment, teachers play a pivotal role in

instructing (teaching and re-teaching), assessing (collecting and analyzing data), and providing
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feedback (generating and delivering corrective measures) to consolidate learning outcomes.
Learners, on the other hand, need to be aware of their levels and understand the operational

dynamics of formative assessment to actively participate in the teaching-learning process.

4.3 Incorporating Learning-oriented Assessment

4.3.1 Developing LOA in the Algerian HE Context

Unlike traditional assessment paradigms, LOA prioritizes the interpretation of language
performance evidence in diverse contexts, aiming to draw inferences about learners' language
knowledge, skills, and abilities (KSAs) within specific domains (Turner & Purpura, 2016).
Crucially, LOA goes beyond mere outcome evaluation; it places equal weight on understanding
the processes involved in language learning. This nuanced approach allows individual classroom
agents, including teachers and students, to make goal-referenced decisions that propel further

language processing and contribute to achieving target-like performance.

Algerian Higher Education institutions should adopt a holistic view of LOA that
accentuates learning goals and individual progressions. This involves clearly delineating learning
objectives, aligning assessments with these goals, and utilizing performance evaluations and
feedback as tools to guide learners through their language learning journey. By integrating LOA
principles into the curriculum, educators can foster a dynamic educational environment where the

focus is on continual improvement and the attainment of language competencies.

LOA recognizes language learning as a highly individual cognitive process, with
additional layers of complexity when situated within collaborative settings. Algerian Higher
Education should encourage collaborative practices that leverage interaction to exchange

meanings and jointly develop language competencies. Recognizing the socio-cognitive and
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sociocultural dimensions of language learning, educators can create inclusive learning
environments that celebrate diversity and engage learners in meaningful interactions, enhancing

the effectiveness of LOA in practice.

While curriculum, instruction, and assessment undoubtedly impact language processing
and learning success, LOA acknowledges the influence of additional factors, such as learner
engagement. Algerian Higher Education institutions should take a comprehensive approach to
LOA by carefully considering performance moderators influencing on the assessment process.
This involves not only refining curriculum and instruction but also fostering a supportive and

engaging learning environment that motivates learners and encourages active participation.

In light of the comprehensive review on learning-oriented assessment by Zeng et al.
(2018) and the subsequent developments in assessment paradigms it highlights, recommendations
for the implementation of LOA in Algerian Higher Education are put forward, centering on
method implementation. The intentional order of LOA components—Assessment for Learning
(AfL), Assessment as Learning (AaL), and Assessment of Learning (AoL)—serves as a
foundational principle for effective implementation. Algerian Higher Education institutions
should encourage educators to plan assessments by considering the curriculum and their students.
Addressing the five essential questions—why, what, which method, how to ensure quality, and
how to use the information—guides the development of assessment methods aligned with the
unique needs of each stage. Emphasizing the importance of AfL and AaL throughout the learning

process ensures continuous metacognition, while AoL is reserved for summative decisions.

The introduction of LOA represents a significant shift in thinking about assessment as a

key contributor to enhancing learning. However, this shift necessitates a change in the mindset of
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educators, administrators, parents, and society. Understanding and motivation are critical
elements in this process, urging stakeholders to engage actively in the changes proposed by LOA.
ESP practitioners, in particular, should enhance their knowledge and skills to effectively
implement LOA principles, shifting their paradigm to view assessment as a driver of instruction
and a positive influence on student learning. Principals play a vital role in supporting these
changes through strong instructional leadership, fostering a culture of innovation and professional

growth.,

Mindset-changing is intrinsically linked to capacity-building. Algerian Higher Education
institutions should invest in initiatives that focus on professional learning, leadership, and
collaboration with parents and the community. Professional learning should encompass both
formal and informal strategies, including in-service sessions, professional development,
assessment study groups, and collaborative practices. Leadership and support strategies, such as
boundary-spanning activities and developing critical friendships, are essential to create an
environment where LOA can thrive. Collaboration with parents, students, and the community
further strengthens the LOA process, turning it into a partnership that involves, rather than

dictates, the stakeholders.

The ICL Test design and operationalization in the context of this research represent an
instance of LOA implementation into computer science ESP assessment engineering. The
implementation of Learning-Oriented Assessment in Algerian Higher Education requires
consideration of strategies to implement this new assessment method and its frameworks. By
adopting assessment practices aligned with the LOA framework, educators can create an
environment that fosters continuous learning and metacognition. Changing the mindset of

stakeholders, particularly educators, is crucial for embedding LOA into classroom practices. This
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shift in perspective, accompanied by professional development and strong support, contributes to
the whole potential of LOA, ensuring it becomes an integral part of the educational landscape. As
Algerian HEIs embrace LOA, they have the potential to significantly enhance the quality of

learning and prepare students for a lifetime of inquiry and self-directed learning.

4.3.2 A Focus on Performance Moderators

Turner and Purpura’s (2016) Learning-Oriented Assessment (LOA) framework introduces
several critical dimensions, known as performance moderators, which significantly influence the
dynamics of LA. These moderators offer a thorough insight into the dimensions that directly or
indirectly influence the performance of learners, shaping the Learning-Oriented Assessment

(LOA) process.

The contextual dimension emphasizes the impact of socio-political forces, socio-cultural
norms, and other education-related parameters on curriculum, instruction, and assessment.
Algerian HEIs should consider these contextual factors when implementing LOA, recognizing

that the broader socio-cultural environment significantly influences the learning process.

At the core of LOA lies the socio-cognitive dimension, delving into the theories of
learning and cognition within second language classrooms. Educators in Algerian Higher
Education should align their instructional practices with theories that recognize learning as a
social and participatory process. Encouraging activities that involve collaborative meaning-
making, such as discussions and interactions, can enhance language processing and contribute to

learning success.
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The instructional dimension underscores the critical role of teachers' linguistic content
knowledge, topical content knowledge, and pedagogical content knowledge in shaping the LOA
landscape. Algerian educators should prioritize the continuous development of these knowledge
types, understanding their impact on language processing, learning outcomes, and the
effectiveness of LOA. This involves aligning language instruction with topical content and
ensuring that teachers possess the necessary knowledge to identify and address language

performance errors.

Moreover, acknowledging the impact of affective factors on learning success, the
affective dimension of LOA delves into learners' emotions, beliefs, personality characteristics,
attitudes, and motivation. In the Algerian Higher Education context, educators should consider
the affective dimension as a crucial aspect of the assessment process. Tailoring LOA practices to
accommodate learners' socio-psychological predispositions can enhance engagement and
contribute to overall learning success. LOA also recognizes the importance of interactional
dynamics in the assessment process. Algerian Higher Education institutions should focus on
understanding the organization of LA within talk-in-interaction sequences. Recognizing patterns
of positive and negative evaluations, coupled with scaffolded assistance during repair sequences,

can contribute to the effectiveness of feedback.

As shown in Table 2.4, assessment designers have to ponder on each of the LOA
framework dimensions that moderate and indicate performance. More often, proficiency and
elicitation dimensions are intuitively planned. Nevertheless, Algerian Higher Education
institutions seeking to implement LOA should meticulously consider performance moderators.
Addressing the contextual, socio-cognitive, instructional, interactional, and affective dimensions

will not only enrich the LOA experience but also foster a more inclusive and effective learning
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environment. This aligns with the overarching goal of LOA: to facilitate learning through

purposeful and contextually relevant assessment practices.

4.3.3 Feedback in LOA

Feedback stands out as a leading force and a key cornerstone in any assessment that
privileges development, even if summative. Teachers must be trained to provide effective
feedback that aligns with students' needs and proficiency levels. Differentiated feedback, tailored
to individual learners, ensures the effectiveness of formative assessment (Owen, 2016). The
proficiency that a teacher may aim to elicit is defined beforehand, hence, allowing teachers to

plan collective feedback as well.

Timely remediation and regulation, including re-teaching, are also common manifestation
of formative and learning-oriented assessments (O’Donovan et al., 2021). The teacher's role in
addressing learning gaps through targeted remediation ensures the success of the whole
evaluative procedure. The instructional dimension of the ICL Test, as a component of the whole
learning-oriented mechanism, moderated the impact of the whole evaluative procedure to

homogenize and boost students' language skills development through a better performance.

To elevate the effectiveness of Learning-Oriented Assessment (LOA), educators must
prioritize the pivotal role of feedback, ensuring a harmonious integration of Assessment for
Learning (AfL), Assessment as Learning (AaL), and Assessment of Learning (AoL). Educators
should cultivate a thorough understanding of feedback, recognizing its multifaceted nature within
the LOA framework (Lam, 2021). Professional development opportunities should emphasize the

nuances of providing constructive feedback aligned with LOA principles.
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Educators should strive for a balanced integration of feedback mechanisms,
acknowledging the unique contributions of AfL, AaL, and AoL. Aim for an equilibrium that
enhances the learning experience, with a heightened emphasis on the learning-oriented and
formative aspects of feedback (Zeng et al., 2018). Learning-oriented feedback is purpose-driven
(Carless, 2015). Assessment design should clearly articulate the purpose of feedback within
LOA—whether it serves to inform learning progress or supports summative judgments, for
instance. Feedback strategies should be tailored based on the intended purpose, ensuring that

feedback aligns seamlessly with the overarching educational objectives.

ESP practitioners should embrace a shift towards learning-oriented feedback practices
within evaluative practices, emphasizing ongoing assessment, diagnostic insights, and continuous
improvement. Learning-oriented feedback actively contributes to students' learning journeys,
fostering a dynamic feedback loop. Through LOA, a learning environment centered around
feedback is fostered, encouraging students to actively engage in self-assessment and reflection,
using feedback as a catalyst for their own learning progression (Zeng et al., 2018). This promotes
a culture where feedback is viewed as a valuable tool for improvement. Therefore, constructive
self-assessment practices are actively facilitated, empowering students to critically analyze their
own work. Learning-oriented feedback, hence, guides students to refine their understanding,

study strategies, performances, and take ownership of their learning journey.

Feedback represents as a dynamic element within LOA, adapting to the changing needs of
both educators and learners. Educators should be provided with continuous professional
development opportunities specifically focused on feedback methodologies within LOA.
Training programs and workshops should equip educators with the skills to deliver timely,

constructive, and purposeful feedback. By placing a strong emphasis on the role of feedback
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within LOA, educators can create an enriched learning environment that not only informs
students of their progress but actively engages them in a collaborative process of improvement

and achievement.

4.4 Diversifying Assessment Tools

4.4.1 ICL Assessment in the Algerian ESP Context

English for Specific Purposes (ESP) plays a pivotal role in Algerian Higher Education,
equipping students with the linguistic proficiency and disciplinary knowledge essential for their
ultimate success in their chosen domains. The assessment methodologies employed to evaluate
ESP students' progress effectively need to evolve accordingly with the educational and
professional landscapes. A transformative approach to ICL assessment is advocated throughout

the present study to match diversity, authenticity, collaboration, and technological innovation.

The complex nature of ESP disciplines demands a corresponding diversity in assessment
tools. Traditional exams may not adequately capture the breadth of skills and competencies
required for specific professions. Integrating content and language in assessment methods allows
for a more comprehensive evaluation of students’ KSAs. Practical projects provide an opportunity
for students to apply their language skills in real-world contexts, simulating tasks they may
encounter in their future careers. Case studies foster critical thinking and problem-solving
abilities, while simulations encourage collaboration and effective communication in dynamic

environments.

Aligning ICL assessment with real-world demands necessitates a shift towards authentic,
both task-based and construct-based, assessments. These assessments mirror the types of tasks

that students will encounter in their professional lives, providing a more meaningful and
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applicable evaluation of their language proficiency. Incorporating real-world tasks such as
writing industry reports, conducting professional presentations, or engaging in discipline-specific
communication allows for a more holistic assessment of students' abilities that aligns the TLU
domain. Such tasks not only assess their linguistic KSAs but also their KSAs in the relevant

professional context.

To ensure that ICL assessments accurately reflect real-world demands, collaboration with
industry experts is essential. Professionals from relevant disciplines possess invaluable insights
into the language skills and competencies required in actual workplace scenarios. Their expertise
can inform the development of authentic assessment tasks and criteria. Engaging industry experts
in the assessment design process not only enhances the validity of assessments but also
establishes a valuable connection between academia and industry. This collaboration fosters a
shared understanding of the skills and knowledge required for success in the professional world,

contributing to the overall quality and relevance of ESP education.

In the digital age, technology offers a plethora of possibilities for innovative ICL
assessments. Integrating platforms like virtual reality, online simulations, or collaborative tools
can provide students with a simulated real-world environment, allowing them to navigate
language challenges within the digital landscapes they are likely to encounter in their future
professions. Technology-based assessments offer several advantages, including increased
engagement, interactivity, and opportunities for personalized feedback. Virtual reality
simulations can immerse students in realistic professional settings, while online simulations can
replicate specific industry tasks. Collaborative tools can facilitate group projects and

communication, fostering teamwork and effective communication skills.
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By diversifying assessment tools, integrating authentic scenarios, collaborating with
industry experts, and leveraging technology, Algerian Higher Education can create a dynamic
assessment environment that not only evaluates language proficiency but also prepares ESP
students to excel in their future professional endeavors. This transformative approach ensures that
ESP education remains aligned with the evolving demands of the contemporary professional

landscape, empowering students to thrive in their domain.

4.4.2 The Need for Listening and Speaking

There is a growing recognition of the need for assessments that authentically reflect the
demands of real-world professions, especially in disciplines like computer science. The study
highlighted concerns about the absence of listening and speaking constructs in current evaluative
practices, emphasizing the importance of aligning evaluations with the dynamic requirements of

computer science professionals.

One of the primary concerns in current assessments within Algerian Higher Education is
the limited inclusion of listening and speaking. These vital language skills are often marginalized
in favor of written evaluations. It is imperative to address this imbalance and recognize the
importance of holistic language proficiency that encompasses listening and speaking abilities.
Assessments should authentically align with the real-world demands placed on computer science
professionals. While written assessments have their place, the dynamic nature of the field
necessitates evaluations that mirror the actual challenges faced by professionals. This involves
incorporating tasks that require students to engage in speaking or writing, fostering the co-

construction of knowledge through reading and listening.
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A transformative shift requires educators to address the historical neglect of listening and
speaking skills in ESP classes. Historically viewed as an ability that would naturally develop,
listening skills have gained prominence in recent years as language input's pivotal role in
language learning becomes more apparent (Mart, 2020). The conventional belief that listening
skills would develop without explicit assistance has hindered the holistic growth of learners' L2
proficiency. Algerian language educators must recognize that language development without
robust listening skills limits students' ability to effectively express themselves orally. Listening
serves as the foundation for the four fundamental processes of oral proficiency:

Conceptualization, Formulation, Articulation, and Self-monitoring (Mart, 2020).

Listening provides a fertile ground for students to encounter and internalize good
language models. Exposure to diverse language models facilitates adaptation to different speech
tempos and vocabulary usage. Through noticing and conscious awareness, learners can actively
monitor their listening, enhance comprehension, and create meaning. This immersive experience
lessens the frustration associated with language learning, fostering the development of
communicative competence. The incorporation of listening and speaking activities can
significantly contribute to the metacognitive development of learners. Metacognitive knowledge,
involving thinking about the language learning process, empowers learners to regulate and direct
their own learning. Stimulating students’ reflection on their listening and speaking skills
performance enhances motivation and positively influences their language performance (Nguyen

& Huynh, 2021)

Utilizing schema theory in the pre-listening phase allows learners to activate prior
knowledge, facilitating better comprehension. Discussions about the content before listening

enhance perception and aid in connecting new information to existing knowledge. The post-
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listening stage becomes an opportunity for deeper learning, as learners use the acquired

information as a springboard for further language practice.

Assigning speaking activities, after listening, not only encourages practical application of
language knowledge but also boosts learners' confidence. The realistic setting immerses them in
authentic language use, prompting more independent language utilization. The communicative
approach, emphasizing the integration of listening and speaking skills, aligns with the principle

that language learners enhance their oral production by decoding messages from interlocutors.

The present study's findings underscore the total lack of integrating listening and speaking
activities during instructional and evaluative activities, which inhibits the transformative impacts
on the development of communicative language use. For the Algerian HE to evolve effectively,
educators must move beyond traditional approaches and adhere to the symbiotic relationship
between listening and speaking. Exposure to language input through listening is not just essential

for conversation skills but is a cornerstone for comprehensive language development.

Encouraging the integration of listening and speaking constructs is essential for creating
more authentic, comprehensive, and valid evaluations in computer science. Rather than viewing
language skills in isolation, assessments should reflect the interconnected nature of
communication in the field. This integration not only mirrors professional scenarios but also

provides a more accurate gauge of a student's overall language proficiency.

Task design should emulate real-world scenarios where computer science professionals
engage in collaborative problem-solving, requiring effective communication. Incorporating tasks

that necessitate discussions, presentations, or collaborative projects can authentically assess
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students' ability to articulate ideas, understand complex concepts through listening, and

contribute meaningfully to knowledge co-construction.

Educators play a crucial role in reshaping assessment practices. Providing continuous
professional development opportunities focused on integrating listening and speaking constructs
in computer science assessments is crucial. Workshops, training sessions, and collaborative
forums can empower educators to design assessments that align with industry demands and foster
well-rounded language skills. Stakeholders need to foster collaboration between educational
institutions and industry experts in specific domains. Understanding the communication demands
faced by professionals in the field can guide the development of assessments. Industry insights
can provide valuable perspectives on the essential language skills required for success in the

workplace.

Stakeholders have to ensure assessments are integrated and cater to diverse learning
styles. Educators need to recognize that students may have varying strengths in listening and
speaking as opposed to writing or reading on which they have been training long before.
Integrated-skills assessments acknowledge and accommodate these differences, providing a more

equitable evaluation of students' language proficiency.

The enhancement of assessment practices in Algerian Higher Education, particularly in
computer science, necessitates a paradigm shift towards authentic evaluations. By addressing the
absence of listening and speaking constructs, aligning assessments with real-world demands, and
fostering collaboration between educators and industry professionals, Algerian Higher Education
can better prepare students for the dynamic and communication-intensive landscape of domain-

related professions. Through these recommendations, the aim is to create assessments that not
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only measure academic knowledge but also cultivate the domain-specific language skills essential

for success in the professional realm.

4.4.3 Improving ESP Classroom Logistics

English for Specific Purposes (ESP) teaching in the Algerian Higher Education context
demands a paradigm shift to address the challenges posed by massive cohorts. Traditional
methods of instruction in overcrowded lecture halls, lacking essential logistics for effective
teaching and evaluation, fall short of meeting the specialized needs of ESP students. The current

practice of teaching ESP in overcrowded lecture halls poses significant challenges.

These spaces do not really represent the appropriate environment to build students'
confidence in listening and speaking, more often lacking essential teaching aids such as speakers,
video projectors, and microphones. In contrast, classrooms provide a more conducive
environment for focused listening and speaking teaching and assessment. The adaptation of
teaching spaces to smaller, more manageable classrooms allows for greater interaction,

personalized instruction, and the use of instructional technologies that promote language learning.

Classrooms, unlike lecture halls, offer an intimate setting that is better suited for
instructive and evaluative practices of listening and speaking skills. In smaller groups, instructors
can employ interactive methodologies, such as group discussions, role-playing, and peer
assessments, fostering a more dynamic and engaging learning experience. This shift from the
traditional lecture hall format to smaller classrooms aligns with the pedagogical principles of
communicative language teaching and allows for a more personalized and effective ESP

instruction.
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As shown in the present study, traditional exam formats often fall short of adequately
evaluating listening and speaking skills. To address this, it is crucial to review and adapt exam
organization to allow for a more integrated-skills assessment that involves these essential
language competencies. Moving beyond written exams, integrating listening and speaking
components into assessment strategies can provide a more accurate reflection of students'
communicative abilities and L2 proficiency in domain-specific contexts. Practical evaluation
methods, such as oral presentations, interviews, and recorded conversations, can offer a more

authentic measure of L2 proficiency.

Creating an environment conducive to listening and speaking assessments requires
attention to logistics. Dedicated spaces equipped with audio-visual resources, recording facilities,
and interactive online platforms are essential for evaluating these skills effectively. Investing in
the necessary infrastructure ensures that ESP students have the opportunity to demonstrate their
language proficiency authentically. Additionally, offering training and resources for instructors to
design and conduct listening and speaking assessments, using technology, is integral to the

success of this initiative (Bouabdallah, 2015).

Given the challenges posed by massive cohorts, leveraging electronic assessments (E-
assessments) becomes a practical solution. E-assessments not only cope with the logistical
constraints of traditional exam settings but also offer scalability for evaluating large numbers of
first-year cohorts. Online platforms can facilitate both listening and speaking evaluations through
recorded responses, virtual interviews, and interactive simulations. This shift to E-assessments
aligns with global trends in educational technology and provides a more efficient and scalable

approach to language evaluation.
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Learners' speaking ability can be improved through regular video recordings and
uploading, indicating the potential of e-assessment platforms (Zeng et al., 2018). In the Algerian
context, adopting similar practices on e-learning platforms can provide students with a
comprehensive assessment of their integrated language, and even topical, skills. E-assessments
can be tailored to include tasks that require both listening and speaking, fostering a more
authentic evaluation of students’ communicative competence. This approach aligns with the
global shift toward technology-enhanced language learning and offers a scalable solution for

assessing integrated skills in massive cohorts.

While embracing e-assessment for integrated skills in the Algerian Higher Education,
identifying and addressing the potential contextual issues becomes more than necessary.
Educators in Algerian HEIs should receive training on leveraging e-learning platforms for
integrated skills assessment. In Algerian Higher Education, where logistical and resource
challenges exist, a phased implementation, different from the swift and massive Covid-19

pandemic experience, with continuous evaluation becomes essential.

Collaborative efforts between stakeholders can contribute to overcoming these limitations
and scaling up the integration of e-assessments for integrated skills in ESP contexts. E-
assessments, when effectively implemented, can enhance student engagement and motivation.
Algerian educators should leverage the interactive features of e-learning platforms to create
stimulating learning environments. Platforms like Canvas, Microsoft Teams, and Google
Classroom allow for interactive discussions, collaborative projects, and multimedia content,

providing students with diverse and engaging language experiences.
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4.4.4 Designing Useful LA Tests

The landscape of education is evolving rapidly, with a growing emphasis ICL. In response
to this shift, it is essential to align assessments closely with instructional goals, inform students
about assessment objectives, and integrate various assessment methods that cater to the cognitive

demands of diverse real-world tasks.

A fundamental recommendation is to align assessments closely with instructional goals.
By ensuring that assessments directly reflect the intended learning outcomes, educators can
enhance the relevance and effectiveness of the evaluation process. This alignment provides
students with a clear understanding of the purpose behind each assessment and reinforces the

connection between their efforts and the broader educational objectives.

Transparency in assessment is crucial for fostering a collaborative learning environment.
Educators should communicate the objectives of formal assessments to students, clarifying how
the results will be utilized to guide further learning. This not only demystifies the assessment

process but also empowers students to take an active role in their own educational journey.

Recognizing the diverse cognitive demands of tasks, educators should design assessments
that vary in complexity. Whether it's a stand-alone task or a multi-step set of tasks, the
assessment design should align with the topical and linguistic KSAs required in a specific
discipline. This approach ensures a more authentic evaluation of language constructs. To enhance
the authenticity of assessments, educators should design tasks that closely resemble real-life
challenges within a specific discipline. This not only promotes a deeper understanding of the

subject matter but also prepares students for the complexities they may encounter in their future
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careers. Real-world relevance adds value to the learning experience and reinforces the practical

application of acquired knowledge.

Effective ICL assessments should encompass a variety of evaluation methods to cater to
different learning styles and preferences. This includes multiple-choice or other selected-response
tasks for objective assessments, shorter answer or other limited-production tasks for a more
nuanced understanding, and written or spoken products for comprehensive evaluation.
Additionally, collaborative projects provide an opportunity for students to apply their knowledge

in a team setting, fostering teamwork and communication skills.

Moreover, delivering assessments online through platforms like Google Forms is a
practical consideration, particularly in our digitalized era. This not only aligns with the
preferences of the tech-savvy generation but also facilitates a streamlined and efficient
assessment process. Online assessments can also be easily adapted to various formats, allowing

for flexibility in task design.

In designing assessments, educators should consider and align their practices with the
language assessment standards. Adhering to these standards ensures reliability, consistency,
fairness, and quality in assessment practices, contributing to the overall effectiveness of the
educational system. Scoring students' performance on essays, presentations, and other tasks
should be done transparently using well-defined rubrics. Providing students with copies of these
scoring rubrics enhances is a learning-oriented strategy that fosters transparency and allows them
to understand the criteria used for evaluation. This transparency promotes a reliable and fair

assessment process.
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Beyond evaluation, the results of assessments should be used to leverage constructive
feedback. Educators can provide feedback designed to promote further learning, identifying areas
of improvement and guiding students towards a meaningful development of topical and linguistic
KSAs. Assessment results can also be instrumental in reflecting on teaching practices and

adjusting instructional strategies to better meet students' needs.

Encouraging students to submit multiple drafts of their work fosters an iterative approach
to learning. This not only provides opportunities for continuous improvement but also allows
students to internalize feedback, reinforcing the learning process. This iterative approach is also
relevant the context of assessment design, whereby feedback is used to enhance assessment
quality. The process of assessment design is of an iterative nature fostering ongoing

readjustments and enhancements of evaluative practices.

Creating opportunities for students to receive feedback from peers promotes a
collaborative learning environment. Peer feedback encourages communication skills, critical
thinking, and a sense of community among learners. Moreover, collaborative projects, such as co-
authored presentations, provide a platform for students to apply their knowledge collectively,
enhancing their teamwork and problem-solving skills. Utilizing evidence of learning during
instruction is a dynamic approach that involves continuous reflection and adaptation. Educators
can adjust lessons based on the results of students' work, providing timely interventions and
personalized support. This iterative process ensures that instruction is responsive to the evolving

needs of the learners.

ESP Assessment Blueprints play a pivotal role in providing a detailed framework that

aligns assessments with the unique linguistic and communicative requirements of a particular

251



CHAPTER FOUR Suggestions and Recommendations

field. These blueprints serve as a guide for educators, ensuring that assessments are not only
relevant to the discipline but also tailored to the linguistic and topical KSAs required in real-
world scenarios. Establishing clear guidelines for ESP assessments contributes to the
transparency of evaluation criteria, promoting fairness and precision in gauging learners'

language proficiency within specific professional contexts.

Furthermore, ICL can be augmented through the introduction of ICL Mock Tests. These
mock tests serve as invaluable tools for preparing students for the diverse formats and
collaborative dynamics they may encounter in actual assessments. ICL Mock Tests not only
provide a simulated experience of the assessment environment but also enable educators to
identify potential challenges and refine assessment designs accordingly through the data they

provide.

By incorporating mock tests into the instructional framework, stakeholders can better
understand the unique needs of their students, adjust their teaching strategies, and foster a
supportive learning environment that encourages collaborative problem-solving and effective
communication skills. In essence, the establishment of ESP assessment blueprints and the
incorporation of ICL mock tests contribute significantly to the evolution of assessment practices,
ensuring that evaluations are not only rigorous but also attuned to the specificities of both the

discipline and the learners themselves.

The design and implementation of ICL assessments require a holistic and dynamic
approach. By incorporating the additional recommendations outlined in this chapter, stakeholders
can ensure assessments that align closely with instructional goals, engage students in the learning

process, and provide a consistent evaluation of their understanding. This comprehensive
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framework not only contributes to the effectiveness of ICL but also empowers educators to adapt

to the evolving landscape of education and meet the diverse needs of their students.

445 Rethinking Assessment Delivery in the Age of Al

In the rapidly evolving landscape of education, the integration of Artificial Intelligence
(Al) tools, particularly chat generative models like ChatGPT and Gemini, has sparked significant
debate and concern. The narrative often centers around the ethical implications of students
leveraging Al for academic tasks, blurring the lines between genuine learning and the detrimental
adoption of Al-generated content. A set of recommendations for rethinking Language
Assessment in the Algerian Higher Education Context is needed, acknowledging the challenges

posed by Al and proposing strategies to ensure the integrity of the educational process.

Research highlights the trend of students opting for the easy way out, utilizing Al to
generate academic content (Cotton et al., 2023; Hassan et al., 2022; Shalevska, 2023). While Al,
including tools like Google, can undoubtedly be beneficial for learning, the concern arises when
it becomes a substitute for genuine effort and understanding. In rethinking Language Assessment
in Algerian Higher Education, educators must recognize that Al, if misused, can erode the
foundations of academic integrity. Therefore, it becomes imperative to assess the impact of Al

not only on the educational tools but also on the very essence of learning.

A necessary exploration of the concept of cheating in the context of Al is required to
disambiguate ethical and pedagogical conundrums. As Al tools can swiftly generate content,
distinguishing between authentic student work and Al-generated output becomes a critical
challenge. The definition of cheating needs refinement, aligning with the goals of assessments. If

assessments aim at promoting independent thought, research, and the writing process, then undue
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reliance on Al for content generation may indeed be considered a form of academic dishonesty.
Therefore, any rethinking of Language Assessment in Algeria must grapple with a nuanced

understanding of cheating in the Al era.

To preserve the quality and integrity of education, it is imperative to set strong standards
and deterrents against the misuse of Al in assessments (Cotton et al., 2023). Educators should
emphasize the importance of genuine learning, articulation of thoughts, and the development of
critical thinking skills. Clear policies and consequences for Al misuse should be communicated,
aligning with the seriousness attributed to traditional forms of cheating. By doing so, the

education system can maintain its integrity and uphold the value of students' authentic efforts.

Like any technology, there is no inherent moral value of Al. Therefore, depending on the
standpoint and the implemented proactive measures, Al can offer opportunities rather than raising
challenges (Cotton et al., 2023). People are just projecting their own misuse onto the technology.
In addition to setting clear policies and deterrents, stakeholders should actively promote
responsible Al use. Providing students with clarifications on how Al can be included in the
teaching-learning process and used to promote learning. Al should be presented as a tool for
augmentation, assisting in research, summarization, and learning reinforcement. By fostering an
understanding of Al as a supplementary learning aid rather than a shortcut, educators can guide
students towards ethical and responsible Al use, ensuring its positive integration into the

educational journey.

The integration of GPT-like Al into educational settings prompts researchers and
stakeholders to explore innovative teaching methodologies. Collaboration emerges as a

cornerstone for effectively navigating this paradigm shift (Kostka & Toncelli, 2023). Research
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underscores the significance of teachers engaging in collaborative practices, such as co-teaching,
sharing teaching materials, and participating in professional learning communities. In the context
of Al integration, educators in Algerian higher education should adopt a collaborative approach
to explore GPT-like Al potential applications. By collaboratively experimenting with Al tools,
teachers can not only enhance their collective knowledge but also address the ethical and

pedagogical implications of Al use in assessments.

Moreover, the collaborative spirit should extend beyond the confines of individual
classrooms. Educational institutions need to establish comprehensive responsible use policies that
account for ethical considerations related to academic integrity, privacy, and authorship. Building
on the concept of communities of practice, educators, administrators, and stakeholders should
actively engage in ongoing discussions to refine policies and share insights about Al integration

(Kostka & Toncelli, 2023).

This collective approach ensures that responsible Al use is embedded in the broader
educational framework, fostering a culture of transparency and adaptability. In addition to
collaborative efforts, reflection emerges as a key aspect in redefining language assessment.
Educators should involve students in discussions about the ethical use of Al tools and its role in
supporting the learning process. Reflective practices should not only include student perspectives
but also integrate teachers' insights at all levels of Al implementation, ensuring a balanced and

inclusive approach to decision-making.

Embracing pedagogical flexibility and experimentation is essential. The transformative
potential of Al in fostering critical thinking and creativity should be recognized (Cotton et al.,

2023). Assessment methodologies need to evolve to focus on the learning process, emphasizing
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critical digital literacy skills over rote memorization. As educators rethink learning activities in
the Al era, they should explore new assessment approaches that encourage learners to utilize Al-
generated information as part of problem-solving, analysis, and evaluation (Rudolph et al., 2023).
By doing so, educators can catalyze a paradigm shift towards a learning-centric educational
system that prepares students for the challenges and opportunities presented by the evolving

landscape of Al.

In response to the challenges posed by Al, a reevaluation of assessment methods is
warranted (Abd-Elaal et al., 2019). Flipping the classroom, emphasizing in-class writing and
interactive learning, could be a strategic move. This approach not only minimizes the opportunity
for Al misuse but also fosters a more engaging and participatory learning environment. To
combat the potential threat posed by Al-generated written content, oral assessments should be
integrated into the evaluation process. Students should be made aware that articulating their
understanding, answering questions, and engaging in discussions are integral aspects of
assessment. This ensures that genuine comprehension and expression are assessed, going beyond

the limitations of written assignments susceptible to Al manipulation.

Rethinking Language Assessment in Algerian Higher Education is an imperative task to
adapt to the age of generative Al. The recommendations proposed aim to strike a balance
between leveraging Al for educational enhancement and safeguarding the quality, effectiveness,
and overall integrity of the teaching-learning process. By setting clear standards, adapting
assessment methods, and emphasizing the essence of genuine learning, Algerian educators can
cope with this technological evolution without compromising the foundational principles of

education. It is through such proactive measures that the Algerian Higher Education Context can

256



CHAPTER FOUR Suggestions and Recommendations

successfully meet the challenges of the Al era while preparing a generation of authentically

educated individuals.

4.5 Enhancing Teacher Educational Development

45.1 Training Programs

Assessment literacy, a pivotal component of effective teaching, encapsulates teachers’,
test developers', and stakeholders' understanding of the measurement of students' learning. In the
Algerian higher education context, where summative assessments play a prominent role, it is
imperative to cultivate assessment literacy among educators. A comprehensive framework for
teachers’ training and development needs to be delineated drawing on insights from international

standards and research on assessment literacy.

To establish a robust foundation, teacher training programs should encompass the three
dimensions of language assessment literacy proposed by Davies (2008) - knowledge, principles,
and skills. Knowledge entails an awareness of measurement and language; principles involve
ethical practices, validity, and reliability, while skills focus on training in appropriate assessment
methodologies (Fulcher, 2012). A holistic approach to assessment literacy should integrate these

dimensions, empowering ESP practitioners with a multifaceted understanding of assessment.

Aligning with global best practices, teacher training initiatives should incorporate the
eight prominent research-based assessment measures identified by DelLuca et al. (2016a) and
stated in the literature review. These measures range from understanding assessment purposes to
fostering assessment ethics. Ensuring teachers' competence in these areas not only enhances their

capacity to take informed decisions but also reinforces the ethical and fair conduct of
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assessments. Acknowledging the evolution of assessment literacy standards, training programs
must address contemporary approaches, emphasizing competencies such as ICL and LOA design
(DeLuca et al., 2016a). A forward-looking training model should prepare educators to navigate

the dynamic landscape of assessment, incorporating up-to-date and learner-centered approaches.

Recognizing the role of assessment-literate educators in the teaching-learning experience,
training programs should emphasize their impact. Research indicates that despite the recognition
of the importance of assessment literacy, many educators struggle to articulate research-based
knowledge (Davidson & Coombe, 2019). Algerian Higher Education training initiatives should
bridge this gap, providing teachers with practical tools and strategies, such as assessment
blueprints and informative videos, to enhance their assessment literacy. Boubris and Haddam
(2020) stress the impact of teachers' beliefs, often subjective and experience-based, on teaching,
learning, and assessment. Effective teacher training should include modules that address these
beliefs, fostering an objective understanding of assessment. This involves creating awareness of

the potential biases in beliefs and instilling evidence-based practices.

To promote assessment literacy, teacher development programs should integrate expert
trainers and advisors. This involves providing teachers with an authentic opportunity to
understand the various types of assessment and their inherent purposes, in addition, to their
design, operationalization, delivery, and scoring. The collaboration with language assessment
(LA) experts holds immense potential. This collaboration can yield valuable assessment
blueprints and artifacts that can eventually serve several purposes. The artifacts, crafted with
expertise, can be utilized as mock tests, strategically integrating assessment-driven approaches

into the learning process. These mock tests become invaluable tools, supporting learners in their
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targeted language proficiency development. The practical application of assessment artifacts in
the learning environment enhances students' familiarity with authentic and valid assessment

formats, aligning their language learning with domain-specific proficiency goals.

Moreover, the assessment blueprints produced in collaboration with LA experts can
extend their utility beyond individual assessments. These blueprints, which encapsulate the
essential elements of effective language assessment, can be incorporated into pedagogical
manuals. Teachers, particularly those in need of support in designing English for Specific
Purposes (ESP) instruction and evaluation, can benefit from these guides. By integrating the
blueprints into manuals, educators receive structured guidance, ensuring that ESP instruction is
aligned with rigorous assessment standards. This collaborative approach not only enriches
teacher expertise but also reinforces a cohesive and standards-driven approach to language

instruction in the Algerian higher education context.

Training programs must also equip educators with digital Al literacy skills to effectively
integrate Al into their teaching practices. Training programs, online courses, and continuous
engagement with Al literature are essential elements of upskilling. The development of a
community of practice focused on Al literacy can facilitate knowledge sharing and keep
educators abreast of the latest advancements. As Algerian higher education embraces generative
Al, investing in the digital literacy of educators becomes paramount to harness the full potential

of these tools responsibly.

Most importantly, teacher training programs should instill in educators the ability to
advocate for improvements in the assessment system. This requires comprehending the strengths

and limitations of the system and acknowledging how it affects both student motivation and

259



CHAPTER FOUR Suggestions and Recommendations

learning results. Training should empower educators to actively contribute to discussions on
enhancing the assessment system for better educational outcomes. A robust teacher training and
development program in Algerian higher education should go beyond imparting theoretical
knowledge. It should focus on practical competencies, ethical considerations, and the evolving
landscape of assessment. Teachers’ initiatives should be incentivized to foster a competitive and
innovative atmosphere. By directly, or indirectly, addressing ESP practitioners’ assessment
literacy, such programs can empower educators to navigate the complexities of assessments
effectively, thereby enhancing the overall quality of teaching and learning experiences in higher

education.

45.2 The Algerian ESP Centre

The establishment of English for Specific Purposes (ESP) Centre in Algeria holds
immense potential for fostering educational advancement, professional development, and
economic growth. As Assassi (2021) reported, the initial intent of the first ESP Centre project
was to facilitate Algerian students' enrollment in full-time postgraduate programs in collaboration
with British institutions. The dissolution of these ESP centers, as highlighted in his paper,
underscores legal issues encountered during the initiative. A Reasonable argument would be in
favor of reinstating and reinforcing ESP Centre projects in Algeria for the numerous advantages

it can provide.

Based on Assassi (2020), the ESP Centre aligns perfectly with the demands of a
transitional period in Algeria, marked by economic openness and a surge in foreign businesses.
The increased demand for specialized classes in fields such as tourism, industry, agriculture, and

computing sciences underscores the urgency of re-establishing ESP Centers to cater to evolving
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educational needs. The ESP Centre can produce useful material, such as instructional and
evaluative materials, informative videos, and individual support to ESP practitioners, including

subject-matter instructors.

On top of addressing the pedagogical shortcomings of the ESP situation in the Algerian
Higher Education context, the ESP Centre has the capacity to compensate for the deficit of
permanent ESP practitioners. It should also strive to create a collaborative environment between
language and subject-matter instructors to participate in the enhancement of the overall quality of
the teaching and learning experience, in the midst of Algerian HEIs shift towards English as a

Medium for Instruction (EMI).

The ESP Centre, on the other hand, should benefit from financial support to incentivize
contributors and boost its overall impact on education and society. The ESP Centre emerges as a
strategic move, resulting in tailored syllabi, curricula, and training programs, in addition to the
creation of an ESP network and collaboration opportunities. These position it as a crucial
component in fulfilling many of the objectives to which the Algerian Higher Education

stakeholders, including learners, are aiming.

4.6 Fostering Research on ESP Assessment

The necessity for more research on ESP assessment practices in the Algerian Higher
Education emerges as a pivotal avenue for academic, economic, and societal advancements. The
following recommendations delineate potential research trajectories that align with the nature of
ESP assessment, aiming to contribute substantively to the enhancement of educational practices

and the socio-economic fabric of Algeria.
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The foundation for robust research on ESP assessment in Algerian Higher Education lies
in conducting descriptive, exploratory, and comparative studies across diverse ESP contexts.
Researchers should undertake systematic investigations into evaluative practices and student
performances, participating in the creation a comprehensive database. By comparing findings
across various contexts, a nuanced and holistic picture of ESP assessment in Algeria can be
developed. This comparative approach enables researchers to identify characteristics, best
practices, challenges, and contextual nuances, laying the groundwork for evidence-based
improvements. These studies can be informed by the comprehensive framework proposed by
Bachman and Palmer (2010), encompassing various assessment standards such as reliability,

validity, and impact.

Another exciting avenue for future research involves the implementation of action
research, focusing on innovative assessment designs within the Algerian Higher Education.
Researchers should actively engage in designing and implementing novel assessment approaches,
gauging their effectiveness in real-world educational settings. This approach allows for the
exploration of innovative assessment methodologies and the subsequent research into their
impact and outcomes. Such research not only fosters continuous improvement but also sets the
stage for simultaneous corrective measures, leading to assessment reforms and paradigm shifts in

ESP assessment practices.

To truly gauge the effectiveness of ESP assessments, there is also a need for long-term
research that delves into the impact of these assessments on students' language development and
career readiness over time. Beyond the realm of academic assessment, researchers should

incorporate a socio-economic impact analysis into ESP assessment studies. This involves
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evaluating the broader implications of assessment practices on the socio-economic fabric of

Algeria.

Researchers can explore how effective ESP assessments contribute to the development of
a skilled workforce, subsequently influencing economic growth and societal advancement. For
instance, researchers can conduct predictive validity studies to assess the ability of ESP
assessments to predict future language proficiency and career success. This longitudinal
perspective provides valuable insights into the enduring impact of assessment practices on
students' academic and professional trajectories. Additionally, it offers a basis for discussing the
overall usefulness of ESP assessments, paving the way for strategic changes that align with the

evolving socio-economic landscape of Algeria.

Another area where research on LA in the Algerian context is lacking is in assessment
literacy. Assessment literacy refers to the knowledge and skills that teachers and students need to
develop, use, and interpret assessments effectively. This encompasses comprehending the various
forms of assessments, their objectives, and the proper methods for selecting and employing them
effectively (Ashraf & Zolfaghari, 2018). Research is needed to determine whether the Algerian
teachers possess the necessary assessment literacy skills, and the factors that may interfere with
their development, such as limited training in assessment methods, lack of access to resources,

and heavy workloads (Davidson & Coombe, 2019).

The recommendations provided offer a comprehensive roadmap for advancing research
on ESP assessment in Algerian Higher Education. By embracing diverse research methodologies
and exploring the long-term impact of evaluative practices, researchers can actively participate in

framing educational policies, fostering innovation, and contributing to the socio-economic
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progress of Algeria. This collaborative effort between researchers, educators, and policymakers

holds the potential to catalyze positive transformations in the overall Algerian ESP situation.

4.7 Conclusion

Building on the comprehensive analysis, this research lays the groundwork for actionable
recommendations. Incorporating feedback provisions is identified as a key improvement area,
addressing the absence of formative and learning-oriented dimensions. Diversifying assessment
tools and moving away from standardized models is recommended to better align assessments
with the specific needs of computer science students. Addressing issues related to assessment
design, task specifications, and scoring methods is underscored, aiming to create a more robust
and learner-centered evaluation process.

The findings are relevant for ESP practitioners, curriculum designers, and policymakers
seeking to enhance language assessment practices in ESP contexts. Practicality-driven assessment
practices underscore the need for resource considerations in large cohorts, urging institutions to
address challenges in educator training and retention. The study's focus on a specific context
(Algerian Higher Education) may limit its generalizability to other ESP contexts. The study
acknowledges practicality constraints, but the depth of these constraints and their impact on
assessment design could benefit from further exploration. Future research should explore
innovative assessment designs that integrate ICL learning-oriented elements, ensuring a balance
between practicality and the validity of assessments.

The findings offer valuable insights into the challenges and opportunities in Algerian ESP
assessment, paving the way for improved practices and future research endeavors. The study

underscores the pivotal role of teacher educational development through training programs and
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the creation of an ESP center. The detailed discussions, in the third chapter, highlight the
intricacies of ESP assessment for 1st Year Computer Science students. It underscores the need for
a paradigm shift in assessment practices, emphasizing ICL nature, learning-oriented
design, and embedded alignment with the evolving needs of computer science
professionals. The present research work sets the stage for meaningful improvements that
can enhance the overall learning experience and proficiency development of students in

the Algerian ESP context.
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Worldwide, Language assessment (LA) in English for Specific Purposes (ESP) contexts
is witnessing a paradigm shift towards Integrated Content and Language (ICL) methodologies
and Learning-oriented Assessment (LOA) for their evidenced impact on learners' linguistic and
topical skills development. As far as the Algerian Higher Education Institutions (HEIs) context is
concerned, the whys and the whens of ESP assessments are clearly mandated through text laws
and administrative circulars. However, very little information is communicated about how to
carry out evaluative practices in ESP. This results in a one-size-fits-all tradition, depriving
assessment from its formative, learning-oriented, and domain-reflective functions.

Moreover, the complexity of assessment theory and the challenges identified by other
researchers in relation to the Algerian context portend dysfunctionalities in ESP assessment
design, operationalization, delivery, and scoring, in addition to its overall quality and alignment
with learners' domain-related language learning goals. Hence, the motive driving this research
was to explore ESP teachers' evaluative practices and their potential effect on language skills
development among 1st year Computer Science students, at Tlemcen University. As those
students face many difficulties in integrating linguistic and topical skills in domain-specific
situations, the researcher believes that ICL instruction and assessment can improve their overall
language proficiency in the field-specific Target Language Use (TLU) domains.

The work was initiated by providing the theoretical background underlying the multitude
of assessment-related concepts needed to address the research questions. In the first chapter we
laid the ground for ICL formative, summative, and learning-oriented assessments, with a glimpse
into assessment engineering, assessment standards, and assessment literacy. The second chapter
was devoted to the description of the ESP situation in the Algerian HEIs; besides a thorough
description of the research design was offered. In chapter three, the main research findings were

exposed, analyzed, and discussed in relation to the research questions and hypotheses. The fourth
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and final chapter was concerned with providing a set of recommendations which are likely to
enhance ESP assessment procedures, and the overall ESP situation in the Algerian HE context.
The research adhered to a sequential exploratory design, with two major phases. Initially, the
researcher explored ESP teachers' evaluative practices, at the level of the Faculty of Sciences,
through document analysis and classroom observation. The qualitative data collected throughout
the first phase grounded the description of ESP assessment situation, including its potential
impact on the development of learners' domain-related language skills, as well as the design of
the quantitative instruments deployed during the second phase. The quantitative phase,
combining findings from a survey addressed to all undergraduate Computer Science learners and
an experimental test addressed uniquely to first-year students, helped in delineating the potential
impact of ESP assessment methodologies and practices on the development of domain-related
language skills among Computer Science learners and their overall satisfaction with the ESP
assessment situation.

Regarding the first research question which was concerned with the current ESP
evaluative practices, findings from the first phase of the research have shown that the assessment
of 1st Year Computer Science students' language proficiency at the Faculty of Sciences is
characterized by certain patterns and challenges. The assessment practices primarily involve
paper-based summative evaluations, lasting 60 minutes. The absence of formative assessment
and feedback provision has revealed as a significant concern, potentially hindering students'
learning and improvement. The design process, as observed in various artifacts, tends to lack
iteration, leading to redundant repetitions of tasks and items rather than genuine enhancement or
innovation. Issues, related to untrained, unmotivated, and frequently replaced educators, may be
at the root of the misalignment between assessment content and the specific needs of computer
science students. Some assessments appear more suitable for an EMI mathematics class,

indicating a need for greater integration of relevant topical and linguistic components in ESP
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exams. Assessment tasks typically cover vocabulary, grammar, reading, and writing, but there is
a conspicuous absence of listening and speaking constructs. This raises questions about the
validity, reliability, authenticity, and impact of the assessments, particularly in the context of
real-world demands on computer science professionals. The qualitative findings from the first
phase support the first research hypothesis.

To answer the second research question, which was concerned with undergraduate
Computer Science experience and satisfaction with ESP assessment situations, the learners'
survey was used to gather relevant data. The Dysfunctional assessment design was shown to
impact students' perception of the evaluation process, potentially leading to frustration,
dissatisfaction, and disengagement. Computer Science students’ experiences with ESP
assessments, at the Faculty of Sciences, demonstrate a generally effective and practical
administration of the English Final Exam across different academic levels. While concerns
regarding exam organization and invigilation exist for about a quarter of participants, the
majority feel they have sufficient time to complete the exams. However, a notable issue is
highlighted concerning learners' comprehension of instructions, suggesting potential challenges
in assessment design and task specifications. The survey unveiled shortcomings in addressing
receptive language skills, particularly in listening assessment. The evaluation of reading skills
focuses predominantly on direct functional meanings within texts, potentially limiting the
assessment of higher-order reading skills. In terms of productive language skills, the assessment
of writing skills is criticized for emphasizing grammatical accuracy over diverse genres,
hindering the development of proficient writing abilities. Strikingly, speaking skills are not
subject to assessment, impacting students' motivation and development. The survey findings
indicated a significant misalignment between ESP assessments and learners' actual needs within
the Computer Science domain, as evidenced by the scarcity of positive opinions regarding the
exams' contribution to achieving domain-related language learning goals. This misalignment,

coupled with recurrent testing traditions and deficiencies in addressing language skills needed in
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both academic and professional contexts, adversely affects students' motivation and priorities in
language learning. These findings confirm the second research hypothesis.

The third and final research question addressed the impact of ESP assessments practices
on 1st-year Computer Science students. This impact was evidenced through a detailed analysis
of various measures and test results. The measures employed as performance indicators revealed
that the, learning-oriented by design, ICL Test effectively homogenized learners' collective
performance around the mode. The Generic Test, inspired from the findings of the qualitative
phase, however, fails to have a significant impact on learners' initial language proficiency level.
The impact of task formats, specifically open-ended questions versus MCQs, becomes apparent,
with MCQs contributing to improved performance in reading comprehension tasks. Interestingly,
the advantage of MCQs is reversed in grammar tasks, where the ICL Test group outperforms the
Generic Test group, highlighting the importance of task specificity and feedback provisions. The
ICL Test, characterized by an ICL task prioritizing topical knowledge, shows positive impacts on
exam scores and grades, particularly in the culminating competency. Feedback provisions in the
ICL Test contribute to students' rectification of errors, improvement, and skill development, as
opposed to the Generic Test, which lacks such features. The integration of assessment into
Computer Science discourse practice, aligned with the LOA framework and the Meaning-
Oriented Model of L2 Proficiency (MOM), significantly enhanced the assessment experience
and positively impacted learners’ mobilization and development of both topical and linguistic
skills. These findings, supporting the third research hypothesis, proved that the ICL Test's
emphasis on learning-oriented tasks motivated learners and boosted their overall performance,
learning, and grades compared to the Generic Test.

The assessment of English for Specific Purposes (ESP) among 1st Year Computer
Science students at the Faculty of Sciences in Algeria is a critical aspect of their academic and
professional journey. The study highlights the broader challenges in ESP courses, particularly

the recurring issue of a lack of alignment between ESP courses and learners' professional needs.
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The impact of dysfunctional assessment practices extends beyond academic performance,
influencing students' perception of the evaluation process and hindering their overall learning
and development experience. The predominant use of summative assessments, coupled with the
absence of feedback provisions, poses a significant challenge to students' learning and
improvement. Thematic analysis exposes a concerning pattern of redundancy and potential lack
of innovation in instructional materials, limiting the effectiveness of ESP assessments. However,
amidst these challenges, the study identifies the Integrated Content and Language (ICL) Test as a
positive outlier, demonstrating a meaningful impact on learners' performance and engagement.
The dissatisfaction expressed by learners regarding the inadequacy of ESP assessments in
preparing them for language use within the academic and professional domains of Computer
Science underscores the urgency for adjustments in assessment practices. Introducing learning-
oriented assessments, diversifying assessment tools, and focusing on learner-centered design are
proposed as measures to transform the impact of ESP assessments, facilitating language skill
development and contributing to a more constructive and engaging learning experience aligned
with the evolving needs of Computer Science. The study emphasizes the imperative need for
reform to enhance the overall learning experience and proficiency development of students in the
ESP context, ensuring their readiness for academic and professional success.

The research findings culminated in a set of comprehensive recommendations aimed at
improving ESP assessment practices for ESP students in the Algerian HE context. Firstly, the
study emphasized the potential of formative assessment and proposed its incorporation to
enhance students' learning and improvement. This includes enriching classroom assessment
techniques and boosting their effectiveness. Additionally, there was a strong emphasis on
incorporating learning-oriented assessment (LOA) frameworks into assessment design.
Recommendations in this area span developing LOA, focusing on performance moderators, and
incorporating constructive feedback. Diversifying assessment tools is another key

recommendation, with a specific focus on the integration of Integrated Content and Language
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(ICL) assessments, addressing the need for listening and speaking evaluations, improving ESP
classroom logistics, designing useful ICL tests, and rethinking assessment delivery in the age of
technology and Artificial Intelligence (Al). To support these changes, the study advocates for the
enhancement of teacher educational development through training programs and the
establishment of an Algerian ESP Centre. Lastly, fostering research on ESP assessment is
encouraged to continually inform and refine assessment practices in alignment with the dynamic
needs of Algerian ESP students.

Despite the significance of the present research work, it is essential to acknowledge its
inherent limitations. Firstly, the study does not extensively investigate the underlying issues that
hinder ESP assessment in the Algerian context. Instead, it primarily concentrates on
understanding the tangible impact of ESP assessment practices and endeavors to offer practical
support based on existing literature and empirical findings. Secondly, the research lacks the
inclusion of previous records of students' achievements to infer their linguistic proficiency levels
and to provide additional context for some of its findings. Moreover, the researcher encountered
some difficulties related to teachers’ willingness to participate in the research by granting access
to their classrooms for observation. Finally, the study's scope is confined to Computer Science
students, at the Faculty of Sciences, Tlemcen University, Algeria, which might restrict the
generalizability of some of its findings to broader contexts.

The landscape of Language Assessment in English for Specific Purposes is undergoing a
transformative shift globally, marked by a growing emphasis on Integrated Content and
Language methodologies, Learning-oriented Assessment frameworks, and models of L2
proficiency. While the Algerian Higher Education Institutions have clear mandates on the when
and why of ESP assessments, the lack of guidance on how to conduct evaluative practices results
in a conventional, one-size-fits-all approach. This research, driven by the aim to explore ESP
teachers' evaluative practices and their impact on language skills development among 1st-year

Computer Science students, uncovered patterns and challenges in ESP assessment. It emphasized
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the need for a paradigm shift towards formative, learning-oriented, and domain-reflective
assessments. Despite the identified challenges, the study recognizes the positive impact learning-
oriented ICL assessments, highlighting their potential of to enhance both topical and linguistic
knowledge, skills, and abilities among learners. The study concludes with a call for
comprehensive reforms, offering a detailed set of recommendations. This comprehensive
roadmap, fueled by a commitment to innovation and learner-centered design, aims to not only
address the current challenges but also pave the way for a more constructive and engaging
learning experience in ESP, aligned with the evolving needs of ESP students in Algeria. The
study, in essence, sets to initiate the call for transformative change, inspiring educators,

administrators, and researchers to collectively elevate ESP assessment practices to new heights.
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Appendix A: Selected Assessment Artifacts
1st year MI Final Exam 2010-2011

Aboubekr Belkaid University Year: 2010/2011
Engplish Exam: Duration: 01 Hour 15 Min.
The Text: Fies |- Year Tl 5

Teachers in some secondary schools in Britainiare worried that their jobs may
become impossible shortly unless something can be done to restore discipline in the
classrooms. In the problem schools, mostly in large cities, a small minority of teenage
pupils delibraly disrupt lessons to such an extent that teachers can no longer teach their
classes effectively.

Some within the teachers unions consider that the permissive nature of modern
society is responsible. Small children who are contimatlly encouraged to express their
individually without restriction are naturally reluctant to accept school discipline when
they grow older.

Perhaps the problem can be solved by improving facilities for the psychological
guidance of these difficult children or by better cooperation between the schools and the
parents — for the parents may be mainly responsible for the aggressive behaviour of their
off spring. But some of us believe that there ought to be a retumn to more "old-fashioned"
methods. At present in some schools teachers may not even slap a child who misbehaves,
b. I personally feel that caning should be re-introduced and that this might produce the
desired results.

Ex-teacher, Beckenham.
. COMPREHENSION
Anpswer the following questions according to the texi:
~  Which problem is the writer raising?
- Who may be responsible for the mishehaviour of children?
— Do all teachers in Britain beat their pupils?
—  Ddoes the writer agree on the corporal punishment?

11} Mastery of language
A. Lexis

a) Find in the text words, phrases, or expressions that ane closest in meaning ta:

Beating — re-establish — adolescents.
b) Find in the text words, phrases, or cxpressions that are opposite in meaning o

passible — refuse.
B. Syntax:
Rewrite the seeond sentences so that it means the same as the [irst one:

Teachers may not slap a ¢hild.

Caning should be re-introduced by teachers.

TeathaS .os v ernnaresstininmromencasmnmrarome o ssisins

"Why did you leave the house yesterday ™

He asked Har ..o ciiiiinerr e innrs s s baa
nn. WRITTEN EXPRESSION

This is a gonversation. Complete what B savs:

A: Do you know what happened at the school last week?
i What did the administration do?

PR R T
e S
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1st year M1 Makeup Exam 2010-2011

Abou Bekr Belkaid University Duration: 01 hour;

Mathematics department Pl NEMEs <o dus s atamses

First year: 2010/2011 ST IOTIS: - vharm o ncin' s o s e s i
English Exam

Activity {: Fill each gap with a word from the box:
"marzinalized—their—educational-right-compulsory—for-commitments";
The right to education is a fundamental human.... ... DIt s
essential and indispensable ... the exercise of all other human rights

and for development. Education is the primary vehicle by which economically and socially

,,,,,,,,,,,,,,,,,,,, adults and children can lift themselves out of poverty and obtain the means
to participate fully i ..o communities,

But in spite of all the............. R made by governments for providing education for
all, especially freeand ... T, hasic education, millions of children still remain
deprived of .......coniciiieniinnns apportunities.

Activity 2: Combine these pairs of sentences using the appropriate linking word. Make the
necessary changes when necessary.

Kee
- He practices a lot of sport. He konﬁsf} fit.

—  The world wildlife fund raised money. It wanted to save animals and plants from
extinction.

...............................................................................................

Activity 3 Underline the silent letters in the following words,
Sandwich-dumb-wrist—talk—knock-hymn—pseudonym-—christmas-answer—guide;
Activity £ Sum up your project in 6 lines.

...............................................................................................................
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1st year MI Final Exam 2011-2012

Abou Bekr Belkaid University. Year: 2011/2012.

Mathematics department. Duration: 1 Hour.

Read the passage carefully then do the activities:
All around the world, people are travelling more. They are also spending more money on

travel, What is the most popular couniry that people go to? France is the most popular, the
United States is the second, Spain was third. Italy and Britain came next, and China was sixth.

Where do the big spenders go? In 1996, Americans went mostly to Mexico (20%) and

Canada {13%), but they also went to Europe and the Caribbean. Germans went mostly to other
countries in Europe, about (0%) of them came to the United States, Japanese travelers went all
owver the world.

Why do people travel so much? Some of them want to learn about other cultures. Some

people travel for business. In United States, many people are immigrants. They travel to their
home countries to visit their families.

Section Ome: Reading ' comprehension.

1} How many interrogative sentences are there in the text?

~.2) Find in the text words or expressions whose definitions follow:

a) Liked orenjoved by a large number of people.
b) To go to see a person or a place for a period of time.

¢) People who come to another country to live.

3} What do the underlined words refer to in the text:

a) Went thers in 1996 :(§ 1)
b} About (2%4) of them came : {§ 3)

4} Spot the mistake and correct it:

a) [ love travelling on train.
by This is an area rarely visit by Europeans.

¢) Where you are going for your holidays this year?

5) Reorder the following words to make a meaningful sentence.

be/ across/ Sahara’ exciting / travelling / would / the/ adventure / an.

Section Two: complete the following sentences,

Put your own address at the ...............oo0 on the right.

Addresses generally follow the rule of ...........house number, then street, then town.
Don’™t put YOur ....ocvvevenvenes. with the address.

In f‘ubmﬂl letters and business letters, put the name and address of the .......... , You are
writingtoonthe ............ zside of the page.

Letters which begin with Dear Sir.. Usually finish .................

One does not normally ................. a letter to a stranger with an enquiry about health.
Good Luck
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1st year M1 Makeup Exam 2011-2012

Abow Bekr Belkaid University Full name:
Mathematics Depariment
First vear; Section:

Duration: (01} hour;

English Exam
Activity One; Fill in the blanks,
L B coninnann i v snsrns s P B ls i as s s svds s L s with six sides;
2} A four-sides figureiscalleda .......... ...

3} The distance around a circle is called its.............ocvviiiiiniiniiin ;

4) The line drawn from one side of the circle to the other, passing through the point of origin is called the

3) A straight line joining the ends of an arc is calleda ...

Activity Two: Fill in the blank spaces in the following sentences,

———

13 Anynumbertothe..........ooovvieeennnn.0f ) (nought) is eamlto s na s

2) If the plan of building is deawn toa ..ol af 1 65, one centimeire on the plan
....................... sixty -five centimetre on the building:

o R e a vulgar fraction to a decimal fraction, we simply ................. the numerator by the
denominator;

4) The result of a division problem is called the v e .8 e +

a) Any pumber consists of combinations of ....oooeeen e T L e R, 3

Activity Three:
1) Divide thirty-six pounds into theee parts in the ratio 6:3:1;

2) If teen litres of oil weigh eight kilograms, and a litre of water weighs one kilogram, what is the ratio of

the relative density of oil and water?

3) Which fraction with a denominator of sixteen is in proportion to one over four?

Activity Four: Summarize your project in (6) lines,

295



APPENDICES

1st year MI Final Exam 2012-2013

Full Name:.....cououus

ENGLISH EXAM First Year: (2012/2013)
Duration: 01" ;

Exercise N® Mz (10 pts)

1

2)

4)
3)
6)

7
8)
9

Fill the blank spaces in the follewing sentences:;

When we bave e a.an equation, we should L...........our answer.

Aoioiininnen 8 the product of two binomials,

The smallest number which i3 exactly e e b two or more numbers is called their
Any numberfothe ..o, of 0 inoughthis equal to ...oooveneivinnnnnns

An integer plus a fraction MAKES 8 ...,

To..coeeeeniivoen..@ vullgar fraction to a decimal fraction, we simoply ................the numerator by the
denganinator.

An improper fraction exists whenthe ....coooivveeeeno s prester than the ...

Any number consists of combinations of ..o

Eighteen subtracted .......ocooccvniiennnnn, EVEREY SqDADS ..ot s

109 Addition is a mathematical .............000. .ooim which one quantity is ....ooeeiiin to another.

Exercise N 02:

1)

=

2

4)

Write five definitions of the angles (02, 5 pts),

-------------------------------------------------------------------------------------------

In gepmelry, is there any difference between a point and 8 dot why? (01 pt)
Write the verbal equivalents of the following mathematical symbols. (02, 5 pts)

2.0
F
4, =

5, &
Give definitions of the following terms, (04 pts)
o B {101 s R et W
o TR T L i ph [ [ e e e e e e R e e e e PR

Dl o o s
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1st year M1 Makeup Exam 2012-2013
- i

Abou Bekr Belkaid University First Year; 2012/2013
FULL NAME:...coc.verimmmuans e ne e Time allowed: 01 hour

[
| English Exam T

Reading: Read the text carefully then do the activities below:
A) Comprehension

Text

During the past decade, there has been a considerable increase in the number of natural
disasters which have caused hardship and suffering in many countries. Disasters are not confined to
particular regions, nor do they discriminate between rich and poor countries. For the past years alone,
floods in France, Italy, Algeria and Vietnam as well as earthquakes in El Salvador and India have
reminded us of the need to take global preventive measures against disasters.

Although we continue 1o refer to these disasters as "natural”, they are man-made.
"The increasing emission of carbon dioxide and other gazes, deforestation and desertification play an
important role in the increase of natural disasters”, says Dr Briceno, the director of the 1SDR.

The most significant lesson we have learnt from disasters is that solidarity and close
coordination with other people are necessary to promote a culture of preventio.

1} Are the statements true. false or not mentioned?

a) Natural disasters affect especially POOT COUNLIES vvvevivrrererieieseeses s
b) Carbon dioxide and gases are emitted from fACtOREs .....ooovvvsvoesvoesoeeo
¢) Solidarity with other people helps to prevent disasters ........................ R

2) Answer the questions aceording to the text :
a) What message do natural disasters send to all people?

---------------------------------------------------------------------------------------------------------------------

3) In which paragraph is it mentioned that cutting trees is one of the causes of datural disasters?
[iat e ES §

4) What or who do the underlined words refer to in the text?

a) = Which (31} =% B We (83 ——F e :
< B) Text Exploration
[ Find in the text words or expressions that are closest in meaning to:
a) augmentation (§1)i........o. i wone, b) precaution (§3)..oevevrinneennn.

2. Rewrite sentence (b) so that it means the same as sentence (a):
a) "What have you learnt from disasters?" the teacher asked them.
heieacheraTked bt o s o e sl A b b

3. Underline the silent letter: autumn - aisle ~ foreigner.

4. Fill in the paps with one of the words from the list below:

| aems — terrible — iishind__— [nsigniﬁc.ant = effects - produce - civilisations — both. ]

The damages that natural disasters........................éither on people or nature are
.................. but if we compare them with the bad........................that some aspects of
1T SR e B AP bring they look.......c..cc.ee.. 2eal [N 5 e e RS (hl

duration and in size.
Good Lick
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1st year MI Final Exam 2013-2014

Abou Bekr Bélkaid University Tlemcen ~English Exam-

Mathematics Department _

Firat Year Family nams :
First name :
Student’s number ;

Evereise N 012 Answer by true or false:

~  Put your own address at the top on the Jeft. |

—  Put the date directly under the address. S

- InU.8.A it is common to write the month first and to put a comma before the :.ﬂ::ar.:|
—  Don’t put vour name “the sender™ with the address. RS
—  Letters which begin Dear Sir ........usually finish yours faithfully. |:|
—  Addresses generally follow the rule of “tiw biggest first™ town, then street, then house num her.[,____-
- One does normally begin a letier to & stranger with an enquiry about health, e o

Sign with your first narne (formal) or your full name (informal). PR |

“wicercise N 02 Circle or underline the silent letters in the following words:

- Hustle; — Plumber; - Alisle; ~ Psalm; — Signualure; — Friend; —-Knee; — Right; - Cupboard;
—  Exhibition; — Musele; — Autumn; — Corps ;@

Exercize N3 Select the eorrectly punctuated sentence:

1) Can you tell me what your address is
al Address is! []
b) Addressis? [ ]
2y Johe's wife Margot has vesigned from her position as Head Murse,
a) John's wite, Margot, has resigned from her position as Head MNurse, |:|
b) John's wife, Margot has resigned from her position, as Head Nurse.[ ]
3) Ouch velled Ceeilia you're stepping on my toes!
a) Ouch, velled Ceeilia: you're stepping on my toes). L]
by "Ouch!" velled Cecilia. "You're stepping on my toes!” |j
4} After our team won the national championship in 1999 the coach found recruiting much easier.
al Mo punctuation nesded G
b) In1995,thecoach [ |
5) He has a two year old son.
a) Two-year- old L
b} Two year- old. D
Good Luck
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1st year MI Final Exam 2014-2015
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1st year MI Final Exam 2017-2018

L1ML1 English Exam 1= Semester- 17/01/2018
Full Name:
Section: Signature:

Activity 1 {06 pts): Fill in the paragraph below with the appropriate words from the
following list. Not all the words can be used.

I. wirtual machine 4. CPU 7. devices
2. CLI 5. terminal 8. GUI
3. programs 6. dual-booting 9. Kernel

“A computer would be fairly useless without an OS. Operating systems allow users
to execute all sorts of on their computers. is the
fundamental part of an operating system responsible for providing access to the
machine’s hardware. Running more than one OS on a single computer is possible with

or by using a . The allows the
operators to interact with the system by using the mouse to manipulate the visual
elements on the screen, while the refers to the way for interacting with
the system by typing text commands into the window. "

Activity 2 (03 pts): Identify and underline the subjects (8), verbs (V), and objects (O), as
well as the adjectives (Adj) and adverbs (Adv) in each of the following sentences:

L. Computer-users prefer an icon-based interface.
2 The server was set to automatically log ofT users.
kR The programmer tested his Java code on different operating systems.

Activity 3 (03 pts): Using the appropriate conjunction, combine the following pairs of
sentences. Make the necessary changes:

« Pair l: “Since” = "Therefore” = " Whereas ™
- CDs have almost become obsolete.
- Modern storage devices have replaced CDs.
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= Pair 2: “For” = "But” = "50”
- A computer would be fairly useless without an 05,
- Today almost all computers come with an 08 pre-installed.

s Pair 3 U= "Yer” = "Because”
- The computer user could not log on.
- The computer user forgot his username and password.

Activity 4 (08 pts): Put the verbs between brackets into the correct tense:

[. My family (buy) some land recently. They
(build) a summer bouse there at the moment.

2. He (watch) the news on TV every day and it
{(help) him with his English.

3. Yesterday, my internet browser (crash) again, when |
{(upload) the files.
4. When he {found) Microsofi, Bill Gates was only years old. He

{already f write) his first computer program six years eatlier.

5. She said that one day she (retire) from teaching and
(spend) her new free time leaming about computers.

6.1 (not sleep) at all last night, because my roominate
(listen) to music all night.

7. She (not see) her father since he (stanm) to
work in Algiers.

8. By the end of the month, we (complete) the first semester.

Good Luck!
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1st year MI Final Exam 2018-2019

L1 M.I 1 Semester English Exam 090172019 = 3:00 to 4:00 p.m

Full Name:

Section: Signature:

Task 1 {06 pis): Fill in the following paragraph with the appropriate words from the list
befow. Not all the words can be wsed.

1. layer 4. hardware 7. operator

2. interface 5. devices 8. kemel

3. cOmmon 6. Graphical 9. Command
“Microcomputers are the most ... type of computer. We use input ... every lime

we use a computer. Simply speaking, it is these devices which allow us to enter information.

Without them, the computer would not know what we want it to do.

An OF is a GUI or CLI software link between the computer and the ... It is the lowest
software ......... that manages computer ......... and sofiware resources. An OS5 must have at
least one kind of user .......... There are two major kinds of user interfaces, the ........... Line

Interface and the ......... User Interface.”

Task 2 (3.5 pts): Identify and underling the Determiners (IV), Nouns (N), and Verbs (), as
well as the adjectives (Adj), adverbs (Adv), and Prepositions (P).

Example: The computer is an electronic machine.
D N V D Adj N

l. Muost computer-users rely on prewrillen programs.

2. A computer would be fairly useless without an OS5,

Task 3 (06 pis): Using connectors that express Causafity, Condition, or Contrast, write

three {03} sentences of vour own.
Example (Contrast): The program crashed down buf the data was not losL

Sentence | (Causality):
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Sentence 2 (Condition):

Task 4 (4.5 pts): Put the verbs between brackets mfo the correct tense.

I. Computers have evolved throughout the late 20th century; they (to becomme) more interactive.

Good Luck!
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1st year MI Final Exam 2019-2020

L1M.1 English Exam 22012020 - 3;00 to 4;00 p.m

Full Name:

Section: Signature:

Task 1 (06 pts):  Fill in the following paragraph with the appropriate words from
the list below.

1. software 3. operator 5. pixel
2. hardware 4. data 6. input
a. “Quite simply, computer .......... is the physical components that a computer

system requires to function.™
b. “An.......... device is any hardware device that sends data to a computer.”
¢. “Flash memory is a form of nonvolatile memory that retains .......... in the

absence of a power supply.”

d. “An 085 is a GUI or CLI software link between the computer and the .........."

e. “Scripts, applications, programs and a set of instructions are all terms used to
describe .........."

f. A ._........1s the smallest unit of a digital image or graphic.”

Task 2 (3 pis): What do the following acronyms stand for?
Example:  BIOS <% Basic Input-Output Services

a CPU= i, e CLI e

Task 3 (06 pts):  Complete each of the following sentences with the correct form af
the adjectives berween brackets.

I. The ............... you study for the exams, the ............... you will do. (hard /
great)

2. Python is one of ............... programming languages. (easy)
3. This computer is considerably ......._....... your old one. (powerful)

4. According to Elon Musk, Alisas ............... as nuclear exploitation. (threatening)
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5.The ...............is a CPU clock speed, the ............... a computer will be. (high /
fast)
6. Besides being a language, Mathematics is ............... English. (universal)

Task 4 (05 pts):  Put the verbs berween brackets into the correct tense.

I. Researchers from different disciplines (to participate) ............... inthe
development of computer sciences.

2. The program (to crash) ............... but the data {to be) ............... not lost.
3. Mobile phones have evolved; they (to become) ............... more interactive.
4. Ten years from now, even teenagers (to be) ............... able to develop a computer
program.
Good Luck!
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1st year MI & | Final Exam 2022-2023

L1 MI/1 English Final Exam 20222023
Full Name: Signature:

Task N°1 s syt Complete the following passage with the appropriate words from the
list below.

l. instructions 4. peripherals 7. storage

2. binary 5. operator 8. input

3. keyboard 6. malware 9. circuits
“COMPULET wuvrrmvnnrnrnes are any of various devices (including sensors) used to enter
information and .....ceceieenes into a compauter for storage or processing and to deliver
the processed data to the wecvarenees.

These devices are commonly divided into three kinds: input devices, output devices,
11T devices. AN .eveveirseenes device converts incoming data and
instructions into a pattern of electrical signals N iveineneen.. . code that are
comprehensible to a digital computer. An output device reverses the process,

translating the digitized signals into a form intelligible to the user.”

Task N°2 jos pii: Complete each of the following sentences with the corvect form of the
adjectives berween brackets.

[ you practice, the .....ceeeeeenns you learn. (hard / much)
2. Python is one of veveeesiininns programming languages. (easy)
3. This computer is considerably....oveeeninn, vour old one. (expensive)
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Task N°3 s iz Label the pictures below

L]
v

Good Luck!

307



APPENDICES

Observation N°:

Teacher:

Settings:

Appendix B: Observation Guide

Aspect

Observation

Assessment Type

Input Language

Targeted Language KSA

Targeted Topical KSA

Individual Needs

Timely Feedback

Integration into Lesson Plan

Emphasis on Progress

Student Goal Participation

Teacher Inquiry
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Alignment with Goals

Teacher Expertise

Seamless Integration

Focus on Student Welfare

Next Steps Guidance

Enhanced Understanding

Student Responsibility

Multiple Data Sources

Side Notes
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Appendix C: Learners’ Appreciation Survey

Dear student,

As part of our ongoing efforts to enhance the quality of English language education
within the field of computer science, we invite you to participate in this research. This survey is
designed to gather insights into your experiences with final English exams, as well as your
language skills and needs. Your participation in this research will provide valuable data that can

lead to positive changes in your academic experience.

Participation in this survey is entirely voluntary, and you have the freedom to choose
whether or not to participate. Your decision to participate or not will not impact your academic
standing or any other aspect of your education. Your responses will be kept confidential and

anonymized, ensuring your privacy is protected.

We understand that your time is precious, and we truly appreciate your willingness to
participate in this research. Your perspectives are vital in driving positive changes, and your
contributions will help create a more effective and tailored English language education system

within computer science programs.

If you choose to participate, please answer the survey questions honestly and to the best
of your abilities. Your insights are invaluable, and we are committed to using this information

responsibly and ethically to enhance your learning experience.

Please click on the space corresponding to your chosen response.

Thank you.
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Backrground Information
Are you a 1%, 2", 3" year Computer Science Student?

O 1%t year
[ 2" Year
[ 3"Years

English Exam Procedures

Strongly
Agree

Strongly
Disagree

Agree Neutral Disagree

The instructions for completing the

English exam are clear.

The English examination process is

organized.

The English exam invigilators are

professional.

I am allotted enough time to complete

the English exam.

I have problems with the English

exam materials.
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Reading Skill Assessment and Development

Strongly

il Disagree

The exam assesses my ability to read
and understand different types of texts,
such as news articles, academic essays,

and fiction

The exam assesses my ability to identify
the main ideas and supporting details in

a text.

The exam assesses my ability to draw

inferences and conclusions from a text.

The exam assesses my ability to identify
and understand the author's purpose and

point of view in a text.
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Writing Skill Assessment and Development

Strongly Strongly

Disagree

Agree | Neutral Disagree

The exam assesses my ability to write
clear and concise sentences and

paragraphs.

The exam assesses my ability to
organize my thoughts and ideas in a

logical way.

The exam assesses my ability to use

appropriate grammar and vocabulary.

The exam assesses my ability to write in
different genres, such as essays, reports,

and letters.
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Speaking Skill Assessment and Development

Strongly Strongly

Disagree

Agree | Neutral Disagree

The exam assesses my ability to speak
clearly and fluently on a variety of

topics

The exam assesses my ability to use
appropriate grammar and vocabulary in

speech

The exam assesses my ability to
organize my thoughts and ideas in a

logical way when speaking

The exam assesses my ability to interact

with others in a conversation
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Listening Skill Assessment and Development

Strongly Strongly

Disagree

Agree | Neutral Disagree

The exam assesses my ability to
understand spoken language in a variety
of contexts, such as lectures,

conversations, and presentations

The exam assesses my ability to identify
the main ideas and supporting details in

a spoken passage.

The exam assesses my ability to draw
inferences and conclusions from a

spoken passage.

The exam assesses my ability to follow
instructions and complete tasks based on

spoken information.
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Use of Language Skills in Specific Domains

Disagre | Strongly

Strongly

Agree | Neutral

The English exam prepared me for using
language in Computer Science academic
domain such as reading papers, following
an online course, or participating to a

conference.

Agree e Disagree

The English exam prepared me for using
language in Computer Science
professional domain such as writing a
professional document, presenting a

solution, and eliciting needs.

The English exam prepared me for using
language in Computer Science socio-
professional domain such as interacting
with colleagues, interacting with

customers, and freelancing.

The English exam helped me to achieve
my domain-related language learning

goals.
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Appendix D: Scoring Rubric for Discount Scheme Dialogue Completion Task

Criteria Proficient (5) | Advanced (4) | Intermediate Needs Beginner (1)
3) Improvement
)
) - - Shows a -Displays an -Displays - Lacks
Topical Demonstrates | good grasp of | acceptable limited understanding of
Control deep the technical | understanding | understanding | the technical
understanding | aspects and of the technical | of the technical | aspects and fails
of the asks several | aspects and aspects and to ask relevant
technical relevant asks a asks only a technical
aspects questions. reasonable few relevant questions.
related to - Most number of questions. - Important
implementing | technical relevant - Some technical areas
a discount areas are questions. important are entirely
scheme. covered - Covers some | technical areas | omitted.
- Asks a adequately. important may be
comprehensiv technical areas. | overlooked.
e set of
technical
questions
covering all
relevant
areas.
- Uses clear - Generally - Uses - Language is | - Language is
Language and precise uses clear somewhat unclear at incomprehensibl
Accuracy language language clear language, | times, e or severely
throughout with a few but may have | hindering flawed,
the dialogue. | minor issues. | noticeable communicatio | impeding
- Excellent - Good issues that n. communication.
grammar, grammar, occasionally - Some - Major
vocabulary, vocabulary, hinder noticeable grammar,
and sentence | and sentence | communicatio | grammar, vocabulary, and
structure. structure. n. - Adequate | vocabulary, or | sentence
- - Ideas are grammar, sentence structure issues.
Communicate | mostly vocabulary, structure - Ideas are
s ideas communicate | and sentence ISSues. poorly
effectively d effectively. | structure. - Ideas may conveyed.
- Ideas are not be
conveyed consistently
reasonably. Clear.
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Rhetorica
| Control

Demonstrates
excellent
rhetoric skills,
actively
listening to
the client and
responding
appropriately.
- Maintains a
polite and
professional
tone
throughout.

- Dialogue
flows
smoothly.

- Displays
proficient
rhetoric
skills,
actively
engaging
with the
client and
responding
adequately.

- Maintains a
mostly polite
and
professional
tone.

- Dialogue is
generally
smooth.

- Shows
acceptable
rhetoric skills,
with adequate
engagement
with the client
and
appropriate
responses.

- Tone is
generally
polite and
professional.

- Dialogue
flows
reasonably.

- Shows
limited
rhetoric skills,
with
occasional
lapses in active
engagement
with the client.
- Tone may be
inconsistent.

- Dialogue
may have
some
disruptions.

- Lacks effective
rhetoric skills,
failing to
actively engage
with the client
or respond
appropriately.

- Tone s
unprofessional
or inappropriate.
- Dialogue is
disjointed and
incoherent.
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Appendix E: Generic Test

What Questions Do | Ask During Requirements Elicitation?

This article emphasizes the significance of utilizing a requirements questionnaire to
enhance the effectiveness of requirements elicitation sessions and save time. A requirements
questionnaire is a structured list of questions organized according to project features or
objectives. It aids in refining the understanding of high-level requirements and engaging
stakeholders more effectively. By investing time in preparing a well-thought-out questionnaire,
follow-up meetings can be reduced. The questionnaire should aim to discover requirements
rather than merely gather them.

When creating a requirements questionnaire, it is advisable to work through each feature
individually. For instance, questions like "How will your stakeholders use this feature?" or
"What are the steps involved in this feature?" help in comprehending its purpose and
implications. Questions related to "Where" can focus on the location of feature access or
visibility of results. "When" questions delve into the timing of feature usage or completion
requirements. Questions about "Who" identify the users, input providers, output recipients, or
key stakeholders to consult. "What" questions explore the feature's functionalities, desired
outcomes, tracking needs, or alternative scenarios. Lastly, "Why" questions confirm the
alignment between requirements and project needs.

It's important to note that the questions in the requirements questionnaire should not be
asked one-by-one in a linear manner. Instead, select a few core questions to initiate discussion.
As the stakeholders express their vision, utilize the remaining questions as a guide to ensure a
comprehensive conversation. Typically, only about half of the questions will be directly asked,
while the other half is addressed indirectly through the conversation. By employing a
requirements questionnaire and following a structured approach to requirements elicitation,
clients can actively participate, and the project requirements can be thoroughly understood and

documented, leading to more successful outcomes.

Adapted from Brandenburg, L., & Brandenburg, L. (2023). What Questions Do | Ask During
Requirements Elicitation? Bridging the Gap | We’ll Help You Start Your Business Analyst

Career.
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l. Reading Comprehension (05/30 pts)

Answer the following questions according to the text.

1. Which type of questions in a requirements questionnaire focus on the location
or visibility of a feature?

2. What kind of questions, in a requirements questionnaire, explore the
functionalities and desired outcomes of a feature?

3. What is the main objective of asking "Why" questions in a requirements

questionnaire?

4. How should the questions in a requirements questionnaire be asked?

5. Which of the following best describes the purpose of the text?

1. Language Mastery (10/30 pts)

Circle the correct answer.

1. you hope to achieve by implementing a program in your bookstore?

a. What do
b. How do
¢. Why do

2. the program enhance your customers' shopping experience?

a. How should
b. How may

¢. How must

3. Are you primarily interested customers to purchase more books or increasing

customer loyalty?

a. in incentivize
b. in incentivized
c. in incentivizing
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4. Do you have any specific discount schemes or promotional offers in mind that

the program to support?

a. you should like
b. you would like

c. you could like

5. any particular features or functionalities you would like the program to have,

such as tracking customer purchases or managing inventory?

a. Is there
b. Are there
c. Were there

6. you currently handle customer loyalty or rewards programs?
a. How are
b. How have
c. How do
7. of reporting or analytics would be beneficial for you to have access to through

the program?

a. How kind
b. What kind
c. Why kind

8. have a preferred timeframe or budget for implementing this program?

a. Do you
b. Are you
c. Will you

9. Should the program through a mobile app, website, or both?

a.be accessing
b.be accessible

c.be accessibility
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10. If you have any further questions or ideas during the development process, please
to reach out to me.

a. you have the freedom

b. you are free

c. feel free

I11.  Written Expression (15/30 pts)
e Complete the dialogue between the developer and the client, focusing on asking relevant
questions and actively listening to the client's responses.

- Developer:

Client: Good morning! It's my pleasure. I'm Adam, the owner of the retail store.

- Developer:

Client: Certainly! We have a store that sells various items, and we want to introduce a discount
scheme to incentivize customers to purchase multiple items.

- Developer:

Client: We want to offer a 10% discount to customers if they purchase 3 or more items.
However, if they buy fewer than 3 items, no discount should be applied.

- Developer:

Client: Yes, exactly!

- Developer:

Client: We currently use a Python-based point-of-sale system, so it would be ideal if the discount
calculation algorithm can be implemented in Python.

- Developer:

Client: The prices are entered manually at the checkout.
- Developer:

Client: It would be great if the system can display the total cost before and after the discount, so
customers can see the savings they're making.
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- Developer:

Client: That sounds great! Thank you for addressing all my questions and concerns.

- Developer:

Client: Thank you so much for your help! I'm looking forward to seeing the implementation.

- Developer:

Client: | will definitely do that. Thank you once again!

- Developer:

Client: You too! Goodbye for now.
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Appendix F: ICL Test

Requirements Elicitation

Task 1: Maximizing Client's Engagement through Requirements Questionnaires

Read the passage and circle the correct answer (05/35 pts).

What Questions Do | Ask During Requirements Elicitation?

This article emphasizes the significance of utilizing a requirements questionnaire to
enhance the effectiveness of requirements elicitation sessions and save time. A requirements
questionnaire is a structured list of questions organized according to project features or
objectives. It aids in refining the understanding of high-level requirements and engaging
stakeholders more effectively. By investing time in preparing a well-thought-out questionnaire,
follow-up meetings can be reduced. The questionnaire should aim to discover requirements
rather than merely gather them.

When creating a requirements questionnaire, it is advisable to work through each feature
individually. For instance, questions like "How will your stakeholders use this feature?" or
"What are the steps involved in this feature?" help in comprehending its purpose and
implications. Questions related to "Where" can focus on the location of feature access or
visibility of results. "When" questions delve into the timing of feature usage or completion
requirements. Questions about "Who" identify the users, input providers, output recipients, or
key stakeholders to consult. "What" questions explore the feature's functionalities, desired
outcomes, tracking needs, or alternative scenarios. Lastly, "Why" questions confirm the
alignment between requirements and project needs.

It's important to note that the questions in the requirements questionnaire should not be
asked one-by-one in a linear manner. Instead, select a few core questions to initiate discussion.
As the stakeholders express their vision, utilize the remaining questions as a guide to ensure a
comprehensive conversation. Typically, only about half of the questions will be directly asked,
while the other half is addressed indirectly through the conversation. By employing a
requirements questionnaire and following a structured approach to requirements elicitation,
clients can actively participate, and the project requirements can be thoroughly understood and

documented, leading to more successful outcomes.

Adapted from Brandenburg, L., & Brandenburg, L. (2023). What Questions Do | Ask During Requirements Elicitation? Bridging
the Gap | We’ll Help You Start Your Business Analyst Career.
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11. Which type of questions in a requirements questionnaire focus on the location or visibility of
a feature?
a. How questions
b. Where questions

c. Why questions

12. What kind of questions, in a requirements questionnaire, explore the functionalities and
desired outcomes of a feature?

a. Who questions
b. When questions
c. Why questions

13. What is the main objective of asking "Why" questions in a requirements questionnaire?

a. Confirming the alignment between requirements and project needs
b. lIdentifying the steps involved in a feature
c. Exploring alternative scenarios of a feature

14. How should the questions in a requirements questionnaire be asked?

a. All questions should be asked directly
b. Questions should be asked in a linear manner
c. Only a few core questions should be asked

15. Which of the following best describes the purpose of the text?

a. To provide a step-by-step guide for conducting requirements elicitation sessions
b. To highlight the importance of utilizing a requirements questionnaire
c. To explain the different types of stakeholders involved in a project

Task 2: The language of requirements questionnaire

Circle the correct answer (10/35 pts).

16. you hope to achieve by implementing a program in your bookstore?
a. What do
b. How do
c. Why do

17. the program enhance your customers' shopping experience?
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a. How should
b. How may

¢. How must

18. Are you primarily interested customers to purchase more books or increasing

customer loyalty?

a. in incentivize
b. in incentivized

c. in incentivizing

19. Do you have any specific discount schemes or promotional offers in mind that
the program to support?

a. you should like
b. you would like

c. you could like

20. any particular features or functionalities you would like the program to have,

such as tracking customer purchases or managing inventory?

a. Is there
b. Are there
c. Were there

21. you currently handle customer loyalty or rewards programs?
a. How are
b. How have
c. How do
22. of reporting or analytics would be beneficial for you to have access to through

the program?

a. How kind
b. What kind
c.Why kind
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23. have a preferred timeframe or budget for implementing this program?
a. Do you
b. Are you
c. Will you

24. Should the program through a mobile app, website, or both?

a. be accessing
b. be accessible
c. be accessibility
25. If you have any further questions or ideas during the development process, please
to reach out to me.
a. you have the freedom
b. you are free

c. feel free
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Task 3: Understanding algorithms

Read the algorithm and circle the correct answer(05/35 pts).

f calculate total cost(item prices):

total_cost = sum(item_prices)

if len{item prices) >= 3:
discount = 8.1

discount = 8

discounted_amount = cost * discount

final cost = total cost - discounted_amount

return final cost

if __name__ :
num_items = int{input(
item prices = []

: ".format(i+1)))

item prices.append(pr
amount_to pay = calculate total cost(item prices)

print("The amount to pa ter di nt: ${:.2f}".format(amount_to pay))

26. If a customer purchases 5 items with prices [10, 20, 30, 40, 50], what will be the discounted
amount based on the algorithm?

a. 35

b. 25

c. 15
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27. Which of the following statements accurately describes the discount algorithm implemented
for the retail store's discount scheme?

a. The algorithm applies a 10% discount to customers who purchase 3 or more items and a 5%
discount to customers who purchase fewer than 3 items.

b. The algorithm applies a 20% discount to customers who purchase 3 or more items and a 5%
discount to customers who purchase fewer than 3 items.

c. The algorithm applies a 10% discount to customers who purchase 3 or more items and no

discount to customers who purchase fewer than 3 items.

28. How will the discount information be displayed to customers during the checkout process?
a. Only the final discounted price will be displayed
b. Only the original total cost will be displayed

¢. No discount information will be displayed

29. What is the purpose of the function "calculate_total_cost" in the algorithm?
a. To determine the number of items purchased

b. To calculate the total cost of the items before discounts

c. To display the final cost after the discounts are applied

30. What language did the developer use to implement the code?
a. Python
b. C#

c. Java
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Task 4: Writing a requirements questionnaire

Assume the role of a developer who is tasked with implementing a discount scheme for a retail
store. The goal is to encourage customers to purchase multiple items by offering discounts based
on the number of items bought. Your task is to engage in a dialogue with the store owner (the
client) to gather information about their needs and requirements regarding the discount scheme.

e Complete the dialogue between the developer and the client, focusing on asking relevant
questions and actively listening to the client's responses (15/35 pts).

Guidelines:
- Introduce yourself and express gratitude for the client's time.

- Gather information about the store and the specific discount scheme requirements.

- Clarify and confirm the client's requirements to ensure accuracy.

- Discuss technical aspects, such as programming language, data input method, and user
interface preferences.

- Conclude by summarizing the gathered information and expressing commitment to
addressing the client's needs.

Requirements Interview:

- Developer:

Client: Good morning! It's my pleasure. I'm Adam, the owner of the retail store.

- Developer:

Client: Certainly! We have a store that sells various items, and we want to introduce a discount
scheme to incentivize customers to purchase multiple items.

- Developer:

Client: We want to offer a 10% discount to customers if they purchase 3 or more items.
However, if they buy fewer than 3 items, no discount should be applied.

- Developer:

Client: Yes, exactly!

- Developer:
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Client: We currently use a Python-based point-of-sale system, so it would be ideal if the discount
calculation algorithm can be implemented in Python.

- Developer:

Client: The prices are entered manually at the checkout.
- Developer:

Client: It would be great if the system can display the total cost before and after the discount, so
customers can see the savings they're making.

- Developer:

Client: That sounds great! Thank you for addressing all my questions and concerns.

- Developer:

Client: Thank you so much for your help! I'm looking forward to seeing the implementation.

- Developer:

Client: I will definitely do that. Thank you once again!

- Developer:

Client: You too! Goodbye for now.
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Summary:

Language assessment is crucial for understanding learners' abilities and shaping teaching methods
in Algerian Higher Education. However, a lack of assessment literacy among teachers and reliance on
traditional methods pose challenges. This research focuses on English for Specific Purposes practitioners
and their impact on Computer Science students at Tlemcen University. Using a two-phased approach, the
study analyzes 12 assessment artifacts qualitatively and observes three English for Specific Purposes
practitioners, while also conducting a quantitative survey with 367 undergraduate students and
performance tests for 76 first-year students. Findings reveal gaps in ESP assessment, affecting alignment,
feedback, and diversity in methods and materials. Challenges include a shortage of qualified practitioners
and misalignment with professional needs. Recommendations include teacher training, adopting
innovative assessments, and establishing an Algerian English for Specific Purposes Centre. Collaboration
among educators, administrators, and researchers is crucial for enhancing instruction and assessment
quality, providing valuable insights for improvement in Algerian Higher Education.

Keywords: Computer Science, ESP, HEIs, Impact, ICL Assessment, Integrated Skills, LOA, Tlemcen
University

Résumé:

L'évaluation linguistique est cruciale pour comprendre les compétences des apprenants et
faconner les méthodes d'enseignement dans I'enseignement supérieur algérien. Cependant, un manque de
compétence en évaluation parmi les enseignants et la dépendance a des méthodes traditionnelles posent
des défis. Cette recherche se concentre sur les praticiens de l'anglais a des fins spécifiques (ESP) et leur
impact sur les étudiants en informatique & I'Université de Tlemcen. En utilisant une approche en deux
phases, I'étude analyse qualitativement 12 artefacts d'évaluation et observe trois praticiens de I'ESP, tout
en réalisant une enquéte quantitative auprées de 367 étudiants de premier cycle et des tests de performance
pour 76 étudiants de premiére année. Les résultats révélent des lacunes dans I'évaluation de I'ESP,
affectant I'alignement, la rétroaction et la diversité des méthodes et des matériaux. Les défis comprennent
une pénurie de praticiens qualifiés et un désalignement avec les besoins professionnels. Les
recommandations incluent la formation des enseignants, I'adoption d'évaluations innovantes et la création
d'un Centre algérien de l'anglais a des fins spécifiques. La collaboration entre les éducateurs, les
administrateurs et les chercheurs est cruciale pour améliorer la qualité de I'enseignement et de
I'évaluation, fournissant des perspectives précieuses pour I'amélioration de I'enseignement supérieur en
Algérie.

Mots-clés: Informatique, AOS, EES, Impact, Evaluation CIL, Compétences Intégrés, EOA, Université de
Tlemcen.
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