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ABSTRACT

EXPLORING FOREIGN LANGUAGE ASSESSMENT LITERACY OF PRE-
SERVICE ENGLISH LANGUAGE TEACHERS

Aylin SEVIMEL SAHIN

Department of Foreign Language Education
Program in English Language Teaching
Anadolu University, Graduate School of Educational Sciences, June 2019

Supervisor: Assist. Prof. Dr. Gonca SUBASI

Language assessment is an indispensable element of teaching because it has an
impact on the quality of education. To better perform language assessment, language
teachers must be assessment literate; that is, they must have the understanding of what
language assessment is, why it is used, and how it is carried out to foster language
teaching/learning. However, it is questionable how effectively language teachers are
trained in terms of language assessment in the phase of teacher education. Therefore, the
current study is designed to explore foreign language assessment literacy (FLAL) and the
assessment training needs of pre-service English language teachers within ‘English
Language Testing and Evaluation (ELTE)’ course offered at Anadolu University. Based
on a descriptive research, this study collected data from different stakeholders about their
opinions, experiences, needs and expectations by means of open-ended questions during
2017-2018 Academic Year: 10 course lecturers from 7 universities, 22 novice EFL
teachers as the graduates of Anadolu University, and pre-service ELT teachers as the
course-takers (before the course 164 and after the course 146 participants). The
documents regarding the ELTE course content of the participant universities were also
gathered, and document analysis for them was conducted. As a result of content analysis
for open-ended questions, two themes revealed: ‘The FLAL-ELTE Concept’, and ‘ELTE
Course-related Issues’. In terms of the concept, though most participants were aware of
what it means, they focused only on the notion of testing, summative assessment, the
testing purposes of diagnostics and achievement, and the knowledge base of assessment
literacy. Considering ELTE course, all the participants found it beneficial and sufficient,
and there was a positive change after the course. Yet, most of them underlined that the
content was devoted to only language testing and it was too theoretical as also supported
by the documents. Moreover, they discussed that the content was deprived of practical
side, integrated language testing, interpretation and evaluation skills, the contextual or
local needs about language assessment. Thus, there is a need to revise the course content
to respond to the assessment training needs of pre-service teachers in order to help them
to be more competent with respect to LAL. Accordingly, in the light of the findings,
certain implications were shared.

Keywords: English Language Teaching, Language Assessment Literacy, Language
Testing, Teacher Education.
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INGILiZ DILI OGRETMEN ADAYLARININ YABANCI DiLDE OLCME-
DEGERLENDIRME OKURYAZARLIGININ INCELENMESI

Aylin SEVIMEL SAHIN

Yabanci Diller Egitimi Anabilim Dal1
Ingiliz Dili Egitimi Programi
Anadolu Universitesi, Egitim Bilimleri Enstitiisii, Haziran 2019

Danisman: Dr. Ogr. Uyesi Gonca SUBASI

Dilin olgiiliip degerlendirilmesi, egitimin kalitesini etkilediginden Ogretimin
vazgecilmez bir unsurudur. Dilin dlgme-degerlendirmesini daha iyi gergeklestirmek i¢in
dil 6gretmenlerinin 6l¢me-degerlendirme okuryazari olmasi gerekir; diger bir deyisle, dil
ogretmenleri Olgme-degerlendirmenin ne oldugunu, neden kullanildigint ve nasil
kullanilirsa 6gretimi/6grenimi gelistirdigini bilmesi gerekir. Bununla birlikte, 6gretmen
yetistirme asamasinda dil 6gretmenlerinin dilin 6l¢me-degerlendirmesi konusunda ne
kadar etkili bir sekilde yetistirildigi tartismali bir konudur. Bu nedenle, bu c¢alisma,
Anadolu Universitesi’nde verilen ‘Ingilizce Sinav Hazirlama ve Degerlendirme’ dersi
kapsaminda yabanci dilde 6lgme-degerlendirme okuryazarligini ve Ingiliz Dili Egitimi
Ogretmen adaylarimin bu alandaki egitim ihtiyaglarin1 arastirmak igin tasarlanmistir.
Betimsel arastirmaya dayanarak, bu calisma 2017-2018 akademik yil1 boyunca agik uglu
sorularla farkli paydaslardan onlarin goriigleri, deneyimleri, ihtiyaglar1 ve beklentileri
hakkinda veri toplamistir: 7 {iiniversiteden katilan 10 Ogretim gorevlisi, Anadolu
Universitesi mezunlari olarak meslege yeni baslamis 22 Ingilizce 6gretmeni ve dersi alan
Ingilizce 6gretmen adaylar1 (dersten dnce 164 ve dersten sonra 146 katilimc1). Ayrica,
katilimc1 tiniversitelerin bu dersle ilgili igerikleri hakkinda dokiimanlar toplanmis ve
dokiiman analizi ile incelenmistir. A¢ik u¢lu sorular i¢in yapilan igerik analizi sonucunda
iki tema ortaya ¢ikmustir: “Yabanci Dilde Olgme-Degerlendirme Okuryazarligi Kavramr’
ve ‘Ingilizce Smav Hazirlama ve Degerlendirme Dersi ile ilgili Konular’. Kavram
acisindan, ¢cogu katilimci kavramin ne oldugunu bilmesine ragmen kavramin sadece test
etme, sonu¢ degerlendirme, tanilayici test ve basari testi, okuryazarlifin bilgi temeli
acilarina odaklanmistir. Ders hakkinda ise onu faydali ve yeterli bulmuslar ve ders
sonrasinda olumlu bir degisiklik olmustur. Buna karsin, dokiiman analizi sonuglarinin da
desteklemesiyle ¢cogu katilimct ders igeriginin sadece dilin dlglilmesi ve test edilmesine
ayrildiginin ve dersin ¢ok teorik boyutta kaldiginin altini ¢izmistir. Ayrica, ders i¢eriginin
uygulama yoOniinden, biitiinlesik dil sinavi konusundan, yorumlama ve degerlendirme
becerilerinden ve ortama bagli veya yerel dil 6lgme-degerlendirme ihtiyaglarindan
yoksun oldugunu tartismislardir. Bu ylizden, ders igeriginin yabanci dilde 6lgme-
degerlendirme okuryazarligi baglaminda 6gretmen adaylarinin daha yetkin olmasi ve
onlarin bu konudaki egitim ihtiyaglarin1 karsilayacak sekilde gozden gecirilip
diizenlenmesi gerekmektedir. Dolayisiyla, bulgular 1s181nda bazi 6neriler paylasiimistir.

Anahtar Sozciikler: Dilde Olgme-Degerlendirme Okuryazarligi, Dili Test Etme, Ingiliz
Dili Egitimi, Ogretmen Egitimi.
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CHAPTER 1

1. INTRODUCTION
1.1. Background to the Study

Teaching and assessment are considered to be two interrelated components in an
educational context. In other words, assessment is acknowledged to be an essential
element of teaching because it gives feedback about the quality of teaching. Therefore,
assessment is helpful to reveal whether teaching is useful or not, whether students learn
the targeted behaviors/knowledge/skills, and the extent the objectives of a course is
achieved, and so on (Herrera & Macias, 2015; Rogier, 2014). Correspondingly, teachers
make decisions about content, materials, alternatives, and the like in order for better and
effective teaching practices and instruction (Rea-Dickins, 2004). Thus, since assessment
informs teaching, it guides, regulates and reinforces teaching. As a result, students are
motivated to learn, and both teachers’ and students’ performances are improved. Then, it
can be inferred that assessment is the bridge between curriculum and teaching.

Teachers are assumed to be the most important factor that impacts
teaching/learning. Their responsibilities, knowledge and implementations are not limited
to only teaching. One of the teaching competencies teachers possess is the understanding
and practice of classroom assessment. Therefore, it can be asserted that teachers have
dual roles: being an instructor, and at the same time, an assessor (Inbar-Lourie, 2013b;
Rea-Dickins, 2004; Wach, 2012). In other words, while teachers carry out their role of
transferring knowledge to their students in their area of specialization, i.e. English
language teaching, they also observe and track changes in learning progress, and monitor
learning development. However, as for foreign language teachers, it can be assumed that
they have three essential responsibilities: being proficient in that foreign language
(language proficiency), having the knowledge and expertise in teaching that language
(language instruction), and being able to monitor and assess students’ language
development (language assessment). Among these responsibilities, language assessment
is prominent because it shapes teachers’ decision-making processes about their language
instruction in line with language learning progress (Inbar-Lourie, 2013a; Oz & Atay,
2017). That is to say, as a result of teachers’ assessment process, they make decisions
about how to evaluate learning outcomes in order to find out what needs to be fulfilled,

and how to enhance the missing parts in the learning progress.
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Regarding language assessment, every teacher should know what to assess, how to
assess, how to manage assessment procedures, how to evaluate and plan their instruction
according to the results, how to give feedback, what the rationale and purposes of
assessment are, and how to support, affect and regulate learning via assessment in a
foreign/second language learning/teaching environment (Hidri, 2018; Scarino, 2013;
Wach, 2012). Hence, it can be deduced that teachers must have the necessary skills or the
ability to assess as well as the relevant knowledge about assessment procedures to
maintain and support the teaching/learning process (DeLuca & Klinger, 2010; Howerton,
2016). That is, teachers are supposed to be familiar with goals, formats, instruments,
development and administration procedures, and analyses of assessment to make sense
of its results to draw inferences about learning progress and development, the further
needs of learners, and the efficiency of the instruction (Inbar-Lourie, 2008). In order to
have such characteristics and carry out an effective assessment process, foreign language
teachers must be assessment literate.

Language assessment literacy (LAL) is acknowledged to be a certain qualification
of teachers’ professional competence. Basically, the concept of LAL can be defined as
the knowledge, skills, and principles about test construction, development,
administration, use, interpretation, evaluation, and analysis in addition to the functions
and visions of assessment in a broader sense (Lam, 2014; Pill & Harding, 2013). Since
foreign language teachers are required to have an additional competency, which is
language assessment, together with language proficiency and content pedagogical
knowledge of language teaching, LAL is distinctive from general teacher assessment
literacy. Put it differently, the concept of LAL is separated from assessment literacy due
to its component of language specific competencies; that is, the target group and the
context are different.

To illustrate the difference better, assessment literacy and language assessment
literacy can be compared by means of the starting point. From the view of general
educational perspective, teacher assessment literacy is defined as the understanding of the
concepts of assessment, the ability to use assessment methods and instruments, the ability
to interpret the results as to influence teaching decisions, and as a consequence, to give
feedback about the quality of teaching and learning (DeLuca & Klinger, 2010; Howerton,
2016; Khadijeh & Amir, 2015; Popham, 2011). In line with this description, certain

researchers expanded the definition of assessment literacy to LAL while developing the



frameworks or conceptualizations directly related to and representing foreign or second
language contexts. For instance, Davies (2008) discussed that LAL comprised of three
aspects: skills (the training in assessment methodology such as item writing and
statistics), knowledge (the background in language description, context, and
measurement), and principles (use of proper tests, fairness, ethics, and impact).
Moreover, Inbar-Lourie (2008) defined LAL as “the understanding the ‘what’ and
performing the ‘how’ necessitates appreciation of the background and reasoning behind
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the actions taken, that is, the ‘why ™ (p. 390). Thus, in essence, LAL comprises three main
components: the why (reasoning or rationale; theoretical framework), the what (the
description of the trait to be assessed; the content), and the how (the assessment process;
tools, analysis, reporting, ethics, etc.), out of which the component ‘what’ is emphasized
because it is considered as the major variable that assesses the content/the target language
(Inbar-Lourie, 2013b). For this reason, according to Inbar-Lourie (2013a; 2013b), LAL
is multi-layered in that it requires the knowledge of general education assessment
accompanied by language specific concerns and practices such as the familiarity with
current approaches in foreign language education. In addition, Fulcher (2012) provided
an expanded definition of LAL as a result of his research project on the development of

survey instrument of LAL:

“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 practice, including ethics and
codes of practice. The ability to place knowledge, skills, processes, principles and concepts
within wider historical, social, political and philosophical frameworks in order to understand
why practices have arisen as they have, and to evaluate the role and impact of testing on

society, institutions, and individuals.” (p. 125).

In view of Fulcher’s (2012) comprehensive definition, LAL basically consists of
three dimensions: practices (knowledge, skills and abilities), principles (processes,
principles and concepts), and contexts (historical, social, political, and philosophical
frameworks: origins, reasons and impacts). It can be concluded that more or less, all the
definitions of LAL share basic elements such as skills, abilities, principles, knowledge,
and understanding. Hence, language assessment literate teachers are said to have some
common characteristics: the understanding of the assessment principles, the knowledge
of how to assess, and interpret student learning, the skills of developing, administering,

and analyzing the tests, the ability to integrate the outcomes of assessment in instruction,
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the ability to use assessment results and link them to approaches, methods and techniques
of teaching, and the familiarity with assessment concepts or tools within a particular
context, i.e., foreign language learning (Berry & O’Sullivan, 2016; Huang & He, 2016;
Khajideh & Amir, 2015; Rogier, 2014; Taylor, 2009). As the requirements of effective
teaching are considered, foreign language teachers, then, need to possess LAL. It is
important because it is helpful to guide instruction, to give feedback about
teaching/learning, to organize the instruction to improve learning, to select appropriate
instruments suitable to learning outcomes, and to develop professionally (Buyukkarci,
2016; Khajideh & Amir, 2015).

Because of such importance, there have been recent attempts to investigate LAL to
describe its role, the essential components and the practical concerns. In fact, the
investigation of LAL has emerged from the growing need for teachers to be competent
educators in the field of testing, and also in the effective teaching instruction (Buyukkarci,
2016). Also, there has been a shift in language teaching/learning approaches towards
more sociocultural theories of learning, especially with Vygotsky’s notions of zone of
proximal development (ZPD) and dynamic assessment, in terms of classroom-based
assessments (Fulcher, 2012; Inbar-Lourie, 2008; Scarino, 2013). That is, such learning
theories have caused primary changes regarding the conceptions of language assessment:
A shift from traditional testing notion (summative) to the present conception of
assessment (formative) (Hidri, 2018; O’Loughlin, 2006; Tsagari &Vogt, 2017). Besides,
there was much emphasis on how to teach languages, and the processes of language
learning in the past whereas language assessment was ignored (Viengsang, 2016).
Consequently, with the mentioned shift in the teaching/learning theories as well as the
changing needs and expectations of current language teaching, the competencies and
practices of language assessment have gained a crucial role to enhance learning (Inbar-
Lourie, 2008; Scarino, 2013; Scarino, 2017). That is, the concept of language assessment
literacy is now more important because of its raised awareness in the field of foreign
language education.

In accordance with this increased awareness, to promote LAL of pre-service
teachers has begun through training programs. It is because ‘teachers are not born testers’
(Jin, 2010, p. 556), and they need some kind of training in this respect. Therefore, the
development of LAL has gained much importance in teacher education programs. It is

also because so far, the qualification of assessment has been ignored, and overshadowed



by methodology education. In order to produce capable, motivated, confident, effective,
and competent teachers for their future careers, to provide assessment education with
teacher candidates has become more crucial. To conclude, in order to equip teachers with
LAL and to improve this competence, teacher education programs have the paramount
responsibility due to their training role.

1.2. Statement of the Problem

Language assessment has become a perennial topic in foreign language education
after its importance has been noticed and regarded as essential as other teaching
competencies. Being aware of and knowledgeable about assessment procedures, testing
concepts, and able to use various assessment tools according to different contexts require
teachers to be assessment literate in order to monitor and motivate learner progress as
well as to feed teaching performance (DeLuca & Klinger, 2010; Khadijeh & Amir, 2015;
Rogier, 2014). In other words, without LAL, teachers may not be helpful to their students
to reach higher levels of achievement, and hence, may cause a decrease in the quality of
education (Howerton, 2016; Huang & He, 2016). Besides, how teachers perceive
assessment and how they are good at this can affect the way they teach, and thereby, the
way they assess (Jannati, 2015). Thus, to develop LAL of teacher candidates is believed
to be a necessary component of foreign language teacher training program (DelLuca &
Klinger, 2010; Herrera & Macias, 2015). The training of LAL, then, can encompass ‘an
appropriate balance of technical know-how, practical skills, theoretical knowledge, and
understanding of principles, but all firmly contextualized within a sound understanding
of the role and function of assessment within education and society’ (Taylor, 2009, p. 27).

However, though the necessary skills and knowledge about language assessment
have been given in the teacher preparation programs, it is questionable how well they
trained their undergraduates as future teachers in this aspect (e.g. Berger, 2012; Chen,
2005; Howerton, 2016; Hudaya, 2017; Malone, 2008; Lam, 2014; Rogier, 2014; Vogt &
Tsagari, 2014). This issue has been more debatable than ever because most of the research
studies showed that training programs were not successful in supporting LAL of pre-
service teachers (Howerton, 2016; Rogier, 2014), and many in-service teachers graduated
with poor ability to prepare and practice testing tools, and to assess learner language
development; that is, with insufficient levels of LAL (Howerton, 2016; Vogt & Tsagari,

2014). In the studies, the need for extra training was also stated by a number of in-service
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teachers because they felt unprepared to undertake assessment practices (Malone, 2008;
Rogier, 2014). Besides, another problem with assessment training was found as being
unable to interpret the outcomes of assessment so as to improve teaching/learning (Lam,
2014). Therefore, the demand to understand the assessment needs of pre-service language
teachers has been highlighted.

This issue is not so different in the Turkish context. In Turkey, most of the graduates
from ELT training programs are appointed as EFL teachers by Ministry of National
Education (MoNE) to teach English at state schools. According to MoNE-ELT
Competencies (2008), English language teachers in Turkey are expected to be qualified
in assessment and monitoring, which include the determination of measurement and
evaluation aims, to use the instruments and methods of measurement and evaluation, the
ability to interpret the results of assessment and to give feedback to determine the
language development, and the ability to use the results of assessment in teaching
practices. Namely, they are expected to be trained in classroom-assessment; that is,
English language teachers prepare and administer assessments, and checking learners’
progress on their own in their classrooms. Furthermore, they are expected to be trained in
assessing foreign language skills and components of students, which implies that foreign
language assessment has its own contextual factors and background for assessment and
evaluation. Therefore, as Buyukkarci (2016) has asserted that the training of foreign
language teachers is different compared to other fields of education. In this sense, though
very few but significant research studies were conducted within the scope of language
assessment in Turkey, they reached the conclusion that teacher training programs remain
inadequate to meet the assessment needs of their prospective teachers (e.g. Koksal, 2004;
Hatipoglu, 2010; Hatipoglu, 2015; Mede & Atay, 2017). Those studies were about testing
materials and practices, and the evaluation of language courses given at one teacher
education program, but they did not underline how to enhance LAL in teacher education
programs.

Considering the evolving or changing needs of pre-service language teachers due
to the challenges of recent assessment developments in education, teacher education
programs must evaluate, and renew their assessment courses to meet such needs, and to
prepare their teachers for their professional teaching career better (Hatipoglu, 2010, 2015;
Jeong, 2013) because despite sharing the prescribed curriculum, language assessment

courses can be delivered differently, even these courses with the same name may follow



different syllabi (Berger, 2012; Hatipoglu, 2010; Inbar-Lourie, 2008). When English
language teacher education programs are taken into consideration in Turkey, there is only
one course about testing and evaluation called ‘English Language Testing and Evaluation
(ELTE)’. Though its syllabus is set by Council of Higher Education (CoHE), course
lecturers follow their own syllabus that is designed as a result of making adaptations.
ELTE course is delivered in the last semester of the program and its content is mainly
about classroom-based assessment, but its sufficiency is open to discussion (Koksal,
2004; Hatipoglu, 2010, 2015; Sariyildiz, 2018). Therefore, the first step might be to detect
the gaps in terms of language assessment literacy (Malone, 2008). More specifically, to
determine the assessment needs of pre-service language teachers, to investigate whether
the course of testing and evaluation is adequate to enhance LAL, and as a result, to
regulate the present syllabus can be the guide for how to provide such training (Fulcher,
2012; Hatipoglu, 2010; Huang & He, 2016).

In addition to such problems and needs, there has been a lack of or a limited number
of works in the field of assessment literacy, especially language assessment literacy in
relation to teacher education (Hatipoglu, 2010; Huang & He, 2016; Inbar-Lourie, 2008;
Montee, Bach, Donovan & Thompson, 2013; Zolfaghari & Ahmadi, 2016). That is, most
researchers have studied in-service EFL teachers’ LAL; however, the research into pre-
service teachers’ LAL has been only recently started. So, this kind of research, as Fulcher
(2012) pointed out, has just begun to develop, much research is required to enlighten the
concept of LAL, specifically, about its training side.

All inall, it is clear that there is a need to understand the language assessment needs
of pre-service English language teachers and to evaluate the course-based training of LAL
in teacher education programs in order to describe the present status of the LAL training,
its content, its implementations, and problems. To investigate these issues may be useful
to revise the current syllabus to meet the needs, to prevent the future problems of
assessment practices, to promote LAL, and to train pre-service English language teacher

as being capable of assessment procedures.

1.3. Purpose of the Study

The present study primarily aims to find out whether the course of English language
assessment is useful to develop LAL of pre-service English language teachers at Anadolu

University through the descriptions, perceptions, and opinions of course-takers, course
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lecturers and graduates as novice teachers. It also intends to reveal what they know about
LAL, whether they feel prepared to assess, to elicit their assessment training needs, to
investigate the efficiency of the syllabus in terms of providing a good model of
assessment training, and whether it leads to a change with respect to LAL, and the
problems for further training and assistance. To this end, two research questions were

addressed:

1. What are the assessment training needs of pre-service English language teachers?
2. How does English language testing and evaluation course affect language

assessment literacy of pre-service English language teachers?

1.4. Significance of the Study

The important role of language assessment literacy in education has already been
acknowledged. It is because the knowledge of assessment affects the quality of
instruction; so, teachers need to be assessment literate as their professional competence
to respond to their contextual teaching/learning needs and to improve both teachers’ and
students’ performance (Howerton, 2016; Huang & He, 2016; Khadijeh & Amir, 2015).
However, as mentioned previously, there has been little research into this concept in the
literature (Fulcher, 2012; Inbar-Lourie, 2013a). Therefore, to study on LAL may
contribute to the field of such research, and it might reveal new perspectives with regard
to the research context (e.g. Turkey, and English Language Teaching Department).

In addition, it may help to evaluate its training aspect in terms of how it is effective
to equip its course-takers with necessary knowledge and skills before starting to teach.
This is important because of the fact that there has been a greater demand in language
assessment courses in teacher education programs recently (Berger, 2012; Djoub, 2017;
Jeong, 2013). It is also because of the recent shift in the notion of testing and assessment
(from summative to formative), which makes language assessment courses need to be
redesigned.

Similarly, the findings may be useful to reveal the ways to support initial pre-
service training on assessment (Dunkley, 2015; Huang & He, 2016; Jin, 2010; Malone,
2008). Therefore, the investigation of the effect of the assessment course on LAL may
give some guidelines for future steps. In other words, to find out whether it promotes or

inhibits the development of LAL can show new ways to deal with assessment courses.



Furthermore, language teacher candidates need good and effective practices of
language assessment early in learning so that they construct their assessment knowledge
and skills for their future career (Giraldo, 2018; Herrera & Macias, 2015). Therefore, this
study also tries to find out whether such practices are modelled by language assessment
course lecturers, and accordingly, it might suggest the ways to improve experiences of
course-takers.

Moreover, the discovery of the assessment needs may guide the instruction, and
coursework to develop LAL. Since teachers may have different background, abilities and
perceptions (Zolfaghari & Ahmadi, 2016), and there are some contextual factors such as
educational policies, sociocultural values and local challenges which have an impact on
learners and teachers’ perceptions and beliefs about assessment and how they shape
language assessment knowledge in their minds (Yan, Zhang & Fan, 2018), their training
needs can naturally differ.

Likewise, the outcomes of the present study are also supposed to influence the
pedagogic decision-making process (Jannati, 2015), and to have a role in the construction
of new materials for the course (Fulcher, 2012) because it collects data from different
stakeholders as well as documents. Hence, it may reveal what the stakeholders think about
the course-based training.

Besides, it might provide an evaluation of assessment courses given in ELT
departments of Turkey; such evaluation may be helpful to compare and contrast the
contents, and to add or remove some components in the syllabus in correspondence with
the assessment needs of pre-service English language teachers. As Hatipoglu (2015) has
pointed out, in a way, the findings may show what happens in language assessment course
as a part of the teacher preparation program.

When the current study is considered on a conceptual basis, it is believed to shed
some light on LAL of pre-service English language teachers in Turkey where English is
learned as a foreign language, and where examination and assessment have a great impact
on both teachers and students due to its being an exam-oriented country. Thus, there may
occur a new conceptualization of LAL or might lead to a revision of the existing
frameworks about LAL. Specifically, to study on English language teachers’ needs in
language assessment may also contribute to the field regarding the comprehension of
LAL within the scope of English language teacher education. It is because foreign

language teachers’ assessment literacy includes the competencies specific to foreign



language teaching/learning and their assessment ways (Buyukkarci, 2016). Therefore, it
may yield a better interpretation of the concept of LAL, and hence, a better understanding
of the teacher education programs with respect to language assessment course.

To sum up, the present study is hoped to contribute to the field of language
assessment research in many ways. Since the pre-service education is important for future
professional life of teaching (DeLuca & Klinger, 2010), to find out the needs of pre-
service English language teachers is important to guide the instruction. In order to develop
their LAL, this study is believed to provide some insights into how to enhance this
literacy, and how to design and organize the language assessment education at
universities. The last but not the least, the major contribution of the study might be its
uncovering the relationship between language assessment training and the development

of LAL within the teacher education programs.
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CHAPTER 2

2. REVIEW OF LITERATURE
2.1. A Brief History and Approaches to Language Testing and Assessment

Language testing and assessment are integral part of teaching/learning process
because they guide and regulate teaching practices by means of providing feedback about
the process. Accordingly, teachers plan and carry out their instructional practices in order
to increase students’ achievement and promote language learning.

However, language testing and assessment were overshadowed by teaching
methodologies in the past because tests were considered something separated from
teaching (Viengsang, 2016). Its importance has been realized with the emphasis on the
testing-teaching relationship in which tests can be used to reinforce and motivate learning
as well as to determine students’ performances (Heaton, 2011). Therefore, tests and
assessments have been acknowledged to be the ways to improve language learning, and
the impact of tests and assessments on students, teachers and society have also been
recognized.

In fact, when considered historically, it is seen that testing and assessment have
been shaped in line with the changing approaches, paradigms, notions or methodologies
to language teaching/learning. It is because the notion of assessment is dynamic, which
has been adjusted to the changes and needs in society, culture, economy, policy and
epistemology throughout the history of language teaching (Berger, 2012). Seeing that
language teaching/learning has been framed within behaviorism (1950s) earlier, and then,
has been transformed into more communicative approaches (1970s-after), language
testing and assessment have also changed correspondingly from more traditional ways to
more communicative and learning-centered forms (Brown, 2004). In this issue, for
example, Berger (2012) and Uyaniker (2017) have argued that according to Spolsky, there
are three phases of language testing: Pre-scientific (traditional) (before 1960s);
psychometric-structuralist ~ (modern)  (1960s);  psycholinguistic-sociolinguistic
(integrative/postmodern) (1970s). Likewise, as Jin (2010) has put forward that Spolsky’s
division of language testing periods reflects the shift from more traditional ways
measuring only language proficiency as the product to more formative ways to evaluate
the performance and progress of learners in terms of language development. In other

words, the shift from such notions that support assessment of learning to more

11



communicative and learning-oriented concepts that advocate assessment for learning in
the last decades (1990s-after) have led different testing and assessment approaches to
emerge such as alternative assessment, dynamic assessment and task-based ESP (English
for Specific Purposes) testing (Brown, 2004; Campbell & Duncan, 2007; Uyaniker,
2017).

In addition to such argumentations, some researchers have chronologically
classified approaches to language testing into four categories: While Brown (2004) has
discussed discrete point vs integrative testing, communicative testing and performance-
based testing, Heaton (2011) has argued essay-translation, structuralist, integrative and
communicative testing.

To begin with the classification of Heaton (2011), essay-translation approach of
language testing is about the pre-scientific era of testing as mentioned previously. The
decisions about students’ linguistic knowledge are only bound to teachers’ own
judgments; so, it is subjective. Some of the sample tests in this approach include writing
and translating essays and analyzing grammatical errors in a text. However, structuralist
approach is dealt with the mastery of separate target language elements such as grammar,
vocabulary and phonology. It is a part of the psychometric-structuralist era of testing,
which highlights language learning is acquiring and setting correct forms of language
habits. In this approach, the separation of language units is essential, and objective testing
which is provided via reliable and valid psychometric tests has a paramount importance.
Also, test-takers mostly study on structural linguistics and contrastive analysis. On the
contrary to the separation of language elements as in structuralist approach, integrative
approach of language testing supports the idea of the unison of language elements in a
context. According to this approach, context is so important that meaning and discourse
are assessed through such tasks as cloze tests, oral interviews, composition writing and
dictation. Thus, more than one language skill requires to be used at the same time to fulfill
the testing tasks, which shows whether learners are able to use the target language
correctly. The final approach is communicative approach which is fundamentally
interested in how language is used by learners in communication. Rather than language
usage (correct use of linguistic aspects), language use (meaningful use of language for
several purposes like in real life) is underlined in this approach. Communicative testing,
then, include communicative, authentic and real-life tasks which represent the culture of

the target language. Moreover, in this approach, the division of language skills is essential
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because it is assumed that separate points taken for each language skill reflect overall
performance of language learners. Through this approach, language bands have also
arisen. They are the qualitative descriptions of any language skill which serve as the
making-judgments-evaluations according to the performance of language learners.

As for Brown’s (2004) classification, discrete point language testing is based on
the idea of disconnected parts of language components and such tests include all the units
of language components, but in an unattached way. On the other hand, integrative
language testing concentrates on the combination of certain language skills and areas, but
mostly linguistic aspects while test-takers need to consider, for instance, grammar and
vocabulary in a context at the same time such as cloze tests and dictation. Regarding
communicative language testing, as the name reveals, it involves authentic or real-life
language tasks to assess language learners’ overall performance in terms of both
linguistically and meaningfully; and thus, to assess whether learners are able to use the
target language. Thus, it focuses on language skills such as reading, writing, listening and
speaking whereas grammar, vocabulary and pronunciation are embedded in such skills.
His last category is about performance-based testing which relies mainly on interactive
tasks excluding pen-and-paper tests to assess oral and written production, group
performance and the like, and it assesses whether learners are able to perform real-world
tasks; that is, to elicit communicative performance at the expected level. For performance-
based testing, Coombe (2018) has also argued that not the competence but the
performance is tested and such features as intonation, gestures, mimes, ideas and
organization are taken into account while evaluating the language performance.

Besides, Brown (2004) has further discussed the current applications in language
testing. He has exemplified the notion of multiple intelligences, alternative assessment
and computer-based testing, all of which have been influenced by the recent perspectives
and implementations in language teaching/learning.

All in all, it can be concluded that language testing and assessment have changed
in congruence with the shifts in language teaching and learning approaches and

methodologies in the history.

2.2. Basic Terms and Concepts: Testing, Assessment and Evaluation

In language education, testing, measurement, assessment and evaluation are

interchangeably used terms. However, they do not refer to same things nor are they
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synonymous. The basic difference may be made between the meaning of testing and
assessment. While in testing, tests are used to measure language proficiency at one point
of time, assessment is an ongoing process that takes into account the progress of language
development (Brown, 2004). Evaluation, on the other hand, is a much wider term
covering both testing and assessment procedures. Thus, it can be said that there are
subsets of evaluation beginning with test in the core to assessment in the upper place (see

Figure 2.1 for the relationship).

Figure 2.1. The relationship among the basic terms

2.2.1. Testing

The concept of testing can be best understood with the meanings of test and
measurement. Besides, the purposes, types, principles and criteria of language testing
may illuminate the meaning of testing more.

2.2.1.1. Definition of testing, test and measurement

Testing entails both uses of tests and measurement in order to find out to what extent
language knowledge and skills are achieved by learners. In the literature, most researchers

have described test, measurement and testing in a similar vein. For example, Coombe
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(2018) has defined testing as ‘the process of seeing how we match up to a standard or
standards’ (p. 41). On the other hand, measurement refers to ‘the practice of quantifying
a physical feature or an attribute. [....] Assigning test scores to someone’s vocabulary
knowledge or reading proficiency are both examples of measuring an attribute’ (Coombe,
2018, p. 29). Similarly, Bachman (2005) has defined measurement as ‘the process of
quantifying the characteristics of an object of interest according to explicit rules and
procedures’ (p.8). Hence, the concept of measurement is about quantity or numeric scales
which classify knowledge into scores. As for the term of test itself, it means ‘a particular
type of measurement that focuses on eliciting a specific sample of performance’
(Bachman, 2005, p.9). In other words, it refers to ‘a method of measuring a person's
ability; knowledge, or performance in a given domain’ (Brown, 2004, p. 3). Likewise,
Coombe (2018) has indicated that test is ‘a set of tasks or activities intended to elicit
samples of performance which can be marked or evaluated to provide feedback on a test
taker’s ability or knowledge’ (p. 40). Thus, test is a method, way or type of measurement
which is helpful to determine language knowledge and performance.

To sum up, it can be concluded that testing is a way of measuring the proficiency,
ability or performance of language learners by using tests. In other words, tests are the
tools to collect data about learners’ language proficiency, and measurement is the
numerical display of how successful a language learner is. That is to say, this entire

procedure that is carried out to measure language ability by using tests is called testing.

2.2.1.2. Purposes and types of tests and testing

In an educational context, language teachers or other stakeholders such as school
principals or administrators make some decisions about language learners according to
certain goals or objectives. In terms of testing language learners, the main purposes are
placement, diagnosis, proficiency, achievement and aptitude (Brown, 2004; Heaton,
2011; Hughes, 2003). Accordingly, these purposes have led to certain types of tests to
emerge.

Proficiency tests: These tests are ‘designed to measure people’s ability in a
language regardless of any training’ (Hughes, 2003, p. 11). In the same vein, Heaton
(2011) has stated that proficiency tests refers to ‘defining a student’s language proficiency
with reference to a particular task which he or she will be required to perform; no related

to any syllabus or teaching program; measuring simply students’ control of language for
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future performance’ (pp. 172-173). Similarly, Brown (2004) has drawn attention to the
characteristic of proficiency tests, and has argued that these types of tests are not based
any syllabus or curriculum, but their purpose is testing overall language ability.

Achievement/attainment tests (Class progress and standardized tests): Contrary
to proficiency tests, achievement tests are ‘directly related to language courses, their
purpose to establish how successful individual students, groups of students or the courses
themselves have been in achieving objectives’ (Hughes, 2003, p. 13). In addition, Heaton
(2011) has noted that achievement tests are divided into: Class progress test which
measures ‘the extent to which students have mastered the material taught in the class’,
and standardized test that measures ‘achievement or attainment on a larger scale such as
entrance exam’ (pp. 171-172). Brown (2004) has also defined standardized tests ‘are
designed to apply to a broad band of competencies that are usually not exclusive to one
particular curriculum’ (p. 67). Therefore, most of the time, achievement or attainment
tests are interested in the product of learning; that is, summative side of language
development (Brown, 2004).

Aptitude/prognostic tests: These tests are about the target language which has not
been learned yet and are used to test future probable performance or ability in that
language by the help of an artificial language (Heaton, 2011). Similarly, Brown (2004)
has maintained that the main purpose of aptitude tests is to predict a learner’s success
before learning a foreign or second language. He has explained that these tests are
‘designed to measure capacity or general ability to learn a foreign language and ultimate
success in that undertaking’ (p. 43).

Placement tests: The main intention of these tests is to classify language learners
in a teaching program according to their abilities or performances (Hughes, 2003).
Likewise, Brown (2004) has illustrated that placement tests are used with the purposes of
placing a language learner into the most appropriate language level of a school.

Diagnostic tests: These tests, as the name indicates, is ‘used to identify learners’
strengths and weaknesses, intended to ascertain what learning still needs to take place’
(Hughes, 2003, p. 15). Besides, Brown (2004) has pointed out that the aim of diagnostic
tests is to analyze or identify certain characteristics or features of the target language that
need to be concentrated on more. On the other hand, Heaton (2011) has argued that
diagnosis just represents a purpose, and hence, these kinds of tests can be utilized as

achievement or proficiency tests.

16



Other than these types of tests with different purposes, there are other categories
with regard to language testing highlighted by some researchers. The classifications are
based on the contrasts of two ideas or approaches: Formal vs informal; direct vs indirect;
norm-referenced vs criterion-referenced, high-stakes vs low-stakes, discrete-point vs
integrative, objective vs subjective testing, pen-and-paper vs computer testing.

Formal vs informal testing: While formal testing is measuring a language learner’s
ability, knowledge or performance within a course design as a sum of learning by using
tests, informal testing is continuously evaluating a language learner’s progress through
implicit ways such as observation (Coombe, 2018). To exemplify this kind of testing,
Spratt, Pulverness and Williams (2016) have noted some techniques. For instance,
‘diagnostic, placement, progress, formative, continuous, portfolio, achievement,
summative or proficiency’ are examples of formal testing (pp. 104-105). In informal
testing, there are testing or evaluating ways to be used both for teachers and learners such
as observing, self or peer-assessment and feedback (Spratt, Pulverness & Williams,
2016).

Direct vs indirect testing: Direct testing is related to the correct use of language
that is intended to be measured whereas indirect testing is interested in the underlying
skills that are attempted to be measured (Hughes, 2003).

Norm-referenced vs criterion-referenced testing: In norm-referenced testing, each
language learner is tested in relation to other language learners in the context and the
acquired test score is interpreted related to percentile, rank, median, mean and the like
(Brown, 2004). That is, norm-referenced testing ‘relates one candidate’s performance to
that of other candidates’ (Hughes, 2003, p. 20). On the other hand, criterion-referenced
testing is used to grade a language learner’s achievement in relation to specific course
objectives (Brown, 2004). In other words, criterion-referenced testing ‘is to classify
people according to whether they are able to perform some task or set of tasks
satisfactorily’ (Hughes, 2003, p. 21).

Discrete-point vs integrative testing: While discrete-point testing means testing
only one of language element at a time, integrative testing refers to testing more than one
language element at a time, which requires test-takers to combine language components
to fulfill the test (Hughes, 2003). For instance, testing only one grammatical structure

item by item can be an example of discrete-point testing; cloze tests, however, requires
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grammar, vocabulary and discourse knowledge at the same time, which is an example of
integrative testing (Brown, 2004).

High-stakes vs low-stakes testing: High-stakes tests are generally external
standardized tests which require testing experts to design and administer such tests due
to their high impact and involving other stakeholders apart from learners such as
educators or schools (Bachman & Palmer, 1996; Coombe, 2018). High-stakes exams are
also called as gatekeeping exam because of its selective purposes (Coombe, 2018).
Contrarily, low-stakes testing is based on low impact in that classroom testing is carried
out and teachers test small group of learners (Bachman & Palmer, 1996). Especially in
relation to low-stakes testing, another term ‘teacher-made test’ is used synonymously
because this type of test ‘is designed by a teacher to measure a specific lesson’s objectives
related to what is being taught in the classroom. This test can be written in more or less
formal or informal ways, depending on the purpose of what the teacher is trying to
achieve’ (Coombe, 2018, p. 40).

Objective vs subjective testing: Objectivity and subjectivity are only about the
scoring of a test (Heaton, 2011; Hughes, 2003). Objective testing requires one correct
answer for each question and is controlled by an answer key not including personal
opinions and scored mechanically whereas subjective testing is much more about
judgments of test-developers on test-takers’ test results and can be scored holistically
(Heaton, 2011; Hughes, 2003). For instance, multiple-choice test and true/false items are
examples of objective testing while oral production tasks and writing compositions are
related to subjective scoring (Coombe, 2018).

Pen-and-paper vs computer testing: In pen-and-paper tests, test-takers respond to
a paper by writing their answers, and it is mostly compared with either performance-based
testing or computer-based testing (Coombe, 2018). However, computer-based testing is
not a purpose, but it is rather a tool used to test language learners. In computer-based
testing, test-takers connect to the Internet to be online or respond to questions in an offline
program presented on computers (Coombe, 2018). Computer-based testing has also

synonyms such as computer-assisted, computer-aided or computerized testing.

2.2.1.3. Principles or criteria of testing

Any formal language test requires some properties to be called as a good test. These

kinds of properties are named as principles, qualities, criteria or key concepts of a good
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test. That is, the qualities of good testing serve as test usefulness. Then, the principles or
criteria of good testing are made up of reliability, validity, practicality, authenticity,
washback (backwash/impact), interactiveness, and discrimination.

Test usefulness: Any test requires a balanced proportion of the qualities that make
a test a good test such as reliability and validity (Bachman & Palmer, 1996). It also refers
to the purposefulness, which is defined as any test needs to correspond to certain purposes
of testing in mind (Rogier, 2014). For example, a teacher should consider what they teach
at their lessons, and what kind of test needs to be administered to a certain group of
students according to his/her testing goals. Also, such a developed test should contain the
mentioned principles to be useful.

Reliability: Reliability is about the consistency and dependency of measurement or
test scores (Bachman & Palmer, 1996; Brown, 2004; Coombe, 2018; Rogier, 2014). In
other words, if any test is administered to the same group of language learners at different
times, the scores the students get are expected to be consistent and similar (Bachman &
Palmer, 1996; Brown, 2004; Heaton, 2011). Then, this test is called a reliable test. There
are some forms of reliability for testing. For example, Brown (2004) has discussed
student-related reliability, test reliability, test administration reliability, and rater
reliability. Student-related reliability refers to students’ physical (i.e., illness) or
psychological (i.e., anxiety) problems that affect the reliability of test scores. Rater
reliability is used against subjectivity and bias, and in order to prevent them, two raters
can evaluate test scores and their comparison of test scores can be assessed whether the
comparison is reliable between two raters’ scoring. Test administration reliability is about
testing conditions which can influence test-takers’ performance and may yield different
scores causing unreliable testing. Test reliability is about the nature of the test itself, i.e.,
if it is too long, if the allocated time is too short and if the test items are poorly written,
then, the reliability of test scores are affected negatively, which decreases test reliability.
In addition to Brown’s (2004) discussion of rater-reliability, Coombe (2018) has
mentioned inter-rater and intra-rater reliability. While inter-rater reliability is ‘the level
of agreement between two or more independent raters in their assessment of test takers’
same performance’ (Coombe, 2018, p. 25), intra-rater reliability is ‘the extent to which
a rater is internally consistent in using a rating scale by comparing two independent
assessments of the same test performance by the same rater’ (Coombe, 2018, p. 26). Apart

from Brown’s (2004) discussion, Heaton (2011) has argued other forms of reliability
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directly related to test itself, namely, test reliability, such as test/re-test reliability, parallel
forms and split-half method. Test/re-test reliability is administering the same test to the
same group but at two different times; if the scores of two administrations are consistent,
then, the test is reliable. The use of parallel forms is another reliability form which refers
to the administration of two similar versions of tests to the same group, and if the scores
got for two tests are similar, the test is said to be reliable. Split-half method is measuring
test reliability through dividing a test into two parts and the scores got for each part are
expected to be similar in order that the test becomes reliable. Heaton (2011) has also noted
some factors that have an impact on the reliability of tests such as selected sample of
material, administration, instructions, personal factors, and scoring, all of which may
cause an increase or decrease in terms of reliability. Therefore, some researchers have
suggested the ways to increase reliability of tests such as consisting of both easy and
difficult items, being long enough to cover the content, giving not tricky questions and
not trapping test-takers, clear and explicit instructions, writing ambiguous items, giving
familiar formats that test-takers know, and providing a detailed scoring key (Hughes,
2003; Rogier, 2014).

Validity: Validity is the accuracy of measurement rather consistency. In other
words, a test is valid if it measures accurately what it is intended to be measured (Brown,
2004; Coombe, 2018; Hughes, 2003; Rogier, 2014). Most researchers have explained
more or less the same kinds of validity are required for a test to accurately measure what
it is planned to be measured. For instance, Brown (2004) has underlined content-related
evidence, criterion-related evidence including concurrent and predictive validity,
construct-related evidence, consequential validity and face validity. Heaton (2011) has
also exemplified face validity, construct validity and empirical validity. In the same vein,
Hughes (2003) has noted content validity, criterion-related validity, construct validity,
and face validity. Content-related evidence (content validity) refers to ‘the extent to which
the items or tasks on a test constitute a representative sample of items or tasks of the
knowledge or ability to be tested. In a classroom-teaching context, they are related to a
syllabus or course’ (Coombe, 2018, p. 15). Criterion-referenced evidence (criterion-
related validity) is about whether the determined criterion is reached or not. It has two
types: Concurrent validity means ‘the correspondence between the scores of two different
assessments measuring the same construct’ (Coombe, 2018, p. 15) whereas predictive

validity is ‘the extent to which a test predicts performance in an external situation or future
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performance’ (Coombe, 2018, p. 34). Construct-related evidence (construct validity) is
about measuring not directly observable constructs whether it intends to be measured
correctly such as proficiency and competence, and it also reflects a theory, model or
hypothesis of language learning (Brown, 2004; Coombe, 2018). Consequential validity is
about the influential consequences of tests on learners, teachers, society and the like in
terms of interpretation of test scores (Brown, 2004; Coombe, 2018). Empirical validity
(statistical validity) is the comparison of test results with another result of criterion such
as an existing test, teachers’ ratings given later and subsequent performance of students
(Heaton, 2011). Face validity is about the surface features of a test which make it look
like a test to test-user as well as test-taker in term of whether it seems reliable, valid, fair,
acceptable and free of ambiguities (Brown, 2004; Coombe, 2018; Heaton, 2011). Besides,
certain factors can influence the validity of tests such as unclear instructions, asking
unknown parts of language which are not studied in the course, poorly written items,
insufficient coverage of content and complexity of test (Rogier, 2014). Thus, some
researchers have recommended how to increase validity such as constructing test
specifications as a table, including representative samples of the content, using direct
testing, and scoring in line with the measured construct (Hughes, 2003; Rogier, 2014).

Practicality: Practicality refers to the administrative details or available and
required resources of a test such as time, cost, materials and scoring (Bachman & Palmer,
1996; Brown, 2004). Furthermore, Rogier (2014) has pointed out that test practicality
includes ‘the cost of test development and maintenance, time needed to administer and
mark the test, ease of marking, availability of suitably trained markers, and administration
logistics’ (p. 5). Likewise, Coombe (2018) has argued that practicality concerns such
issues as time constraints, space, administrative staff, resources used, preferences and
policies. All of the discussed points are about feasible and applicable side of testing.

Authenticity: Authenticity is about to what extent a test represents real-life tasks,
contexts and situations in terms of language use (Coombe, 2018; Rogier, 2014). Thus, the
characteristics of testing items or tasks need to reflect appropriate and relevant real-life
uses of the target language (Brown, 2004). If it did not reflect, then, it would be useless
and not meaningful to test-takers.

Washback (Backwash/Impact): As the name reveals, washback is about the
relationship between testing and teaching, and the effect of testing practice on teaching

and learning of a language (Brown, 2004). It may be either positive, beneficial, motivating
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or negative, adverse, deteriorating, harmful. For example, positive impact occurs when
test-taker is familiar with the given test task type and topic, and easily perform it whereas
negative impact happens when test-takers get adverse feedback and do not receive
positive responses about their test results (Bachman & Palmer, 1996; Coombe, 2018).
Moreover, the impact of testing is not only on teaching but also on test-takers, teachers,
schools, curriculum, educational systems, parents, society and the like either at micro or
macro level, all of which are more or less affected by test results positively or negatively
(Bachman & Palmer, 1996). Specifically, external, high-stakes and standardized-tests
have been found to affect test-takers negatively when the expectations are very high and
test-takers’ only intention to pass the test rather than learning to use the target language
communicatively (Brown, 2004; Coombe, 2018). Besides, there are some ways to sustain
beneficial washback. For instance, encouraging a certain language component to improve
by testing it, making test specifications clear and explicit to test-takers, using direct testing
with authentic materials, basing achievement tests on the course objectives rather than
the coursebook, ensuring the test comprehensibility and familiarity, providing assistance,
providing constructive feedback on the results and involving test-takers into scoring
process (Hughes, 2003; Rogier, 2014). To sum, washback shows that a test can influence
‘what teachers teach, how teachers teach, what learners learn, how learners learn, the rate
and sequence of teaching, the rate and sequence of learning, attitudes to the content,
method, etc. of teaching and learning’ in a classroom setting (Fulcher, 2010, p. 277).

Interactiveness: Interactiveness is one of the qualities of a good test which refers
to ‘the extent and type of involvement of the test taker’s individual characteristics in
accomplishing a test task’ (Bachman & Palmer, 1996, p. 25). That is, individual
characteristics of test-takers influence their interaction with the test task. For instance,
topical knowledge, affective domain, strategic competence and metacognitive strategies
of a test-taker have an impact on his/her performance in terms of whether interacting with
the test appropriately (Bachman & Palmer, 1996).

Discrimination: Discrimination refers to the capacity of a test to what extent it
discriminates among different test-takers’ abilities (Heaton, 2011). Specifically, it is
about differentiating test-takers’ ability according to handling easy and difficult test
items, which is useful in terms of discriminating successful students from low-ability
students (Coombe, 2018).
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2.2.2. Assessment

The concept of assessment is a broader term compared to the concept of testing. Its
meaning can be best understood through its definitions and types used in language testing

and assessment.

2.2.2.1. Definition of assessment

Assessment can be seen as a different concept than testing because it refers to a
whole process of gathering data about language progress by using different kinds of
techniques and methods in order to find out what is learned, what needs to be fulfilled,
and how to improve learning and teaching effectiveness. Clapham (2000) has mentioned
that assessment has two underlying meanings: A general term for all methods of testing
and assessment, and a specific term used to differentiate alternative assessment from
testing. Moreover, Clapham (2000) has illustrated that some researchers use the term of
testing to refer to the development and administration of tests whereas others indicate the
term of assessment to mean using more informal methods rather than tests such as school
projects, interviews, portfolios and demonstrations. Similarly, Bachman (2005) has
exemplified the methods for assessment such as elicitation tasks, observation, essays,
portfolios, and even standardized tests and multiple choice tests, all of which can be
utilized to draw information about a language learner’s ability or progress, and the results
can be reported both quantitatively and qualitatively. Furthermore, Coombe (2018) has
underlined the issue of systematicity in the definition of assessment, and he has described
it as ‘the systematic process of evaluating and measuring collected data and information
on students’ language knowledge, understanding, and ability in order to improve their
language learning and development’ (p. 10). Lastly, Spratt, Pulverness and Williams
(2016) have drawn attention to the concept of judgment while discussing the definition
of assessment, and they have stated that assessment means ‘judging learners’ performance
by collecting information about it [...] for different reasons and using different methods’
(p. 104).

In conclusion, assessment is a cover term both for testing procedures such as
designing and administering, and for techniques, methods or tools such as tests, oral tasks,
portfolios and projects used to gather information about a language learner’s ability,

knowledge and performance regarding the use of the target language.
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2.2.2.2. Types of assessment

Language assessment practices have been shaped in line with teaching
methodologies and perspectives over the years. There has been a shift from more
traditional educational practices to more communicative and localized language teaching
applications, and similarly, in language assessment. For instance, Campbell and Duncan
(2007) have argued that there has been emphasis on communicative language teaching,
learner-centered instruction, content and task-based instruction, and learner autonomy in
terms of language assessment from 1970s to 1990s. Afterwards, they have discussed that
standards as proficiency guidelines for assessment, alternative assessment and dynamic
assessment have been more influential in language testing and assessment from 1990s to
date. In other words, within the years, there have been changes from traditional,
externally set, large-scale, standardized, formal exams (testing perspective) to teacher-
based assessment, alternative assessment, formative assessment, assessment for learning,
(assessment perspective)’ in foreign language assessment. The assessment perspective is
constructed through the view of ‘teacher-mediated, context-based, classroom-embedded
assessment practice’ (Davison & Leung, 2009, p. 395). However, although there are a
number of assessment types and techniques, most teachers or schools can decide and
implement their language teaching as well as assessment practices according to either
their content or needs of students or nationally accepted goals of language education.

Formal vs informal assessment: While formal assessment is carried out through
formal procedures such as exams and tests in a systematic and planned way, informal
assessment is conducted through classroom tasks such as observation and comments
based on judgments spontaneously (Brown, 2004; Coombe, 2018; McKay, 2008). The
purpose of formal assessment is to evaluate students’ achievement whereas informal
assessment is integrated into classroom tasks to derive language performance without
scoring or grading (Brown, 2004). The common types of formal assessment are written
tests, standard-based performance test, diagnostic tests, placement tests, proficiency tests,
and so on (Coombe, 2018; Spratt, Pulverness & Williams, 2016). As for informal
assessment, incidental responses, comments, unplanned feedback, classwork,
observation, self and peer-assessment are typical examples (Brown, 2004; Spratt,
Pulverness & Williams, 2016). It should be noted that ‘all tests are formal assessments,

but not all formal assessment is testing” (Brown, 2004, pp. 5-6).
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Summative vs formative assessment: The comparison between summative and
formative assessment has been widely accepted as the main distinction in language
assessment practices. Most of assessment practices or procedures are somehow part of
either summative or formative assessment. While summative assessment refers to the
evaluation of the sum of language learning at the end of the term, course or unit, formative
assessment means evaluating the progress of language learning throughout the term,
course or program more than one time (Brown, 2004; Coombe, 2018; McKay, 2008). So,
it can be inferred that the product of language learning is important in summative
assessment whereas the process of learning is crucial in formative assessment. That is,
the aim of summative assessment is to find out how much students learn the target
language at the end of the term; on the other hand, the purpose of formative assessment
is to evaluate learning process so as to give feedback, to improve learning, and to make
students realize their strengths and weaknesses (Coombe, 2018; Popham, 2009). The
common techniques for summative assessment are course tests, final projects, final exams
and proficiency exams (Brown, 2004; Coombe, 2018). Formative assessment procedures
are made up of ongoing assessment procedures such as feedback, observation, portfolio
and students’ progress folders (Coombe, 2018). Then, in a sense, summative assessment
contains more formal, and formative assessment comprises more informal practices.

Assessment of learning (AoL) vs assessment for learning (AfL): Assessment of
learning (AoL) is actually the other name of summative assessment whereas assessment
for learning (AfL) is synonymous with formative assessment. Assessment of learning
(AoL) refers to ‘a measurement or set of strategies that provides evidence of whether the
learner has successfully achieved the learning objective of a particular program [...]
where the information generated is not then used formatively to help learning’ (Coombe,
2018, p. 11). On the other hand, assessment for learning (AfL) is the evaluation of
language learning process to give feedback and improve learning and performance
(Coombe, 2018).

Learning-oriented (language) assessment (Lo(L)A): Learning-oriented
assessment seeks to find out how much language learners advance in the language, and if
they have weaker points, language teachers can cover them by helping them to develop
more and meeting their needs in the language (Carless, 2015; Hamp-Lyons, 2017). This
type of assessment can be either summative or formative as long as it provides the

development of learning (Carless, 2007; Green, 2016). Thus, the main assumption behind
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learning-oriented assessment is to enhance language learning. Learning-oriented
language assessment can be achieved through learners themselves as self or peer
assessment, teachers as doing formative assessment, and external staff or teachers doing
summative assessment (Green, 2016). In addition, learning-oriented assessment tasks
should include the characteristics of learning activities, student involvement or
engagement, and promoting learning with feedback (Carless, 2007). Therefore, as the
name suggests, learning is the central assessed construct in order to foster language
learning itself.

Classroom assessment: Classroom assessment is executed by teachers so as to
make inferences about students’ language progress, and teachers can utilize both formal
and informal procedures (Popham, 2009). It is one of the formative assessments and
assessment for learning ways because the main aim is to evaluate language learning
process. So, classroom assessment provides teachers with the feedback about the
effectiveness of their teaching, and it helps students to make more progress in language
learning (Coombe, 2018). In contrast to external assessment which is carried out by the
assessors outside the class, classroom assessment is both designed, monitored and
performed by teachers (McKay, 2008).

Accountability assessment: Being one of the formative assessment types,
accountability assessment refers to ‘measurement devices, almost always standardized,
used by governmental entities such as states, provinces, or school districts to ascertain the
effectiveness of educational endeavors’ (Popham, 2009, p. 6). They are used for the
purposes of accountability; that is, to what extent whether teachers, students, program,
institution or system are successful in providing academic achievement, and how much
they are able to inform others about the performance as well as development of language
learning.

Teacher-based assessment (TBA): Teacher-based assessment are used
interchangeably with different terms such as classroom assessment, school-based
assessment, formative assessment, and assessment for learning (Davison & Leung, 2009).
It refers to teacher-made and teacher-conducted assessment, and thus, non-standardized
assessment but classroom-based assessment (Y. Xu, 2016). While planning such
assessment, teachers need to consider the answers to the questions of who, what, where,
why, and how as in the stages of developing and administering language tests in the

classroom (Davison & Leung, 2009).
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Continuous assessment: Being one of the formative classroom assessments,
continuous assessment refers to evaluating students’ language progress and controlling
periodically whether learning objectives are achieved (Coombe, 2018). In order to
perform continuous assessment, language teachers can make use of in-class tests,
portfolios, presentations, quizzes, assignments and projects (Coombe, 2018).

Traditional assessment vs alternative assessment: While traditional assessment is
about one-shot, standardized, summative, product-oriented, and non-interactive
performance, alternative assessment refers to continuous, process-oriented, formative,
open-ended, free-response, and interactive performance (Brown, 2004). Therefore,
traditional assessment is interested in the sum of learning through end-of-term exams
whereas alternative assessment is concerned about the development of learning during
the process. Generally, traditional assessment utilizes pen-and-paper tests, short-answer
tests and multiple-choice tests for the purposes of recalling and recognition. However,
alternative assessment employ projects, essays, journals, interviews, conferences,
portfolios, observations and the like in order to track students’ language development and
to make them to use or produce language in different ways (Brown, 2004; Coombe, 2018;
Uyaniker, 2017). There are several types of alternative assessments reported in the
literature, but the popular ones are performance-based assessment, portfolio assessment,
self-assessment, and peer-assessment.

- Performance-based assessment: The fundamental aim of performance-
based assessment is to assess the performance of language learners in the target language.
Therefore, productive and observable skills are assessed through authentic and real-life
tasks (Brown, 2004). The common techniques used for performance-based assessment
are projects, demonstrations, presentations, and role-paly (Coombe, 2018).

- Portfolio assessment: Portfolio refers to ‘a purposeful collection of
students’ works that demonstrates their efforts, progress and achievements in given areas’
(Brown, 2004, p. 256). They can be collected via folders and digital platforms to
document students’ progress in the language (Coombe, 2018). The popular contents of
portfolios consist of essays, compositions, drafts, reports, projects and recordings
(Brown, 2004; Vogt & Froehlich, 2018a).

- Self-assessment: Self-assessment means ‘the ability of language learners to
assess their own performance to identify their strengths and weaknesses in the learning

process’ (Coombe, 2018, p. 37). Language learners evaluate their development on their
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own by using for example a kind of checklist. Therefore, self-assessment is autonomous,
and helpful to increase intrinsic motivation (Brown, 2004; Coombe, 2018).

- Peer-assessment: Peer-assessment is conducted by other students as
peers through assessing each other’s works by means of a criterion either provided by
teacher or determined by learners (Coombe, 2018). It is based on the idea of cooperative
learning because pairs or group of learners assess each other’s work while making one
another think critically about their language progress (Brown, 2004; Coombe, 2018).

Dynamic assessment (DA): One of the recent assessment approaches is dynamic
assessment, which has been dominantly discussed by Lantolf and Poehner (2011) within
sociocultural theory of Zone of Proximal Development (ZPD) by Vygotsky. It is based
on the view that assessment and teaching are inseparable, and cognitive abilities can be
mediated and developed through social interactions (Fulcher, 2010). It is not a specific
assessment method or technique, rather it is a conceptualization to understand learner
abilities (Lantolf & Poehner, 2011). Dynamic assessment is used to evaluate what learners
can do on their own (about their potential language learning) and what they can do when
supported and mediated by their teachers or peers (Uyaniker, 2017). That is, the
difference or interaction between the independent performance of language learners and

guided performance are assessed to improve language learning.

2.2.3. Evaluation

Evaluation can be seen as the last step but the covering term for assessment findings
and test results. It is about scoring, grading and marking the results and accordingly,
giving feedback to learners as well as to teachers to improve the development of language
learners and the effectiveness of teaching. Bachman (2005) has argued that evaluation
‘involves making value judgments, and decisions, can best be understood as one possible
use of assessment. For example, use information from assessment to make decisions
about selection and placement and to assign grades or marks’ (p. 9). Similarly, Coombe
(2018) has illustrated that evaluation refers to ‘the process of utilizing assessment results
to gauge and support learning, teaching and program development’ (p. 20). Therefore,
evaluation can be defined as the process of collecting data and interpreting results
systematically in order to make decisions purposefully.

With regard to language testing, evaluation can be made through either grading as
numerical or letter grading or through other alternatives. For example, Heaton (2011) has
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reported that while interpreting test scores, some numerical values such as frequency
distribution of the sample, mode, median, range, item difficulty of the test and the like
are calculated to help making decisions about students’ success and failures. Furthermore,
Brown (2004) has indicated that distribution of scores are graded as numerically to show
whether students are good or bad. For instance, a student takes 90 points from a grammar
test, and if the highest test score is 100 points, then, this student can be evaluated as being
successful. In addition to numerical grading, teachers can give letters to the distribution
of scores; i.e., A = excellent, B = good, C= adequate, and so on. Apart from such grading
techniques for student evaluation, there are other ways. For instance, self-assessment
comments, narrative evaluations, checklist evaluations and conferencing with students
about their progress (Brown, 2004).

However, evaluation is not limited to only classroom or student decisions but also
the programs, syllabi or administrators can be evaluated to make decisions about their
effectiveness. For instance, Bachman and Palmer (1996) have discussed that evaluation
requires the decision-making in relation to test-taker, teacher or administrator, and
programs. While test-takers are tested with the purposes of placement, diagnosis or
progress according to language development, teachers or administrators are tested about
the effectiveness, retention or promotion. Pertaining to programs, they are tested whether
they are good, need modification or elimination. In the same vein, Bachman (2005) has
argued that there are two types of decisions made with the aim of evaluating: Decisions
about individuals such as selection, placement and diagnosis, and decisions about
programs such as modifying, eliminating or continuing the existing program. In this
sense, Coombe (2018) has defined a specific term program evaluation as ‘an assessment
of an instructional program, such as a language school or a degree-granting unit within
an academic institution’ (p. 34).

To conclude, evaluation is an umbrella term dealing with making purposeful
decisions through scoring, grading, interpreting and feedback in terms of learners,

teachers, syllabi and programs.

2.2.4. Other associated terms and concepts

Recognition vs production: Recognition is about receptive side of testing in which
test-takers notice the correct forms or words in a language test (Heaton, 2011). For

example, in a multiple-choice test, a test-taker chooses the correct answer by looking at
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the given choices according to the question or statement. On the other, production is about
language use and construction by writing or speaking to show test-takers’ ability (Heaton,
2011). For instance, completing a dialog in a test requires test-takers to produce some
forms of language.

Feedback: Feedback is about the evaluation and critique of the test result or task
performance of a language learner given either by his/her teacher or peers in the class
(Coombe, 2018). If the feedback is positive and constructive, then, language learners will
be motivated to learn more and make them to see their strengths and weaknesses. In
addition, feedback can be written, spoken or just a symbol to motivate learners more
(Vogt & Froehlich, 2018b).

Marking (grading/scoring): Marking refers to ‘the process of assigning numerical
or otherwise systematic values to the performance of a candidate in an assessment’
(Coombe, 2018, p. 28). For example, it can be conducted by comparing test-takers’ results
with the answer key whether they are matched.

Rater. Rater is an individual evaluator whose task is to assess test-takers’ spoken
or written performance related to their language use (Coombe, 2018).

Rubric (Rating scale): Rubric is a type of scale or grid which has numerical values
to evaluate test-takers’ spoken or written language performance in a test (Coombe, 2018).
There are two forms of rating scales used to assess language performance: Holistic or
impressionistic marking is evaluating language performance through the opinions of the
rater without definite descriptors whereas analytic scale utilizes certain descriptors such
as topic, coherence, cohesion and language use that each of them has definite numerical
values to calculate the performance of tests-takers (Coombe, 2018).

Benchmark: Benchmark is a kind of reference with which the measured language
element is compared and contrasted. In other words, it is ‘a standard or a point of
reference against which learning is measured or compared. It is the reference point that
you measure mastery, achievement or progress against’ (Coombe, 2018, p. 12).

Bias: Bias is a kind of opinion or judgment about the language test content which
requires other types of knowledge such as culture to comprehend it and if such knowledge
did exist, the test would be called as a biased test. That is, a test can be biased ‘when the
test-taker has to have some assumed cultural knowledge outside the test to understand the

question or the text’ (Coombe, 2018, p. 12).
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Ethics: This concept refers to ‘a system of established and acknowledged principles
that guide the construction, development, administration, management and evaluation and
use of language assessments in any context’ (Coombe, 2018, p. 19). The most popular
one is ILTA Code of Ethics which has nine principles about ethics in language testing. For
example, language testers should respect for humanity and dignity or they should not
allow misuse of knowledge.

Fairness: Fairness is about both validity and reliability. It refers to ‘validity during
test construction, consistency of implementation during test administration, and
consequences for use of test scores for individuals or groups, examiners’ judgments or
evaluations, and society at large’ (Coombe, 2018, p. 21).

Transparency: Transparency means being clear and explicit about test uses and
measures. That is, it refers to ‘making information about the assessment process and
criteria accessible and available to users, including what the measures are. For example,
the use of rubrics is a way of providing transparency in assessment’ (Coombe, 2018, p.
42). In short, it is the indicator of the availability of test information to test-takers by
making them to understand goals of lessons, the ways of scoring and grading, and the
content of what is tested (Rogier, 2014).

Needs analysis: Needs analysis refers to the collection of data about the needs of
language learners in order to plan what to teach as well as what to test (Coombe, 2018).
Such analysis yields better educational opportunities for students to improve their target
language knowledge and performance because lessons, course, syllabus or curriculum are
constructed in terms of responding to their needs.

Stakeholder: In education, those whose needs, interests and opinions are taken into
consideration while developing test, syllabus, course or curriculum are the stakeholders
because those individuals are affected by and also affect the decisions about the design
as well as the consequences (Coombe, 2018; McKay, 2008). There are several
stakeholders that should be considered in testing; i.e., teachers, students, parents,
administrators, community, faculty and staff, raters, schools and authorities.

Test anxiety: Test anxiety refers to psychological factors that affect a test-taker’s
ability or performance in language testing negatively. For example, stress, worry, fear of
failure and nervousness may cause a decrease in a test-taker’s performance (Coombe,
2018).
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Test battery: Test battery is a group or set of tests for specific purposes to measure
specific language components (Coombe, 2018). For example, testing reading, writing,
listening and speaking generate a basis to measure language proficiency.

Target language use domain (TLU): This concept refers to the purposeful use of
target language in communicative tasks, which has a role in conceptualization because it
shows test-takers to use language except from the test itself. That is, TLU means ‘goal-
oriented contexts of language use in which language users perform communicative tasks
[...] the context of actual language use in which a learner will be using the target language
outside the test itself” (Coombe, 2018, p. 39).

CEFR: Common European Frame of Reference is a framework which describes
language proficiency according to certain criteria in order to represent the level of
language learners in that section. It has ‘can do’ statements which indicate what language
learners are able to do in a specific language level; i.e., Al is basic while C2 is proficient
user of language (Coombe, 2018). It can be utilized with different purposes such as
achievement and placement while providing a standard comparison across European

countries.

2.2.5. Foreign language testing, assessment and evaluation

Testing, assessment and evaluation are important aspects in foreign language
education, especially at the classroom level, because it is useful to improve and monitor
the progress of language learners while they are learning a new language which is spoken
or not spoken outside the class. In this sense, there is a need to differentiate between
second language assessment and foreign language assessment. While the progress in
acquiring a second language can be more fruitful because the target language is used
outside the class in everyday communication and assessment can be used more with the
aim of improving the language abilities and skills, the development in learning a foreign
language is too difficult since the target language is not spoken outside the class and
sometimes the class is the only context where they can use the target language except
from using it on the Internet or another context. Therefore, foreign language assessment
is necessary to monitor the progress, feed their language performance, and to more
motivate language learners to learn the target language.

In general, language assessment is used to collect information about language

competence and performance of language learners; so, it is helpful to draw information,
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and accordingly, make inferences about the progress of language learners (Djoub, 2017).
In terms of testing perspective, Heaton (2011) has stated that a language test presents how
successful language learners in making meaning; that is, using the target language
purposefully. Besides, language assessment can be useful in terms of its functions as
being summative (end-of-term evaluation), formative (evaluating strengths and
weaknesses during the learning process), and integrative (making teachers plan their
further teaching practices).

In fact, in language assessment, language proficiency is tested, assessed and
evaluated. In the simplest terms, language proficiency refers to the possession of adequate
language knowledge such as grammar, vocabulary and pronunciation, and the use of
language skills such as listening, speaking, reading and writing effectively (Bachman &
Palmer, 1996). In addition, the construct of language ability requires not just language
knowledge but also topical knowledge, strategic competence and personal features to be
able to use language efficiently (Hidri, 2018). Thus, observation and performance are
important points to be considered while assessing language ability; i.e., teachers assess
competence whereas they observe performance (Brown, 2004).

Language teachers are the central figures in order to assess language proficiency of
learners because they spend most of their time on teaching the target language, and they
usually take care of their students’ learning on their own in the classroom. Also, language
teachers often make use of classroom tests and assessments to monitor the learning
process, and generally, most teachers prepare their own language testing and assessing
tools according to their course objectives as well as students’ characteristics and needs.
This type of testing or assessment is called teacher-based assessment, which reflects
localized testing and assessment procedures rather than standardized-testing, and mostly
used with the aim of improving learning (Davison & Leung, 2006; Y. Xu, 2016). Then,
teacher-based classroom assessment is very important to enhance language proficiency
of learners. However, such assessment may be affected by such factors as beliefs of
teachers, local needs, nature of setting, and goals of learning (Munoz, Palacio & Escobar,
2012). Apart from these factors, the knowledge and skills of preparing and administering
language testing and assessment as well as evaluating language learners’ proficiency are
the other factors that might an impact on teachers’ assessment practices. Therefore,
language teachers need to have the necessary knowledge how to perform effective

assessments since effective or sound assessment requires to be ‘purposive and targets
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clear and relevant objectives which can contribute to both evaluating and developing
learners’ language ability’ (Djoub, 2017, p. 10). This kind of knowledge includes
knowing how to design, administer and evaluate assessment according to language areas
and skills.

Regarding the step of designing testing tools and assessments, first of all, they need
to decide what to assess, when to assess, how to assess, and how to use the feedback to
improve teaching and support learning. After that, they need to consider how much their
means of assessment is reliable (i.e., grading or scoring), valid (i.e., aims and objectives)
and practical (i.e., designing and administering) in their contexts. In this issue, Fulcher
(2010) has focused on the criteria of selecting and using language tests; these are ‘test
purpose, test taker characteristics, domain of interest, constructs of interest, reliability,
validity, parallel or equated forms, test administration and practicality, and impact’ (pp.
292-294).

As for the stages of developing tests and assessments, some researchers have
suggested certain ways to follow. For instance, Bachman and Palmer (1996) have
illustrated that language test development has three stages as designing, operating and
administering tests. In the stage of designing, it is important to describe the features of
language tasks and purposes. In the stage of operationalization, task specifications are
developed, language tasks that are intended to be measured are written, the instructions
to the questions and tasks as well as scoring criteria are arranged. In the last stage,
administration, the constructed language test is applied, the performance results are
collected and evaluated. Similarly, Hughes (2003) has indicated that test development
phases consist of ‘stating the problem, constructing specifications (content, timing,
scoring, etc.), writing and modifying items, test trial, calibration of scales, validation,
writing handbooks for test users, and training staff” (p. 58). Likewise, Brown (2004) has
demonstrated that while designing language tests, there are five steps to follow:
Determining testing purpose, setting objectives, writing test specifications, selecting and
organizing test tasks and items, scoring, grading and feedback. In brief, the researchers
have pointed out a language test should be developed in line with certain criteria. Among
the steps of designing language tests, writing test specifications, also named as the
blueprint, is acknowledged to be the essential part because it increases the probability of
making a more reliable and valid test as well as showing the content of testing to both

students and teachers (Rogier, 2014). While general test specifications contain the
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content, structure, timing, techniques, performance levels, scoring ways, reporting type,
and number of tasks, an exam blueprint for each language skill that illustrates their
weights in a language test (i.e., in percentages) by corresponding to the learning outcomes
and objectives of the course (Rogier, 2014). Thus, the entire procedure about designing
language tests require certain principles to be followed in order to construct reliable, valid,
practical and appropriate tests.

Other than the stages of language test development, another topic that should be
taken into account is common test types and techniques used in the classroom so that
language teachers become familiar with and practice such methods in their classes.
Language teachers make use of tests or assessments for the purposes of achievement,
diagnostic or placement most of the time (Tuzcu-Eken, 2016). Besides, there are common
techniques that can be employed in language testing such as multiple-choice items, yes/no
questions, true/false statements, short answer questions, matching and gap filling tasks
(Hughes, 2003). In addition to language testing, there are alternative ways to assess
language learners such as performance-based assessment, portfolios, journals,
conferences, interviews, observations, and self/peer assessment (Brown, 2004), all of
which can be used by language learners to monitor language progress. However, there
are other ways of testing and assessment for each language skill (listening, writing,
speaking, reading) and area (grammar, vocabulary) since language components require

different knowledge domains in correspondence to the level and age of language learners.

2.2.5.1. Assessing grammar

Grammar is one of the important language areas that is assessed separately on their
own or integrated with other knowledge and skills. In assessing grammar, the purpose is
to assess grammatical knowledge (form and meaning) as well as pragmatical knowledge
(use) (Purpura, 2005). Hence, there is a grammatical ability to be assessed by language
teachers which requires knowledge of language (form, meaning, use), strategic
competence and metalinguistic knowledge (Purpura, 2005). That is, while testing
grammatical ability of language learners, ‘phonological, graphological, lexical,
morphosyntactic, cohesive, information management, interactional form and meaning’
are assessed (Purpura, 2005, p. 62). In short, grammatical ability refers to ‘the capacity
to realize grammatical knowledge accurately and meaningfully in test-taking or other

language-use contexts’ (Purpura, 2005, p. 89). Therefore, while designing grammar tests,
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all of the elements of grammatical ability should be taken into consideration, and also,
the purpose, objectives, target language use domain, tests tasks, timing, instruction,
setting, structure, expected outcomes and scoring should be determined and organized. In
terms of grammar test tasks, there are two types: objectively scored (i.e., multiple choice)
and subjectively evaluated (i.e., essay) tasks. However, most common grammar test tasks
are multiple-choice items, matching items, discrimination items, noticing, gap filling,
short-answer, error correction/recognition, broken sentence items, combining or adding
items, transformation exercises, changing of words, dialog completion, discourse
completion task, extended production task, info-gap task, story-telling and reporting, role-
play, and simulation task, all of which can be utilized to assess grammatical knowledge
and ability (Heaton, 2011; Purpura, 2005; Spratt, Pulverness & Williams, 2016).

2.2.5.2. Assessing vocabulary

Vocabulary is words of a language and units of meaning that construct phrases,
sentences, paragraphs and texts. Thus, assessing vocabulary means to assess word
meanings and forms, sentence patterns and the like (Read, 2000). From this point of view,
vocabulary ability consists of three elements: ‘Context of vocabulary use (used in
sentence or utterance), vocabulary knowledge and fundamental processes (size, word
characteristics, lexicon organization) and metacognitive strategies for vocabulary use
(paraphrase, switch, superordinate terms, appeal to authority)’ (Read, 2000, p. 29). In the
same vein, Heaton (2011) has indicated that there are two types of vocabulary: Active and
passive, which are assessed in terms of word formation, word meaning and collocation.
Thus, all of these elements should be considered while designing vocabulary tests. In the
stage of developing vocabulary items, in addition to the decision of which elements of
vocabulary is assessed, the purpose, the type — receptive (recognition and recall) or
productive (comprehension and use), test input, presentation of words and characteristics
of expected response should be taken into account. Specifically, it is important to consider
which words are tested and how they are assessed (discrete or embedded, selective or
comprehensive, context-dependent vs context-independent) (Read, 2000). As for the most
common vocabulary test items, there are matching, completion, sentence writing, generic
test items, word-associates, labeling, categorizing, word-building, word maps, odd one
out, synonym/antonym, lexical sets, definitions, fill-in-the-blanks, and multiple-choice
items (Heaton, 2011; Read, 2000; Spratt, Pulverness & Williams, 2016).
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2.2.5.3. Assessing reading

Reading is about ‘perceiving the written form of language visually or
kinesthetically’ (Alderson, 2001, p. 13). It is a receptive skill that cannot be observed,
only reading comprehension performance can be assessed (Brown, 2004). Though it is a
receptive skill, readers engage actively in two processes, top-down (background
knowledge is used to predict meaning) and bottom-up (visual input as letters, words,
sentences are used to check prediction), to comprehend the text (Csépes & Fekete, 2018a).
Therefore, perceptive, selective, interactive, extensive reading tasks can be used while
assessing reading comprehension (Brown, 2004). On the contrary, Csépes and Fekete
(2018a) have argued that both receptive and productive tasks can be utilized in assessing
reading comprehension. Receptive tasks can be exemplified as multiple-choice,
true/false, matching or sequencing, and productive tasks are short-answer questions, gap-
filling, information-transfer and summary writing. Hence, in assessing reading, actually
‘the ability to understand the gist of a text and to extract key information on specific
points in the text’ is assessed (Heaton, 2011, p. 8). While designing reading tasks, the
purpose, level, construct, time, target language situation, the layout, instructions, test
length, text complexity/difficulty, test type, task type, number of items, test methods and
criteria of scoring need to be arranged (Alderson, 2001). The commonly used techniques
to assess reading comprehension are cloze test, gap-filling, multiple-choice, matching,
ordering, short answer, free-recall, summary, gapped summary, information transfer,
yes/no questions, open comprehension questions, choosing titles, skimming and scanning
(Alderson, 2001; Heaton, 2011; Spratt, Pulverness & Williams, 2016).

2.2.5.4. Assessing listening

Listening is ‘a complex process in which the listener takes the incoming data, an
acoustic signal, and interprets it based on a variety of linguistic and non-linguistic
knowledge’ (Buck, 2002, p. 247). It is a receptive skill and performance in listening
comprehension is assessed trough intensive, responsive, selective, extensive and
authentic listening tasks (Brown, 2004; Green, 2018). Accordingly, there are three
approaches to listening test tasks: Discrete point (i.e., phonemic discrimination),
integrative (i.e., cloze, gap filling), and communicative (i.e., authentic) (Buck, 2002).
Thus, language teachers consider such points in designing their listening comprehension

tasks because both text and task characteristics make it difficult or easy to comprehend
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listening. The recordings used in assessing listening need to reflect spontaneous spoken
language rather than reading written material in order to make students grasp the meaning
from the speech while listening (Green, 2018). Language teachers also need to pay
attention to the physical setting of testing, time, instructions, scoring, input, output, and
task interactiveness while creating listening tasks to assess learners’ ability to
comprehend auditory signals (Buck, 2002). Common techniques or tasks used to assess
listening comprehension involve comprehension questions, short-answer questions,
multiple-choice questions, true/false questions, inference questions, gap-filling, tick the
word/sentence heard, choosing the best answer/picture/etc. according to the description
heard, dictation, public announcements, discussion, lectures, conversations, dialogs,
drama, show, song, interview, commentary, and news (Buck, 2002; Green, 2018; Heaton,
2011; Spratt, Pulverness & Williams, 2016).

2.2.5.5. Assessing speaking

Speaking is seen as ‘the linguistic descriptions of spoken language, interaction and
social and situation-based activity’ (Luoma, 2009, p. 9). It is a productive skill and
language use of learners can be directly observed as their oral proficiency via imitative,
intensive, responsive, interactive, extensive speaking/oral tasks (Brown, 2004). While
assessing speaking ability, the use of language functions in real-life situations are
evaluated. In other words, language teachers need to concentrate on ‘the ability to use the
language in lifelike situations, in which they have to perform a variety of language
functions’ while assessing oral production (Csépes & Fekete, 2018b). Moreover, not just
speaking task but also other factors such as learners’ characteristics, interlocutors’
approach, topical knowledge and the number of participants assessed at one time can
affect the performance of language learners in their oral production. In the classroom
setting, there are three ways to assess learners’ speaking: Individual mode in which
teacher makes the assessment; paired mode in which two learners interact; group mode
in which more than two learners interact (Csépes & Fekete, 2018b). While designing oral
tasks, there are some points to be considered such as the context, quality of instruction,
test mode, nature of task, live or tape-based task, task difficulty, quality of visual prompts
or pictures, amount of participant contribution, task specifications and scoring method
(Csépes & Fekete, 2018b; Luoma, 2009). Since speaking is a productive skill, its

evaluation is mostly subjective compared to receptive ones. Therefore, using rating scales
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makes scoring and evaluation more reliable because not only task fulfillment but also the
performance in terms of pronunciation, interactive communication, grammar and
vocabulary are important issues for assessment (Csépes & Fekete, 2018b). The tasks used
in oral production assessment can be either open-ended or structured depending on the
level and ability of learners as well as the nature of the task. Description tasks, narrative
tasks, instruction tasks, comparing and contrasting tasks, explaining and predicting tasks,
decision tasks, role plays, simulations, reacting in situation tasks, structured tasks,
interview, discussion, collaborative tasks, problem-solving task, short talk, group
discussion, repeating, responding to prompts, and giving presentations are commonly
used oral production tasks to assess speaking performance of language learners (Csépes

& Fekete, 2018b; Heaton, 2011; Luoma, 2009; Spratt, Pulverness & Williams, 2016).

2.2.5.6. Assessing writing

Writing is regarded as ‘productive skill, social and cultural phenomenon, and
cognitive activity’ (Weigle, 2009, p. 14). It is a productive skill and the performance of
language learners can be directly observed through imitative, intensive (controlled),
responsive, extensive writing tasks (Brown, 2004). Hamp-Lyons (2018) has drawn
attention to the fact that writing in a second or foreign language is much more difficult
than writing in one’s native language; so, assessing writing ability in foreign language is
too important to monitor language development as well as to motivate learners to write.
It is also important to choose appropriate writing tasks for language learners while
assessing. Furthermore, while developing writing tasks, there are some issues to be
considered. For example, test purpose, language use, language test performance, writing
as performance assessment, test usefulness, genre, time, instructions, choice of tasks,
transcription mode (computer or hand), use of dictionary, content/topic, tone/style,
linguistic choices, rhetorical choices and scoring method need to be carefully taken into
account (Hamp-Lyons, 2018; Weigle, 2009). The scoring method is mostly subjective
and may be holistic, but it can be more reliable and analytic when rating scales are used
to evaluate writing performance. In assessing writing skill, letters, reports, memos,
messages, instructions, accounts of past events, composition, mechanics as punctuation
and spelling, style and register, controlled writing, portfolio, copying, jumbled words,

labelling, form filling, completion, story writing, and picture description are commonly
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used techniques and tasks (Heaton, 2011; Spratt, Pulverness & Williams, 2016; Weigle,
2009).

2.2.5.7. Assessing young language learners

Young language learners are ‘those who are learning a foreign or second language
and who are doing so during the first six or seven years of formal schooling [...] children
who are in primary or elementary school [...] the ages of approximately five and twelve
(McKay, 2008, p. 1). Since their social and cognitive processes differ from adult learners,
language teachers need to have some kind of knowledge about their mental and social
properties so that they can assess their language ability appropriately because assessment
may have positive or negative impact on young learners’ language learning (McKay,
2008). Therefore, assessment is an important factor to motivate young learners in learning
foreign languages. Language teachers can assess indirectly classroom language use of
young learners or directly assess their language ability through tasks. In terms of
classroom use, language teachers can make use of incidental observation, planned
observation, on-the-run assessment, conferences, portfolios, contracts of work and
project, self/peer assessment, class tests/tasks, keeping records, and teacher’s progress
folders for the purposes of monitoring language development process of young learners
(McKay, 2008). When it comes to assessing young learners’ language ability, language
teachers generally assess their oral language in which grammar, vocabulary and
pronunciation are also evaluated altogether (i.e., interaction, news telling, storytelling,
etc.), reading (i.e., oral reading, miscue analysis, picture matching, etc.) and writing skills
(i.e., speech bubbles, completing a story, etc.) (McKay, 2008). Their listening skills are
also assessed through such tasks as placing objects, identifying people, multiple-choice
pictures, color and draw (Hughes, 2003). To sum, while assessing young learners, not
only the age but also the characteristics as well as the purpose of language learning need

to be considered.

2.2.6. Importance of testing, assessment and evaluation in education

Language testing, assessment and evaluation are part of every education system in
the world. They provide useful information to improve all the concerned issues such as
teachers, students, learning, syllabus and the system itself in education. They are also

used with different purposes such as selection, placement and determination of language
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learning development to make progress in language education. For example, Bachman
(2005) has stated that scores got from tests are very helpful to understand at which level
language learners are, and accordingly, make some decisions to promote learning more
and make them more successful in their language performance. Likewise, Green (2016)
has indicated that assessment has some functions such as preparing language learners for
their future exams (i.e., standardized-test), differentiating capable learners from less
capable ones and enhancing more achievable learning, all of which serve useful
information about learning/teaching the target language. Similarly, Hughes (2003) has
noted that there is a need to test language learners to make comparisons about their
language abilities and consequently, cultivating their learning more. Moreover, Brennan
(2015) has emphasized that assessment can be used to serve many purposes: At the
classroom level, it is helpful to improve both teachers’ teaching and learners’ learning by
means of formative and summative assessment as well as students’ reflections; on the
focus of accountability, however, it is beneficial to enhance and regulate the group of
learners (the class) as a whole, the effectiveness and quality of schools and system. In the
same vein, Bachman and Palmer (1996), Heaton (2011) and Hidri (2018) have discussed
that testing is important due to certain benefits such as providing information and
evidence about language teaching/learning to make further decisions, supplying feedback
about how much efficient the syllabus, curriculum, program and system are, and
diagnosing students’ weaknesses and strengths. From a different perspective, McKay
(2008) has focused on assessment of young language learners such that assessing
children’s language development functions as providing evidences of their language
performance and motivating them or demotivating them to learn more due to the positive
and negative impact of assessment. In this issue, motivating learning, Heaton (2011) has
argued tests can be used as reinforcing as well as motivating devices to motivate language
learners to be more interested in and enthusiastic about language learning. Recently,
although language learners have still cared much more about external exams rather than
learning the target language itself, there has been a significant emphasis on formative
assessment than summative one, which makes learning more motivating for learners
(Gebril, Boraei & Arrigoni, 2016).

After all, testing, assessment and evaluation in education can be used with different
purposes, and they are useful to understand whether teaching/learning the target language

meets the needs of learners, expectations of teachers and objectives of the syllabus or
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curriculum. Since there is a reciprocal relationship between teaching and assessment, the
impact of assessment on teaching or the effect of teaching on assessment can be both
positive and negative in line with the decisions made. Therefore, if assessment is expected
to be useful, the impact of it on teaching should be taken into account while deciding and
planning the next step according to the results of assessment.

2.3. Language Assessment Literacy (LAL)

The concept of literacy has been prevalent over the years in every field.
Traditionally, it refers to the ability to read and write. Yet, because of the changes in
society as well as information needs, its meaning has also expanded to include more
critical and effective use of such ability for certain goals and areas (Taylor, 2013).
Historically, the term of literacy was named firstly as alphabet-based literacy (just reading
and writing skills) (1950s), secondly as functional literacy (knowledge put into practice)
(1970s), thirdly as critical literacy (critical theory and pedagogy in education) (1980s),
and lastly as new literacies (other areas such as information technologies, economy,
society, business, health, law, etc.) (1990s-to date) (Ozarslan, 2017). The last category is
very expanded and has still been developing. It covers a body of knowledge, skills and
competence required where the term of literacy is used. For example, academic literacy,
cultural literacy, computer literacy and emotional literacy reflect the ability to use
associated domain knowledge and skills appropriately. Recently, people have needed to
develop various literacies for specific sociocultural and functional dimensions to keep up
with new improvements in the related field, and language assessment is just one of them
(Taylor, 2013). In fact, the conceptualization of language assessment literacy has begun
with the term of assessment literacy; so, the meaning of assessment literacy in general
education has narrowed down to foreign language domain over the years due to the

specific competencies required in foreign language education.

2.3.1. The concept of assessment literacy (AL)

The term of assessment literacy (AL) was coined firstly by Stiggins in 1991 within
the context of general education. Basically, assessment literacy refers to the
understanding of what assessment is, which to use, where and when to use, how to
practice, how to benefit from its results, and why it is used and necessary (Stiggins, 1995).

In other words, assessment literacy is ‘the understanding and appropriate use of
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assessment practices along with the knowledge of the theoretical and philosophical
underpinnings in the measurement of students’ learning’ (DeLuca & Klinger, 2010, pp.
420-421). Thus, the knowledge, theory and conceptual information are needed to be
acquired along with necessary skills of assessment in order to perform effective
assessment practices.

There have been many assessment and testing methods and tools used widespread
across the world, especially, the standardized-tests, whose consequences have an impact
on several people either positively or negatively in line with the quality of such methods
and tools. Therefore, the knowledge of assessment concepts and procedures are very
influential in educational decisions (Howerton, 2016; Popham, 2011). In the same vein,
not only teachers and students but also other stakeholders such as principals and parents
are affected by testing and assessment procedures. Thus, the meaning of assessment
literacy has broadened and globalized to make all the concerned people in education to
become aware of it (Dunkley, 2015). Referring to Stiggins, Green (2016) has argued that
there are three levels of assessment literacy: ‘functional level (public officials use
assessment results); practical level (teachers and educators use and generate assessment
data); advanced level (specialists in educational measurement generating data for others
to use)’ (p. 16). However, regardless of the roles of all the concerned people, each
stakeholder should know what sound and unsound assessment is if they become
assessment literate (Stiggins, 1995). In order to perform sound, namely, effective
assessment, and to prevent negative impacts of unsound assessment, the concerned
stakeholders are expected to possess certain features. Accordingly, Stiggins (1995) has
put forward that assessment literacy requires to be able to identify clear purposes, focus
on achievement targets, select appropriate tools, examine student success, and abstain
from prejudice and disorder. Subsequent to Stiggins’ arguments, there have certain
attempts to determine what kind of characteristics can represent the concept of assessment
literacy. Mostly, such characteristics are called standards because those who have
determined the content of assessment literacy have made it to be standardized for all the
stakeholders around the world. Nonetheless, since teachers are acknowledged to be the
most central stakeholders in education, the attempts to establish standards for teachers’
assessment literacy have been substantial. The most famous one has been proposed by
‘American Federation of Teachers, National Council on Measurement in Education, and
National Education Association (AFT, NCME & NEA)’ in 1990. They have established
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seven principles for teachers’ competence in educational assessment including both pre-
service and in-service teachers: ‘1) choosing appropriate assessment methods; 2)
developing appropriate assessment methods; 3) administering, scoring, and interpreting
the results of assessments; 4) using assessment results to make decisions; 5) developing
valid grading procedures; 6) communicating assessment results; 7) recognizing unethical
or illegal practices’ (Mertler, 2003, pp. 9-10). So, since these standards in a way reflect
the components of assessment literacy, both in-service and pre-service teachers should
possess such characteristics in order to be assessment literate; otherwise, they cannot
perform meaningful, effective and purposeful assessment in their educational life.

On the other hand, to have the knowledge and necessary skills to be assessment
literate do not guarantee the quality of assessments because assessment practices might
be affected by some factors. For example, Stiggins (1995) has indicated that fear of
assessment, not enough time to assess, and public perspectives and attitudes towards
assessment may set barriers to develop efficient assessments. In order to prevent such
obstacles, providing professional development programs for in-service teachers, and
giving courses to pre-service teachers at higher education in terms of assessment literacy
training may be helpful (Stiggins, 1995).

As a conclusion, it can be said that assessment literacy is an important concept in
educational assessment in order to provide better education. However, since every field
necessitates its own knowledge domain, there must be different understandings and skills
for each educational area. Therefore, language assessment literacy has been constructed

in order to respond to the specific needs of language assessment.

2.3.2. The concept of language assessment literacy (LAL)

Language assessment is the integral part of teaching and learning. Therefore,
foreign language teachers are expected to have both content pedagogical knowledge and
assessment knowledge and skills in order to promote learning and regulate their teaching
activities. However, in order to be assessment literate, foreign language teachers need to
have a specific competence called language assessment literacy (LAL) which refers to the
familiarity with and the ability to perform language-related assessment procedures.

In fact, the origins of LAL have dated back to the emergence of assessment literacy
in general education by Stiggins in 1991, as mentioned before. Because of the recent

growing emphasis on formative assessment and learning-oriented assessment as well as
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the effect of sociocultural approaches on teaching/learning methodologies, LAL has
emerged to respond to the needs of language teachers about assessment and evaluation,
and also, to conceptualize the construct of LAL within foreign language education (Inbar-
Lourie, 2017).

2.3.2.1. Definitions of LAL

In the literature, most researchers have defined the concept of LAL from the
perspective of language teachers because teachers are considered as the central figures in
classroom assessment (Giraldo, 2018). Therefore, generally, LAL is associated with other
synonymous terms such as teacher assessment literacy, language teacher assessment
literacy, teacher-based language assessment literacy, and classroom (teacher) assessment
literacy. However, recently, there have been significant attempts to define LAL by
including other stakeholders in the conceptualization (i.e., Taylor, 2013).

To start with, the concept of LAL refers to the knowledge, skills, and principles
required for classroom assessment-related procedures like developing, administering,
using, interpreting, analyzing and evaluating language tests and assessment tools as well
as the awareness of assessment in a wider understanding within the scope of foreign
language education (Lam, 2014; Pill & Harding, 2013). LAL also means language
teachers’ understanding of what and when to use assessment to obtain information about
students’ language abilities and progress and to give feedback in line with the results
(Jeong, 2013). From the point of classroom assessment, H. Xu (2017) has defined LAL
as EFL teachers’ conceptions and skills regarding classroom assessment, which is put
into practice in a planned or spontaneous way.

Apart from these, by doing research about textbooks used in language testing
courses, Davies (2008) has identified that LAL refers to a three-level competence:
Knowledge (the background in language description, context, and measurement), skills
(the training in assessment methodology such as item writing and statistics), and
principles (use of proper tests, fairness, ethics, and impact). Furthermore, Vogt and
Tsagari (2014) have discussed that LAL is ‘the ability to design, develop, and critically
evaluate tests and other assessment procedures, as well as the ability to monitor, evaluate,
grade and score assessments on the basis of theoretical knowledge’ (p. 377). So, LAL is

putting assessment theory and knowledge into practice.
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However, Inbar-Lourie (2008; 2017) has emphasized the conceptualization of LAL-
language-focused referring to language specific competencies by differentiating LAL
from general assessment literacy. She has defined LAL as ‘to have the capacity to ask
and answer 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’ (Inbar-Lourie, 2008, p. 389). In addition, she has drawn attention to three
rationales behind LAL as what, how and why. Based on these rationales, LAL refers to
“the understanding the ‘what’ and performing the ‘how’ necessitates appreciation of the
background and reasoning behind the actions taken, that is, the ‘why’” (Inbar-Lourie,
2008, p. 390). Hence, the most important feature in this definition is ‘what’ because it
represents the language content which is assessed as a foreign language learning aspect.

Similarly, Giraldo Aristizabal (2018) has underlined language-related issues in
defining the concept of LAL since foreign language teachers differ from other teaching
subjects in terms of language components. LAL means the appropriate and fair use of
assessment to develop students’ language learning on the basis of language assessment
knowledge and skills both in classroom-contexts and in large-scale testing conditions.
Thus, he has underscored the fact that language teachers need to have the knowledge
about not only classroom-based assessment but also external testing procedures to help
their students develop their target language. He has also indicated that most of teachers’
assessment practices have been shaped by their beliefs and prior knowledge of assessment
in developing their own LAL.

Likewise, Stabler-Havener (2018) has argued that the competence of LAL requires
the use of assessment knowledge and skills appropriately and ethically according to
teachers’ own contextual characteristics. That is, each language teacher has own
instructional context; so, they are expected to have the ability to use their assessment
knowledge and skills in accordance with their students’ language needs such as
proficiency to improve their learning, which show their competence of LAL.

On the other hand, although teachers are the central stakeholders in classroom
assessment, LAL has gained new meanings in terms of the roles and effects of other
stakeholders because LAL is acknowledged to be a ‘complex social practice’ among other
stakeholders such as principals and test writers (Baker & Riches, 2017, p. 3). In this issue,
Taylor (2013) has discussed the meaning of LAL from the perspective of the stakeholders

involved in the language assessment procedures. In other words, though LAL refers to
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understanding principles, applying theories in assessment practices, interpreting test data
to give feedback in order to positively affect language learning in general (Taylor, 2009),
there is a need to describe other stakeholders’ roles in this process due to the growing
numbers of people involved in testing and assessment recently. Therefore, she has
conceptualized LAL in terms of three layers: Core, intermediary, and peripheral (Taylor,
2013). In the core, there are test makers and researchers. In the intermediary layer, there
are course instructors, and language teachers. In the periphery, there are policy makers
and general public. All of these layers reflect to what extent language assessment is
understood, used, and affected by those involved. Hence, there are different roles,
purposes or degrees of the stakeholders in language assessment practices according to
their educational context. However, for classroom language teachers, LAL means to have
the knowledge of language pedagogy in the first place, and then, to have technical skills
about assessment as well as to apply and use assessment in correspondence to their
beliefs, attitudes, local practices and sociocultural values.

Unlike the definitions discussed so far, Fulcher (2012) has provided an expanded
definition for LAL by studying with EFL teachers. He focused on the sides of theory,
practice and context about language assessment. He has defined LAL 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 practice, including ethics and
codes of practice. The ability to place knowledge, skills, processes, principles and concepts
within wider historical, social, political and philosophical frameworks in order to understand
why practices have arisen as they have, and to evaluate the role and impact of testing on

society, institutions, and individuals.’ (Fulcher, 2012, p.125)

This definition has been recognized as the most comprehensive one to date in LAL
literature although it does not explicitly refer to foreign language components (Stabler-
Havener, 2018). In contrast, it has reflected the characteristics that can be applied both to
classroom and large-scale assessments in any EFL context (Giraldo, 2018) because the
definition was constructed with help of in-service EFL teachers’ conceptions and
practices in Fulcher’s (2012) study.

To sum up, all the definitions of LAL mentioned so far have common properties
such as the understanding, familiarity, use, knowledge, skills, principles, and abilities
about language assessment accompanied by the content pedagogical knowledge of

foreign language teaching/learning. However, in the present study, Fulcher’s (2012)
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definition of LAL is prioritized because of its comprehensive dimensions emphasizing
language assessment in EFL contexts. Moreover, since the current study is carried out in
an EFL context with English language pre-service and novice teachers as well as course
lecturers of language assessment, the term Foreign Language Assessment Literacy
(FLAL) is preferred to be used in order to represent the characteristics of EFL context in
which English is taught and learned as a foreign language; so, it is assessed as a foreign

language.

2.3.2.2. Dimensions or components of LAL

Language assessment literacy has been extensively studied in recent times in order
to conceptualize and establish its dimensions or components. When LAL research
conducted up to now is considered, Stabler-Havener (2018) has discussed that there are
four mainstreams regarding LAL models. The first one is about the standards of language
assessment literacy, and its aspects of what-how-why; the second one is skKills,
knowledge, principles model; the third one is practices, principles, contexts model; and
the last one is LAL stakeholder model. All of these models reflect the meanings and
dimensions of LAL, especially from the perspective of teachers’ competencies.

In the first place, Davies (2008) has asserted that LAL has three components:
Knowledge, skills, and principles. The component of knowledge refers to the framework
used in measurement, how language is defined, and how the setting is described in terms
of language assessment. The component of skills is about the application side of language
assessment; developing test, writing items, administering test, and analyzing the results.
The component of principles includes how tests can be used properly and appropriately
as well as ethically.

Secondly, Inbar-Lourie (2008) has argued that LAL is a multi-layered concept
which responds to the questions of what, how, and why with respect to language
assessment. ‘What’ refers to the description of the language components to be measured;
‘how’ is about the implementation side of assessment or the process itself; ‘why ’is related
to the rationale or reasoning of language assessment practices. Therefore, language
teachers plan their assessment according to ‘what’, choose appropriate methods and tools
according to ‘how’, and base their decisions and practices on ‘why’. In terms of this model
of LAL, ‘what’ is the most distinctive component because it is directly related to the

foreign language content to be measured (Inbar-Lourie, 2008).
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Thirdly, Scarino (2013) has divided the dimensions of LAL into two categories:
knowledge and process base. Knowledge base is about the theoretical underpinnings of
language domains which help to develop and use assessment in practice. Process base is
the developmental phase of language assessment while examining and criticizing the
conceptions of assessment. Then, both knowledge and process base are required as the
main constitutes to conceptualize LAL.

Fourthly, Fulcher (2012) has developed a model of LAL as result of his scale
development with EFL teachers about language assessment. According to his model,
LAL has three competencies: Practices, principles, contexts (see Figure 2.2). The
dimension of practices refers to designing, developing, administering, evaluating both
standardized and classroom tests as well as the familiarity with assessment procedures.
The principles dimension is about the awareness of principles and ethical issues and
concerns about language assessment in order to guide the practices. The dimension of
contexts involves the underlying frameworks such history and society, the origins and
rationales, and the impact of language assessment in a broader sense. However, such
dimensions of LAL may not be valid for all the stakeholders because Fulcher (2012) has
noted that that model was constructed with EFL teachers; so, it represents their LAL

competencies.
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Figure 2.2. Language assessment literacy: An expanded definition (by courtesy of Fulcher, 2012, p. 126)
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Fifthly, Hill (2017) has focused on only classroom-based teacher assessment
literacy, and correspondingly, has developed a framework called Teacher Assessment
Literacy (TAL) within the scope of language assessment. She has taken into account the
classroom assessment practices such as what teachers do and look for, what sort of
theories they use, what they believe, how their learners view assessment, and how the
context influences the practices of assessment while constructing her framework. By
answering such questions, she has proposed a three-dimensional TAL model for language
assessment: Practice, concepts, context. The dimension of practice is about the planning,
conducting and using assessments as well as possessing necessary knowledge and skills
about language assessment in relation to the characteristics of students and qualities of
assessment. The dimension of concepts is about teachers’ own beliefs and understandings
which shape their assessment procedures. The dimension of context is about the impact
of students’ views, the decisions of schools or supervisors about language assessment,
which has an impact on teachers’ classroom assessment practices. Thus, all three
dimensions have shaped the constitutes of LAL at classroom teacher level.

Lastly, apart from teacher-based LAL models, Taylor (2013) has concentrated on
other stakeholders who are also involved language assessment processes such as test
writers and administrators. According to her conceptualization of LAL, each stakeholder
has different competencies with different degrees of significance in constructing their
LAL. There are basically four stakeholders in assessment process: Test writers, classroom
teachers, administrators, and professional testers. However, their roles in assessment have
been shaped according to three layers as core, intermediary, and peripheral, as discussed
previously (see Figure 2.3). Language teachers are within the level of intermediary, which
indicates that they have somewhat different constitutes of assessment literacy compared

to other stakeholders.
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Figure 2.3. Levels of AL/LAL differentiated according to stakeholder constituency (by courtesy of Taylor,
2013, p. 409)
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Thereupon, to illustrate the degrees of significance and to show the importance of
different competencies according to stakeholders, Taylor (2013) has employed spider-
web like figures (see Figure 2.4). In these figures, it is apparent that some competencies
are more important for certain stakeholders compared to others. For instance, firstly,
language teachers need to have the competence in the area of language pedagogy, and
then, they must have technical skills of assessment. Their beliefs, attitudes, local contexts

and sociocultural values have also an impact on their LAL profile.
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Figure 2.4. Differential AL/LAL profiles for four stakeholders (by courtesy of Taylor, 2013, p. 410)

As a conclusion, nearly all the dimensions or components of LAL discussed so far
have illustrated mostly a three-layered model. The most important features of LAL, then,
consist of knowledge, skills, abilities, principles, practices, concepts, origins, contexts

and reasoning about language assessment.

2.3.2.3. Characteristics of LAL

Language assessment literacy is an important concept in foreign language

education, and language teachers must possess this kind of competence in order to
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promote language learning. Thus, there are some characteristics that indicate a teacher is
assessment literate. For example, Fulcher (2012) has pointed out that to have a balanced
proportion of knowledge, skills and principles about language assessment enables
teachers to understand and use assessment practices properly.

Moreover, Stabler-Havener (2018) has argued that language assessment literate
teachers must firstly define language proficiency, and then, possess related knowledge
and skills of assessment theories and practices. Also, they must be able to execute
assessment procedures appropriately and communicate their results according to their
instructional context.

In addition, NTF (2016) has stated that teachers become assessment literate when
they master in terms of sound assessment principles as well as the application of
assessment methods suitable to their contextual needs. Though NTF (2016) has described
the LAL characteristics of each stakeholder by their roles, from the point of classroom
teachers, it has underlined that assessment literate teachers know the interaction between
their instruction and assessment, have the ability to define their assessment objectives,
have the ability to design and administer appropriate language tests and assessments, are
aware of various assessment techniques available for use, have the ability to analyze and
interpret the results to reinforce and motivate learning/teaching, know how to
communicate with students, colleagues, parents and society by means of assessment
findings, and are aware of LAL as a developmental feature which lasts throughout their
teaching life.

Furthermore, most of the researchers have described similar characteristics of
language assessment literate teachers. They have highlighted that assessment literate
teachers understand what sound assessment is; are able to decide and apply assessment
objectives in line with learning outcomes; know how to practice appropriate assessment
methods; are able to choose or adapt suitable assessment techniques for specific purposes
in specific contexts; interpret the results or the performance to regulate their own teaching
as well as to improve students’ learning and increase motivation; know how to report the
results to others and accordingly, give feedback; have the ability to integrate the
knowledge of assessment in the decision-making process of their instructional practices;
understand the outcomes and expectations of society and policy about assessment; master
in language specific competencies in relation to their assessment ways; are aware of

several assessment tools to use; have the understanding of both large-scale and classroom
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assessment; and are able to perform assessment ethically (Berry & O’Sullivan, 2016;
Gotch & French, 2014; Huang & He, 2016; Inbar-Lourie, 2013b; Khadijeh & Amir, 2015;
Newsfield, 2006; Rogier, 2014; Taylor, 2012; Zolfaghari & Ahmadi, 2016).

Besides, Looney, Cumming, van Der Kleij and Harris (2017) have proposed a new
term to describe the features of teacher assessment literacy (TAI) as result of their
research. They found that TAI consists of the dimensions of ‘I know, my role, I am
confident, I feel, I believe’ regarding assessment literacy. Therefore, they concluded that
TAI reflects the dimensions of knowledge, skills, practices, confidence, beliefs,
frameworks, purposes, uses and implementations of assessment, all of which are the sings
of assessment literate teachers.

Similarly, Ukrayinska (2018) carried out a study to find out the characteristics of
classroom language assessment literacy skills. She focused on EFL classroom teachers
in the Ukrainian context. As a result of her study, she described the characteristics of
assessment literate teachers as being able: ‘to plan assessments, to design assessments, to
administer assessments, to interpret assessments results, to apply the results of
assessments accurately and effectively, to discuss the results of assessments with parents
and students, to evaluate classroom-based tests, and to identify the uses and misuses of
externally mandated large-scale assessments’ (pp. 363-364).

Likewise, Giraldo (2018) studied on Davies’ (2008) dimensions of LAL as
knowledge, skills, and principles in line with the characteristics of language assessment
in order to expand the competencies. Thus, he presented a comprehensive list for LAL
dimensions, and this list is made up of 66 subskills about LAL. In terms of knowledge,
awareness of applied linguistics, theory and concepts, and own language assessment
context are important features. With regard to skills, instructional skills, designing
language assessment, skills about educational measurement and technological skills are
the parts of LAL skills. Pertaining to principles, awareness and critical perspectives of
language assessment are significant indicators of LAL aspects. As a conclusion, he
emphasized that all of the three-dimensional model of LAL accompanied by 66 subskills
represent the descriptors of language assessment literate teachers.

As a consequence, in a general sense, assessment literate teachers know what
language assessment means, what kinds of theories and concepts there are behind
assessment, are aware of assessment methods and uses, know how to assess and are able

to implement methods of assessment appropriately in line with specific purposes, needs
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and contexts, and know how to use assessment results to improve both their teaching and
students’ learning.

Considering the Turkish context in this sense, since most of English language
teacher candidates are appointed by Ministry of National Education (MoNE), there are
some expected qualifications from the graduates to possess. Such qualifications are called
ELT competencies and can be regarded as the standards for Turkish EFL teachers.
MoNE-ELT Competencies (2008) are made up of five dimensions: Planning and
organizing the processes of English language teaching/learning; developing students’
language skills; monitoring and assessing language development/progress;
collaboration/cooperating with school, family, and society; and maintaining professional
development in the field of English language teaching. Out of such competencies,
monitoring and assessing language development/progress is very important because
Turkey is a test-driven country emphasizing high-stakes examinations, and also, Turkish
context is an EFL context which requires students to be assessed regularly in terms of
their language development as they do not use language in their daily lives much. In terms
of the qualification of monitoring and assessing language progress, it has certain
characteristics which reflect EFL teachers’ assessment literacy such as the ability to
determine the aims of measurement and evaluation, to use instruments and methods of
measurement and evaluation, to interpret the results of assessment and give feedback to
identify the language development, and to use the results of assessment in teaching
practices (MoNE-ELT Competencies, 2008). All such characteristics can be employed as
the guidelines to represent the characteristics of language assessment literate teachers in

the Turkish context.

2.3.3. Importance of LAL in foreign language education

It is widely known that assessment is an inseparable element of teaching because it
helps learners to develop their foreign language knowledge and skills. Recently, foreign
language teachers have to be competent educators because their roles have changed due
to more emphasis on the notion of formative assessment to improve learning rather than
only to measure learning as the product (Csépes, 2014). They have become both teachers
and assessors of their own teaching contexts. Hence, they must have content-pedagogical
knowledge about foreign language teaching as well as related competencies about

language assessment. Then, language assessment is an important issue in foreign
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language education. It is because assessment influences the instruction of teachers,
provides information about how much students learn the target language and whether they
are able to use it, and what needs to be done to promote their learning more successfully
(Rogier, 2014). In addition, good practices of language assessment are important since it
is useful to give information about the content of teaching, helpful for teachers to monitor
students’ development, beneficial for students to see their own learning progress, and
advantageous for preparing students for future exams and assessment throughout their
educational lives (Herrera & Macias, 2015).

To be able to perform effective language assessment procedures, teachers need to
have some kind of knowledge and appropriate skills to maximize students’ learning by
regulating their teaching practices. Therefore, they must be assessment literate to respond
to the needs of their instructional contexts. Then, LAL is a vital competence for foreign
language teachers. There are many reasons or factors regarding the importance of LAL
discussed in the literature. For example, Newsfield (2006) has argued that if teachers
know assessment terminology, procedures to carry out, interpretation ways of results, and
assessment ethics, then, these characteristics as the constituents of LAL will allow them
critically to evaluate their classroom language progress to enhance learning in a more
achievable way while motivating learning the target language. Furthermore, to be
assessment literate is fruitful in helping teachers perform their assessment methods
according to their own instruction, the purposes of teaching, and the needs of students
while building a relationship between teaching and assessment for higher achievements
of students in the target language (Bayat & Rezaei, 2015). LAL is also helpful in choosing
best alternatives for assessing learning, monitoring the progress, and performing better
teaching practices (Zolfaghari & Ahmadi, 2016). Besides, to have a higher level of LAL
is useful to develop professionally while maximizing and motivating foreign language
learning (Buyukkarci, 2016). However, not only teachers but also other stakeholders need
to be assessment literate to help the process of assessment to be performed in an effective
way to promote learning as well as to eliminate unsound assessment practices to prevent
negative washback on learning and teaching (Djoub, 2017; Zolfaghari & Ahmadi, 2016).

To conclude, as White (2009) has indicated that improved LAL is helpful to
undertake better assessment methods, which makes both teaching and learning to be

developed and motivated for better foreign language learning outcomes.
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2.3.4. Review of relevant research studies on LAL

Language assessment literacy has been an important issue in foreign language
education as well as foreign language teacher education. It is because this concept is
regarded as the indicator of a good deal of knowledge and effective practices and skills
in terms of language assessment.

Research into the relationship between assessment and teaching can be considered
to lead LAL research to expand because there have been changes in the notions of foreign
language teaching/learning which have an impact on language assessment procedures,
and reciprocally, methods of assessment have influenced teaching practices (Clapham,
2000). Therefore, historically, the impact of these two concepts have been studied from
different perspectives. Firstly, the washback effect of assessment classroom teaching has
been studied extensively; secondly, teachers’ roles in assessment and teaching, the phases
of designing assessment practices, authenticity and appropriacy of tests have been
investigated; thirdly, learner attainment through the effect of language programs and their
success have been explored; lastly, the role of teachers as assessors and classroom
assessment accompanied by such topics as purposes, criteria, cultural context, and levels
of assessment have been searched (Rea-Dickins, 2004). Therefore, recently, there has
been an emphasis on classroom assessment and the role of teachers as assessors, which
makes LAL to be a prominent concept. It is because rather than adopting testing as a
traditional way of evaluation method, teachers are expected to create their own
assessments according to their own contextual needs in order to improve and monitor
language progress of learners (Tsagari & Vogt, 2017). Thus, teachers need to be
assessment literate to respond to such needs in their own contexts while teaching foreign
languages. As a conclusion, it should be noted that there have been more studies with in-

service EFL teachers than pre-service teachers in terms of LAL.

2.3.3.1. Research studies conducted in in-service EFL contexts

In foreign language education settings, research into the LAL of in-service teachers
have been studied from different points of views. But mostly, the effect of demographic
variables and teachers’ beliefs on LAL, the assessment practices and the needs of teachers
about LAL, and the impact of workshops designed as in-service training on LAL have

been the notable topics on the concept of LAL in recent years.
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Pertaining to demographic variables, Y. Xu and Brown (2017) studied on the
validation of ‘Teacher Assessment Literacy Questionnaire (TALQ)’ through examining
the effects of some demographic variables of EFL teachers working at university on their
assessment performance in China. The researchers also investigated the level of their
assessment literacy. They employed an adapted version of TALQ, which was paper-based
questionnaire and included 24 scenarios about language assessment and 7 demographic
variables such as age, qualification, experience and training. A total of 891 EFL teachers
from 7 regions of China responded to the questionnaire. The results yielded that the
adapted questionnaire needed revising to reflect Chinese university contexts. The
assessment literacy levels of the sample were also found at the basic level in certain
domains, and thus, needed to be improved. However, all the demographic variables were
found to have small effects on their LAL performance. Hence, the researchers concluded
that though there was little effect of demographic variables, assessment literacy of EFL
teachers needed to be promoted, specifically, in the areas of policy and professional
standards.

Likewise, Fard and Tabatabaei (2018) were interested in the levels of assessment
literacy of EFL teachers in Iran. The aim of their research was to determine to what extent
EFL teachers were knowledgeable about language assessment. To analyze this issue, they
administered ‘Classroom Assessment Literacy Inventory’ to 52 EFL teachers working at
both public schools and private institutions. Their responses to the questionnaire showed
that their assessment literacy levels were too low and needed to be enhanced. The
researchers discussed that the participants were not aware of what sound assessment
means and did not feel ready to handle the problems in classroom assessment.

With the aim of exploring LAL form the perspective of new literacy studies, Duboc
(2009) investigated 3 elementary school EFL teachers in Brazil. She based her study on
interpretive qualitative study and explored the conceptions and practices of the
participants who taught English to 6™ grades. The interviews, observations and written
tests were used to collect data from EFL teachers. The findings revealed three main
problems: The first was that evaluation was perceived as the same with measurement.
The second was the participants relied on linguistic code assessment, namely, grammar
and vocabulary, too much, and thus, they neglected other areas of language development.
The last was that teachers employed mostly written tests rather than classroom or

alternative assessment. Therefore, the need to redesign the curriculum at teacher
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education programs was reported for better LAL training to prepare future teachers for
their assessment conceptions and practices.

Another study dealing with beliefs and practices of EFL teachers about language
assessment was conducted by Wach (2012). She investigated the beliefs and roles of both
school teachers and university teachers about language assessment in terms of being
native or non-native speaker of English. Therefore, the school type and the feature of
being native or not in English language were explored whether they affected the beliefs
and roles of teachers in Poland. To address this issue, 87 participants (42 of them were
university teachers, and 45 of them were school teachers) took part in the study. Out of
42 university EFL teachers, 12 of them were native speakers of English while 30 of them
were non-native speakers. As for school EFL teachers, out of 45, there were 17 primary,
20 middle and 8 secondary school teachers in the research. The participants had teaching
experience ranging from 6 months to 30 years. By using open-ended questionnaires, the
researcher found that university teachers were more aware of assessment functions, areas
and features than school teachers. Nearly all the participants focused on grammar and
vocabulary assessment, and they considered assessment is separate from teaching. In
terms of being native or not, it did not differ much regarding the opinions of teachers. As
a result, the researchers suggested that EFL teachers needed to be trained in terms of
different assessment types valuing the evaluation of different language areas and skills.

Munoz, Palacio and Escobar (2012) carried out their study in order to examine the
beliefs, perceptions and practices of EFL teachers about language assessment. They
studied with 62 EFL teachers who were working at the language center of a private
university in Colombia. To explore their such issues, surveys, written reports and
interviews were collected. The analysis yielded that there was a mismatch between their
beliefs and practices; that is, they believed reflection, self-assessment and formative
assessment are good and should be used whereas their assessment practices concentrated
on more summative evaluation of their students. Thus, the researchers recommended
professional development programs may help teachers practice what they believe rather
than sticking only to summative assessment.

From the perspective of ELT assessment literacy ideology, Hakim (2015)
investigated the awareness levels as well as the ways of assessment practices of EFL
teachers. In other words, the researcher examined the relationship between what teachers

believed and what they practiced in their classrooms about language assessment. 30
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female instructors who had different nationalities, qualifications and teaching
experiences, and were working at the English Language Institute at university in Saudi
Arabia responded to the researcher-developed questionnaire about assessment. The
results showed that although EFL teachers had adequate knowledge of assessment tools,
their practices did not develop much. However, those who were more experienced in
terms of teaching and assessing had a clearer understanding of what assessment means,
what kind of components assessment have, and how to implement a testing plan. Thus,
teaching experience had effect in the perceptions of EFL teachers’ assessment literacy.

Similarly, Jannati (2015) explored the perceptions and practices of EFL teachers
about their language assessment in line with their teaching experience. Therefore, the
researcher organized three groups of EFL teachers according to their teaching experience
as being high, mid and low-experienced teachers. Conducting semi-structured interviews
with 18 EFL instructors working at language institutes in Iran, the researcher found that
nearly all the instructors had a good amount of knowledge about basic concepts and terms
regarding language assessment. However, their knowledge did not reflect on their
practices; that is, they could not put their knowledge into practice. With respect to
experience, it did not affect EFL teachers’ assessment practices. Thus, the instructors
needed to learn how to practice their assessment knowledge in their classrooms.

From the point of different teaching subjects, Zolfaghari and Ahmadi (2016)
examined what teachers from different academic backgrounds understand about
assessment literacy, and whether the components of assessment literacy differ among
such backgrounds. 32 high school teachers, all of whom were native speakers of Persian,
took part in the study. Their subjects were humanities, science, English language, and
non-English language (Arabic and Persian languages) teachers. The researchers
conducted a semi-structured interview including demographic information and
assessment literacy questions. The audio-recorded data were thematically analyzed, and
the findings pointed out that the participant teachers mentioned only two assessment
methods as continuous/diagnosis and continuous/final. Most of them were familiar with
certain assessment methods (i.e., peer-assessment) and practiced them, but
unconsciously. They thought that to be qualified in assessment literacy was affected by
both teachers’ and learners’ attributes. In terms of literacy components, many participants
agreed that assessment literacy is a mixture of content, ethical, emotional and assessment

concepts, but they believed since the content of each subject necessitates different
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competencies, assessment literacy differs in this point. The participants suggested training
programs about assessment should be revised.

Apart from these, Hudaya (2017) designed a study to investigate whether EFL
teachers felt prepared to assess, what kind of principles they applied in assessment, and
what sort of problems they faced in assessing. Hence, the researcher developed a
questionnaire which consisted of both closed-ended and open-ended questions about
language assessment and principles. 43 in-service EFL teachers from different teaching
stages (junior, elementary, senior, university and kindergarten) in Indonesia responded to
the questions. The results produced that more than half of the participants felt prepared
to assess their students’ performance. Also, most of them agreed that practicality,
reliability, validity, authenticity and washback were the important principles in
assessment practices. Though many teachers were found to be assessment literate, they
reported that they had sometimes difficulties in giving feedback.

Djoub (2017) conducted a worldwide web-based questionnaire in order to
scrutinize whether assessment literacy had an impact on the views and practices of
language assessment. 45 teachers from different countries and school types, and also,
from different language contexts (both ESL and EFL) answered the questions about
teaching experience, assessment training, the components of sound assessment and the
role of institutions about language assessment. Besides, 10 of them were interviewed
about those issues. The findings indicted that language assessment training did not assure
being assessment literate. Moreover, many teachers emphasized that as long as the
content, the tools used and the way administered were decided and applied, then, such
assessment could be called as sound assessment. Most of the participants also highlighted
they needed more autonomy, training, collaboration, feedback and supplementary
materials regarding language assessment practices.

Carrying out an action research, Giraldo Aristizabal (2018) investigated the beliefs
and practices of EFL instructors related to language assessment literacy while designing
an achievement test. 60 EFL instructors working at a language institute in Colombian
University participated in the study. They responded to questionnaires and were
interviewed. Also, their testing and assessment documents were analyzed. The findings
revealed that according to the participant EFL instructors, a test should consist of four
principles as reliability, validity, authenticity and washback, all of which could leave

positive impact on teaching and learning. Even though they believed so, they were not
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able to reflect those principles in their practices successfully. As a whole, the experience
of designing an achievement test was found beneficial to their professional development.

Other than this kind of research about the beliefs of language assessment literacy,
some researchers focused on in-service teachers’ practices of language assessment. For
example, Y. Xu (2016) explored how teachers planned their assessments. Therefore, she
contacted with 20 EFL teachers working at contest-winning university in China and
collected their lesson plans. She also conducted interviews with them about their
assessment practices. The qualitative analyses showed that the lesson plans involved
assessment-related topics such as objectives, assessment tasks and student backgrounds.
While the plans stuck to the learning goals, the rubrics or checklists did not exist to
evaluate their students’ performance, and also there were some mismatches between
objectives and assessment tasks. Lastly, nearly all the teachers underlined that they
planned their assessments intuitively and in line with their instructions.

In addition, Tsagari (2013) investigated what university students thought about
assessment and what kind of assessment practices were used in their EFL classes in
Cyprus. In other words, language testing and assessment practices performed in higher
education were examined. 41 undergraduate students from different programs (primary
education, business, science, secretarial studies, computer studies, graphic) responded to
a questionnaire about the assessment types conducted in their EFL classes. The most
common testing type was written tests whereas portfolio was not used much. Their
assessment was based on the purpose of measuring the language ability; however,
listening and speaking tests were not administered. In grammar and reading tests, multiple
choice was preferred the most, and in writing exams, essay writing was used the most.
The researcher emphasized that assessment practices in EFL classes in higher education
tended to be summative rather than formative; and hence, they did not improve learning,
just measuring what students knew.

Similarly, Klinger (2016) designed a study to examine how EFL teachers working
as professors at university conceived assessment and how assessment was performed at
their university. Based on a qualitative study as phenomenology, the researcher tried to
discover the understandings, beliefs and practices of EFL professors’ assessment
practices in Colombia. 4 full-time professors from ‘Linguistics and Languages
Department’ and having more than 15 years of teaching experience about LAL training

took part in the study. Interviews and documents were employed to collect the data from
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the sample. The analysis of the data showed that assessment was mostly used to measure
students’ knowledge. Though professors appreciated the importance of assessment for
formative purposes, they admitted that they were not able to assess properly their students.
Besides, students were not informed about how they would be assessed for the course.
Therefore, further training for assessment was needed for the professors.

Furthermore, Berry, Sheehan and Munro (2017) analyzed the actual assessment
practices of EFL teachers in line with their attitudes and needs about language assessment.
They designed a three-phase study to address those issues. In the first phase, 3
experienced international EFL teachers working at a British university were interviewed.
In the second phase, those 3 EFL teachers were observed. In the last phase, 48
experienced EFL teachers were selected for focus group discussions. The findings
revealed four issues about language assessment. Many participant teachers underlined the
fact that they lacked training on language assessment. They also mentioned testing rather
than assessment, and stated they needed materials for assessing language skills. In
general, teachers were not familiar with the concept of language assessment literacy.

Performing a three-year longitudinal study with the novice EFL teachers in China,
H. Xu (2017) tracked their development of language assessment literacy in their first year
of teaching. During that process, he executed 26 classroom observations and took
fieldnotes about 4 EFL teachers, conducted 48 interviews with 2 EFL teachers, and
collected journal entries of 171 teachers. After analyzing all the data, he found a three-
phase development of LAL regarding novice EFL teachers: In the first stage, teachers
began to acquire practical skills for the planned classroom assessment; in the second
stage, they became more aware of the connection between teaching objectives and
planned assessment practices; in the third stage, they started to perform more spontaneous
assessment in their classes, especially in terms of formative assessment. Thus, he
concluded that especially the improvised stage of performing assessment was the sign of
language assessment literacy development, and novice EFL teachers improved over time
regarding their assessment practices.

Beginning with a research project, Fulcher (2012) designed his study in order to
develop a survey instrument which examines learning needs in assessment. He focused
on the assessment training needs of in-service language teachers. All 278 participants
from different countries and from different language teaching areas contributed to the

study. The analysis yielded a four-factor survey: ‘test design and development’, ‘large-
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scale standardized testing’, ‘classroom testing and washback’, and ‘validity and
reliability’. Accordingly, the researcher proposed an expanded definition of language
assessment literacy which comprised of three components as contexts, principles, and
practices. Hence, those components were found to reflect the training needs of language
teachers in assessment and testing. The last finding was about the materials used in
assessment training, and the sample found them insufficient to respond to their needs.

Differently from other studies, Razavipour (2013) concentrated on the issue of
stakeholders; that is, how stakeholders viewed LAL, and what kind of needs the
stakeholders mentioned. There were three types of stakeholders: LAL test developers,
LAL instructors and LAL test-takers (54 MA TEFL students). Their perceptions, their
needed areas of assessment training, and the problems related to assessment were
investigated through surveys. The tests constructed by the test-developers were also
analyzed. All the participants were the part of the assessment course doing their Master
of Arts (MA) training in Iran. The gathered data were examined, and crucial findings
were reached. While test-designers focused on knowledge and theory, the instructors and
MA students tended to underline the skills of assessment. Hence, a gap between what
test-designers believed and practiced and what teachers and students thought about
language assessment was detected. The researchers concluded that to fill that gap, training
courses both at the level of undergraduate and graduate program should be designed to
improve LAL of all the stakeholders.

Conducting a comprehensive study across Europe, Vogt and Tsagari (2014)
explored the training needs of in-service EFL teachers. They collected data from 853
participant EFL teachers from 7 European countries (Cyprus, Macedonia, Germany,
Greece, Italy, Poland, Turkey) by means of a questionnaire about LAL training needs.
They also conducted interviews with 63 EFL teachers from 3 countries (Germany,
Greece, Cyprus). The findings revealed that teachers’ LAL did not develop much, and
few of them received training about language assessment. Besides, those who received
training underscored the fact that training did not prepare them for their work. Also,
teachers did not have much idea about the recent assessment procedures. Thus, the
researchers indicated that the training about all the LAL features was needed responding
to the needs and issues of local educational contexts of EFL teachers.

In their another study, Tsagari and Vogt (2017) focused on the qualitative part of

their comprehensive study mentioned above and conducted in 2014. They explored the
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perceptions and training needs of in-service EFL teachers about LAL. A total of 63 in-
service teachers working at primary and secondary schools in Germany (n=25), Cyprus
(n=16), and Greece (n=22) took part in the study. The researchers administered semi-
structured interviews to examine the training biographies of the participant teachers. The
results showed that nearly all in-service EFL teachers relied on pen-and-paper tests, and
traditionally, assessed their students’ especially grammar and vocabulary. Their marking
procedures were only about correcting the errors and mistakes. Moreover, although
teachers were familiar with alternative assessment methods, they did not benefit from
them in their practices. In terms of their LAL training, teachers indicated they received
little training, and learned most of the things by experiencing them in their classes. Still,
they could not determine their localized training needs about language assessment. Thus,
the researchers stated that teachers did not have adequate LAL because of the insufficient
training, and teachers’ conceptions and perceptions should be transformed into more
formative assessment perspective to update them.

In the same vein, Yan, Zhang and Fan (2018) explored the training needs of EFL
teachers through their development of LAL. They studied with 3 middle school EFL
teachers from China and performed semi-structured retrospective interviews about how
the contextual and experiential factors affected their practices of assessment. The findings
indicated that teachers developed their LAL as a result of their intuitions and experiences
rather than training because their training had focused on more assessment theory than
practice. Therefore, they needed training in terms of practicing skills of assessment.
Another finding was that both context and experience were highly influential in their LAL
development as well as their assessment practices. Specifically, though they preferred and
wanted to make formative assessments, the educational policies did not permit them to
do such practices because of the country’s emphasis on high-stakes entrance
examinations.

Studying with ELT practitioners, Sheehan and Munro (2017) designed a project to
find out what teachers needed to know and what kind of materials required for their
assessment training. To explore this, three-stage research was executed. Firstly, 3 EFL
teachers who had international teaching experiences and working at a British university
at that time of the study was carried out were interviewed and observed. Secondly, 48
EFL teachers working at language teaching centers took part in focus group interviews.

Lastly, 20 teachers participating a workshop in the conference of IATEFL gave their
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opinions about language assessment. All the data analysis yielded that tests were very
influential in classroom assessment practices, and teachers seemed to have lack of
confidence in making assessments. Besides, teachers stated that they needed training in
terms of specifically practical assessment because they developed their LAL through only
experience. Lastly, they indicated that they did not want to spend time on training too
much; thus, it is better to take examples of ready-made materials to be used in assessment.

Regarding the workshops designed as in-service training about LAL, Gebril, Boraei
and Arrigoni (2016) prepared and implemented a training project for EFL educators in
Egypt. Since Egypt is a text-driven country, there is a need to strengthen the knowledge
and skills of assessment among EFL educators. In line with this need, a two-level training
was organized; firstly, reflections on assessment practices were carried out and teachers
were made to adapt testing materials into their contexts, and then, the collaboration among
the practitioners about assessment was built via social media platforms. A total of 48
participants attended the training, and it lasted for 4 days including 16 sessions about
language assessment. During that training, reflective journals, plans of assessment, post-
training surveys and follow-up activities were collected to be analyzed. The findings
reveled a positive development in teachers” LAL; however, the sample found the training
was too intensive due to its little time for such a rich content. Thus, there would be a
longer training project for EFL teachers to improve more about language assessment
literacy.

Likewise, Baker and Riches (2017) designed a workshop as in-service training with
the aim of monitoring the LAL development of EFL teachers as well as language
assessment specialists. During a one-week workshop training, 120 secondary school EFL
teachers from Haiti none of whom took assessment training before attended the training.
In addition to EFL teachers, Canadian facilitators as the specialists took part in the
workshop. In the training, the feedback given on examinations were collected, and
surveys and interviews were conducted with regard to language assessment. At the end
of the training, both groups of participants showed positive improvement. However, there
were challenges in terms of collaborative decision-making in the group of EFL teachers.
The specialists, on the other hand, were more knowledgeable than EFL teachers about
assessment. Hence, the researchers concluded that there should be collaboration between
teachers and specialists such that specialist may help teachers to enhance their assessment

knowledge and skills more.
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Based on a longitudinal study, DiBiase-Lubrano (2018) investigated the change of
instructors’ LAL after attending a series of workshops at university. Also, the effect of
those workshops was examined. As a professional development opportunity, assessment
workshops were offered over six semesters at Yale’s Center for Language Study. In those
workshops, 20 different topics of assessment were discussed. At the end of the
workshops, the surveys about the content and format of the training as well as the
suggestions for further workshops were administered. Only 16 lectors responded to the
online survey. As a whole, the workshops were found beneficial, and the participants
gained much more knowledge about technical and logistical issues such as reliability and
validity. The most useful workshop was using Excel program to analyze test items
according to the sample. For future workshops, they suggested rating scale performance
regarding speaking and writing skills would be good for LAL training.

From a different point of view, Gebril (2017) compared in-service and pre-service
EFL teachers’ conceptions about language assessment. He explored to what extent the
assessment literacy activities given in training programs were effective. To address that
issue, the researcher administered open-ended questions to 100 in-service teachers and
70 pre-service teachers who were EFL teachers or candidates in Egypt which relies on
high-stakes exams. The findings indicated that while in-service teachers adopted both
summative and formative assessment, pre-service teachers inclined to favor summative
evaluation. In addition, in-service EFL teachers believed in the assessment function of
reinforcing and improving learning whereas pre-service teachers were only interested in
the assessment results. However, both groups of teachers held negative attitudes towards
training programs due to their ineffectiveness.

Here is the summary of the research studies conducted in in-service EFL contexts

regarding LAL within foreign contexts (see Table 2.1).

Table 2.1. Research studies conducted in in-service EFL contexts about LAL within foreign contexts

Author(s)/Year Context Topic Methodology Results/Findings
1  Duboc (2009) Brazil — conceptions - 3 elementary - evaluation =
EFL - & practices school EFL measurement
in-service about LAL teachers (6™ - used linguistic code
grades) assessment (grammar &
- interviews, vocabulary)
observations, - employed written tests

written tests
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Fulcher (2012)

Munoz, Palacio
& Escobar
(2012)

Wach (2012)

Razavipour
(2013)

Tsagari (2013)

Vogt & Tsagari
(2014)

worldwide —
EFL —in-
service

Colombia —
EFL —
in-service

Poland —
EFL -
in-service

Iran — EFL

in-service

Cyprus —
EFL —
in-service

across
Europe —
EFL —in-
service

survey
development
about LAL in
relation to
assessment
training
needs

beliefs,

perceptions
& practices
about LAL

beliefs &
practices
about LAL in
relation to
being native
or non-native
speaker of
English

stakeholders’
views &
needs of LAL
in TEFL MA
program

perceptions
& practices
about
assessment in
EFL classes

assessment
training
needs of EFL
teachers

- 278 teachers form
different countries
- survey

- 62 EFL teachers
at language center
of private
university

- surveys, written
reports, interviews

- 87 EFL teachers
(school &
university)

- open-ended
questionnaires

- 3 types of
stakeholders: test
developers,
instructors, test-
takers

- survey

- test samples by
test developers
collected

- 41 undergraduates
from different
subjects

- questionnaire
about the uses of
assessment in their
EFL classes

- 853 EFL teachers
from 7 European
countries

- questionnaire

- 4 factor-survey: test
design, standardized
testing, classroom
testing, validity &
reliability

- expanded definition of
LAL proposed

- materials insufficient
for training

- a mismatch between
their beliefs and
practices

- believed in the
usefulness of formative,
but did use summative
assessment

- university teachers
more aware

- all focused on
grammar & vocabulary
assessment

- being native or non-
native did not affect

- test designers:
knowledge & theory of
assessment

- instructors & students:
skills of assessment

- gap between test-
designers and
instructors & students

- most used: written
tests, grammar &
reading, multiple
choice, essay

- least used: portfolio,
listening & speaking
- summative than
formative

- LAL did not develop
- few received training
& it did not prepare
them much

- no idea about recent
assessment ways
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10

11

12

13

14

Hakim (2015)

Jannati (2015)

Gebril, Boraei
& Arrigoni
(2016)

Klinger (2016)

Y. Xu (2016)

Zolfaghari &
Ahmadi (2016)

Berry, Sheehan
& Munro
(2017)

Saudi
Arabia —
EFL —in-
service

Iran — EFL

in-service

Egypt -
EFL —
in-service

Colombia —
EFL —
in-service

China —
EFL —
in-service

Iran — EFL

in-service

international
in-service
EFL
teachers at
British
University

awareness
levels &
practices
about LAL in
line with
experience

perceptions
& practices
about LAL in
line with
experience

training
project for
EFL
educators
about LAL

conceptions
& practices
of assessment

planning
assessment
with respect
to LAL

different
academic
backgrounds
& LAL

attitudes &
needs about
LAL

- 30 female EFL
instructors at
university

- questionnaire

- 18 EFL
instructors at
university

- semi-structured
interview

- 48 teachers
attended the 4-day
workshops about
language
assessment

- reflective
journals, plans of
assessment, post-
training surveys
and follow-up
activities collected

- 4 EFL professors
at university

- phenomenology
- interviews,
documents

- 20 EFL teachers
at university

- lesson plans,
interviews

- 32 high school
teachers

- 4 subjects:
humanities,
science, English
language, and non-
English language
(Arabic/Persian)

- semi-structured
interview

- 3 EFL teachers
were observed and
interviewed

- 48 teachers for
focus groups

- had adequate
knowledge

- but practices not
developed

- more experienced ones
were more aware

- all had good
knowledge

- did not reflect on
practices

- experience did not
affect

- positive development
- training too intensive

- most: to measure
knowledge

- appreciated formative
assessment, but did not
use

- lesson plans included
assessment

- mismatch between
learning goal and
assessment task

- intuitively planned
assessments

- only two types:
continuous/ diagnosis
and continuous/final

- familiar with, but used
unconsciously

- different academic
backgrounds required
different assessment

- lacked training

- needed materials to
assess

- not familiar with LAL
concept
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15 Baker & Riches

(2017)

16 Djoub (2017)

17 Hudaya (2017)

18 H. Xu (2017)

19 Gebril (2017)

Haiti — EFL

in-service

worldwide —
EFL/ESL —

in-service

Indonesia —

EFL -
in-service

China —
EFL —
in-service

Egypt -
EFL —in-
service

in-service
training to
develop LAL

the effect of
LAL levels
on the views
& practices

readiness,
practices &
problems
about LAL

development
of LAL

comparison
of pre- and
in-service
EFL
teachers’
conceptions
about
assessment

- 120 secondary
school EFL
teachers & also
specialists

- one-week
workshop training
- feedback on
exams, surveys,
interviews
collected

- 45 EFL teachers
from different
countries
responded to a
web-based
questionnaire

- 10 interviewed

- 43 EFL teachers
(different grades)
- open-ended
guestions

- 3 year-
longitudinal study
- 26 class
observations,
fieldnotes about 4
teachers, 48
interviews with 2
teachers, 171
journal entries

- 100 in-service &
70 pre-service
teachers

- open-ended
questions

- positive improvement
- challenges in decision-
making between
teachers and specialists
- Specialists more
knowledgeable

- training did not assure
to be literate

- needed more
autonomy, training,
collaboration, feedback,
materials

- most felt ready to
assess

- practicality, reliability,
validity, authenticity
and washback important
principles

- difficulties in giving
feedback

- three phases:

1. practical skills for
planned assessment

2. more aware of the
connection between
teaching objectives and
assessment

3. perform spontaneous
assessment

- in-service teachers
adopted summative and
formative assessment

- pre-service teachers
favored summative one
- in-service teachers
believed in the
improvement side of
assessment while pre-
service teachers thought
only assessment results
- both held negative
attitudes towards
training due to their
ineffectiveness
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20

21

22

23

24

25

26

Sheehan &
Munro (2017)

Tsagari & Vogt

(2017)

Y. Xu & Brown

(2017)

Fard &
Tabatabaeli
(2018)

Giraldo
Avristizabal
(2018)

DiBiase-

Lubrano (2018)

Yan, Zhang &
Fan (2018)

international
in-service
EFL
teachers at
British
University

across
Europe —
EFL —in-
service

China —
EFL —
in-service

Iran — EFL

in-service

Colombia —
EFL —
in-service

Yale’s
Center for
Language
Study

China —
EFL —
in-service

needs and
materials
about LAL
training

perceptions
& training
needs about
LAL

demographic
variables &
LAL

levels of
LAL

beliefs &
practices
about LAL

change of
LAL after
workshops at
university

development
of LAL

- 3 EFL teachers
interviewed and
observed

- 48 teachers for
focus groups

- 20 teachers’
opinions ina
workshop

- 63 EFL teachers
from 3 European

countries

- semi-structured

interview

- 891 EFL teachers
- questionnaire

- 52 EFL teachers
- inventory

- 60 EFL
instructors at
university

- regarding the
design of an
achievement test,
they responded to a
questionnaire and
were interviewed

- 16 lectors
- online survey

- 3 middle school
EFL teachers

- semi-structured
interview

- lack of confidence in
testing

- needed training in
terms of practice

- wanted ready-made
materials to assess

- most used: pen-and-
paper tests, assessed
grammar and
vocabulary, marking
only errors and mistakes
- did not use alternative
assessment

- received little training
- could not determine
local needs

- level: basic

- little effect of
demographic variables
on LAL

- low levels
- not feel ready to assess

- four principles
required: reliability,
validity, authenticity
and washback

- believed, but not
reflect on practices

- gained much more
knowledge about
technical issues and
reliability & validity
- needed rating scale
performance about
speaking and writing
assessment

- developed LAL as a
result of intuitions and
experiences

- context and experience
affected LAL

- needed training in
terms of practice
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So far, what was happening in foreign EFL contexts in terms of in-service teachers’
LAL have been discussed. However, it is important to illustrate what the status of LAL
in Turkey from the perspective of in-service EFL teachers, as well. As in foreign in-
service contexts, there have been studies about the effect of demographic variables,
beliefs, practices, needs and development of LAL in Turkey.

To begin with, Koksal (2004) examined what and how much English language
teachers knew about testing and assessment. With this aim, he collected specific test
samples of testing language skills from the state schools in which his ELT trainees were
doing their practicum. A total of 56 different classroom test samples including quizzes,
progress tests, and achievement tests were gathered from in-service EFL teachers. The
analysis of the samples indicated that there were certain problems with testing. For
example, the aim of assessment was not targeted to one skill or ability, some questions
had more than one possible answer due to its not being contextualized, and some
instructions were unclear and wrong. Moreover, some tests were like a collage of different
ready-made tests, and most of tests were based on only recognition, not production. All
the findings were connected to the insufficient training in testing because the researcher
argued that testing and teaching did not overlap; they teach something but test something
else.

Similarly, Saricoban (2011) analyzed the tests samples of in-service EFL teachers.
He designed his study in order to scrutinize how English language testing was performed
in state school from three points of views: Test construction, administration, evaluation
and comparison of previous testing methods. For this aim, he collected test samples from
in-service EFL teachers by the help of his teacher trainees who were doing their teaching
practice at those schools. The analysis of test samples showed that most of the samples
lacked content validity though they seemed to have face validity and reliability. The
teachers tested only grammar and vocabulary, and sometimes reading and writing in a
contextualized manner; there was no testing for listening and speaking skills. Therefore,
tests generally demotivated students. The features of timing and scoring were not stated;
however, the instructions were clear. Mostly, teachers used tests for the purpose of
diagnosis. In sum, more training was needed to develop teachers’ understanding and skills
of assessment in different domains.

Differently, Oz (2014) investigated what Turkish EFL teachers preferred as

assessment tools in their classes, and also, examined whether there was a difference in
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assessment practices with regard some demographic variables. 120 EFL teachers working
at state and private schools responded to an online Likert-type questionnaire about their
practices. The results showed that many participant teachers preferred using traditional
methods of assessment as summative evaluation rather than formative one, and they
mostly utilized the techniques of multiple-choice tests, fill-in-the-blank items, true-false
statements, matching items, and short-answer questions. Nevertheless, they rarely
employed rubric, self/peer-assessment, observation, drama and the like. With respect to
the demographic variables, only teaching experience significantly differed in monitoring
activities. Therefore, he concluded that assessment training in teacher education programs
may be revised to be helpful to change and affect their assessment knowledge and
practices in the direction of more formative methods of assessment.

In addition, Buyukkarci (2016) examined the levels of LAL, and whether teaching
experience and post-graduation had an impact on LAL of in-service EFL teachers.
Conducting an assessment literacy inventory with 32 EFL teachers who were working at
state schools and universities, the researcher found out that the sample had a low level of
assessment literacy. Besides, neither the years of teaching nor post-graduation affected
assessment literacy of EFL teachers. Hence, the researcher suggested that further training
was required to enhance assessment literacy of EFL teachers.

In his another study, Buyukkarci (2014) explored the beliefs of primary school EFL
teachers about formative assessment, and also, their formative assessment practices. 69
primary school EFL teachers rated a Likert-type scale about the beliefs and practices of
formative assessment. Besides, 10 of them were interviewed to further analyze their uses
and ideas of formative assessment in their classes. The findings showed that teachers had
positive attitudes towards formative assessment. However, they did not employ formative
assessment in their classes. They mostly relied on summative assessment tools owing to
the crowded classes and their heavy work load.

Moreover, Sahinkarakas (2012) conducted a study to examine how teachers
perceive assessment, and whether teaching experience has a role in the construction of
language assessment beliefs. 53 pre-service EFL teachers and 47 in-service EFL teachers
(half of them had more than 5 years of teaching experience, and the rest had less than 5
years of teaching) took part in the study. As a data collection tool, the researcher utilized
a metaphor to reveal the conceptions of teachers. The analysis of the collected metaphors

indicated that assessment was seen mostly as a formative tool by all the participants
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whereas only pre-service teachers and some less experienced teachers also pointed out
the issue of assessment as a sign of self-efficacy. In terms of assessment as a summative
tool, mostly less experienced in-service teachers depended on using summative
assessment. Therefore, the researcher concluded that both pre-service and in-service EFL
teachers thought assessment is integrated in teaching, and teaching experience did not
have any effect in assessment beliefs.

Doing a qualitative research, Saka (2016) investigated what EFL teachers thought
about testing procedures which were practiced in state schools. To perform the study, she
administered structured open-ended questions to 20 EFL teachers working at secondary
schools of Turkey. The analysis of the questions yielded that the most utilized and
preferred testing tool was multiple-choice test. Also, most of the teachers used written
tests, and assessed reading and writing skills. Since parents expected high marks from
their children, students were easily demotivated when they got lower marks in English
tests. However, as they took higher scores, they were more motivated to learn English.
According to the teachers, the biggest problem was that Turkey has a high-stakes-
examination context, which influence the assessment practices. Therefore, although the
participant teachers believed that such tests did not measure the real language
performance of students, they continued to use multiple-choice tests owing to the testing
context of Turkey.

In the same vein, Tuzcu-Eken (2016) explored what kind of problems about testing
exist at vocational schools of university. To do so, she conducted semi-structured
interviews with 5 EFL teachers about their views of testing and what kind of testing
practices they implement. Also, two groups of students (n=15) studying at vocational
school of the university took part in the focus group discussions. The findings showed
that most of the participant students had lack of motivation, and their only goal of learning
English was to pass the school. In contrast, teachers reported that they tried many testing
techniques despite the lack of some facilities. They complained about physical conditions
which were not suitable for, i.e., listening activities. They were also not satisfied with
crowded classes because though they wanted to test speaking and listening, they could
not do due to the mentioned problems.

Furthermore, Onalan and Karagul (2018) studied with EFL instructors to
investigate whether their English-related undergraduate programs and teaching

experience have an impact on their assessment practices. 70 EFL teachers working at a
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preparatory school of a state university rated a Likert-type questionnaire about the beliefs
about assessment by giving their background information. There were 51 ELT graduates,
15 English literature graduates, 2 translation graduates, and 2 linguistics graduates, and
more than half of them were novice EFL teachers with one-year experience. The results
of the questionnaire produced that most of EFL teachers believed in the effectiveness of
using formative assessments. Especially, they thought self-assessment was very
important. However, their undergraduate program types did not influence their
assessment beliefs and preferences. Their teaching experience also did not affect their
assessment procedures.

Similarly, Oz and Atay (2017) investigated the perceptions and practices of EFL
instructors about in-class language assessment. 12 EFL instructors with different years of
teaching experience and working at a preparatory school of a university reflected on their
views and class practices of assessment through interviews. The findings yielded that
there was a mismatch what they knew and believed and what they practiced in the
classroom. Most of the participants were aware of basic types of classroom assessment,
but they did not use them in their classes. In terms of experience, it did not have an impact
on neither perceptions nor practices of EFL teachers about language assessment. The
researchers concluded that EFL instructors could not reflect their LAL on their practices;
S0, in-service training programs may be helpful in that issue.

Regarding the practices of assessment as well as the grading procedures, Karagul,
Yuksel and Altay (2017) carried out a cross-sectional study with different groups of EFL
teachers. There were primary (n=8), secondary (n=12), high school (n=2), and university
(n=3) EFL teachers as the participants, and then, a total of 25 EFL teachers took part in
the research. An adapted questionnaire was used to elicit their assessment methods and
techniques used in their classes. Although most EFL teachers regardless of their school
type believed that alternative assessment such as project work and portfolio was a good
way of assessment, they did not use them much in their classes. It is because their classes
were very crowded and the class hours for English language were not enough. Thus, they
complained about not using alternative assessment as much as possible. All in all, there
was gap between the beliefs and practices of EFL teachers about language assessment.

On the other hand, Yastibas and Takkac (2018a) focused on the decision-making
processes of EFL teachers about their assessment preparation process. Conducting a

qualitative study, they examined how EFL instructors develop their assessment tools in
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line with their course objectives. Think-aloud protocols from 8 EFL instructors working
at a private university were collected. The analysis of the data revealed that EFL
instructors paid attention to their coursebook structure while designing their language
skill test items. The participants also emphasized that they tried to use assessment to leave
positive washback on students’ learning. Besides, they took care of certain principles such
as reliability and validity while preparing language skills test items. In sum, the
researchers indicated that EFL instructors were very dependent on their coursebook rather
than course objectives.

In their another study, however, Yastibas and Takkac (2018b) investigated how
EFL instructors develop their LAL. In fact, this study is based on Yastibas’ (2018)
doctoral dissertation in which he examined LAL of EFL instructors from different point
of views. With respect to the development of LAL, a small-scale qualitative study was
conducted with 8 EFL instructors working at university. As data collection tools, focus
group and semi-structured interviews were performed. The findings indicated that three
main factors had an impact on LAL development: ‘Previous assessment experience,
assessment training, and self-improvement’. Previous assessment experience was about
their use and preparation of assessment methods while they were students, which shaped
their beliefs of assessment. Assessment training was made up of not only pre-service
education but also pedagogical formation courses and in-service training. All of such
trainings influenced EFL instructors’ LAL development while contributing their
assessment knowledge. However, the most influential one was pre-service training
because it provided EFL instructors with basic knowledge and skills with regard to
language assessment. The last factor was self-improvement which indicated that EFL
instructors gained experience of assessment while started to work as teachers, when they
began to prepare and administer and evaluate their own exams, and accordingly, changed
their instruction for better language teaching. Out of these three factors, the most
influential one was self-improvement because as the researchers highlighted that EFL
instructors gained experience while putting their knowledge into practice.

In terms of the needs of LAL, Mede and Atay (2017) designed a study to find out
the needs of EFL instructors with respect to their LAL. They employed a questionnaire
and focus group interviews to elicit LAL needs. 350 EFL instructors who had more than
5 years of teaching experience at language preparatory school of a university responded

to the questionnaire. Also, 34 EFL instructors were interviewed about their perceptions
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and practices about language assessment. The findings revealed that assessment training
(pre- or in-service training), assessment needs, attitudes towards assessment, and current
practices of assessment at their schools had an impact on their LAL. EFL teachers needed
training the most in the area of classroom assessment because they lacked some skills
such as constructing language tests and giving feedback. They also had difficulty in
testing language skills, but they were able to tests grammar and vocabulary properly. EFL
instructors reported that pre-service training of language assessment was not sufficient, it
only provided them with the knowledge of summative evaluation. Thus, the results
showed that more assessment training was needed to develop assessment skills of EFL
instructors, especially, in terms of classroom-assessment and testing language skills.

Likewise, Semiz and Odabas (2016) investigated the needs of EFL teachers about
their language assessment; and also, the familiarity with assessment procedures were
examined. An adapted questionnaire was utilized to find out LAL needs of in-service EFL
teachers. There were 48 EFL teachers working at primary, secondary and high school
who filled the questionnaire. The results yielded that most of the participants were
familiar with assessment methods. But they reported that the training to understand what
assessment literacy means was needed. Pertaining to the use of assessment, they mostly
employed grammar and vocabulary tests purposefully, and they believed they were able
to prepare language tests. However, they did not much use portfolios, statistics to analyze
the results, and not consider the issues of reliability and validity. Therefore, the
researchers found that more training about formative assessment, and about testing other
language skills were needed.

Another study which is based on the investigation of LAL needs was performed by
Turk (2018) with EFL instructors. He explored the perceived training needs with respect
to some variables such as major, qualification degree in education and responsibility in
testing offices. A total of 246 EFL instructors who were working at preparatory schools
of Turkish universities participated in the study. Designing a mixed-methods study, the
researcher used questionnaires for 246 instructors and interviews for 12 instructors. The
analysis of the data showed that EFL instructors were familiar and seemed to be trained
in most of the language testing and assessment areas. However, the sample indicated that
they needed training in formative assessment as well as the concepts of language

assessment. From the point of teaching experience, less experienced instructors tended to
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need more training whereas more experienced reported they did not need professional
development about LAL at all.

Here is the summary of the research studies conducted in in-service EFL contexts

regarding LAL in Turkish context (see Table 2.2).

Table 2.2. Research studies conducted in in-service EFL contexts about LAL in Turkish context

Author(s)/Year  Context Topic Methodology Results/Findings
1 Koksal (2004) Turkey — knowledge of 56 different test - problems: aim of the
EFL — language samples of teachers  test not targeted to one
in-service  assessment were collected skill; more than one
possible answer; use of
ready-made tests; only
recognition tests
2  Saricoban Turkey — practices of test samples of - problems: no content
(2011) EFL - testing teachers were validity; only grammar
in-service collected and vocabulary testing;
no testing listening and
speaking; timing and
scoring not stated; only
diagnosis purpose
- positive sides: face
validity and reliability;
clear instructions
3 Sahinkarakas Turkey — perceptions of - 53 pre-service - assessment = formative
(2012) EFL - assessment and 47 in-service - only pre-service and
in-service  withregardto EFL teachers less experienced in-
& pre- experience - metaphors service teachers saw
service collected assessment as a sign of
self-efficacy
- less experienced
teachers used summative
more
- experience did not
much affect
4 Buyukkarci Turkey — beliefs about - 69 primary school - positive attitudes
(2014) EFL - formative teachers towards formative
in-service  assessment - Likert-type scale  assessment
- 10 of them were - but did not use it
interviewed - only used summative
assessment
5 0z(2014) Turkey — preferences - 120 EFL teachers - mostly, traditional
EFL — and uses of from state and methods and summative
in-service  assessment private schools evaluation
tools in - Likert type - most: multiple-choice,
relation to questionnaire filling blanks, true-false,
assessment etc.
for learning - rarely: rubric, self/peer
and assessment, observation,
demographic etc.
variables - teaching experience

affected preferences and
uses
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6

7

10

11

Buyukkarci
(2016)

Saka (2016)

Semiz &
Odabas (2016)

Tuzcu-Eken
(2016)

Karagul, Yuksel
& Altay (2017)

Mede & Atay
(2017)

Turkey —
EFL -
in-service

Turkey —
EFL —
in-service

Turkey —
EFL —
in-service

Turkey —
EFL -
in-service

Turkey —
EFL -
in-service

Turkey —
EFL -
in-service

levels of LAL
in line with
experience
and post-
graduation

opinions

about testing
procedures in
state schools

needs about
LAL and
familiarity
with
assessment

problems of
testing at
university
vocational
schools

practices of
assessment
and grading
procedures

needs,
perceptions
and practices
about LAL

- 32 EFL teachers
from state schools
and universities

- assessment
literacy inventory

- 20 EFL teachers
from secondary
schools

- open-ended
questions

- 48 EFL teachers
working at
primary, secondary
and high school

- questionnaire

- 5 EFL teachers
-15Ss

- semi-structured
interviews

- a total of 25 EFL
teachers from
different settings
(primary,
secondary, high
school, university)
- questionnaire

- 350 EFL
instructors
responded to the
questionnaire.

- 34 EFL
instructors were
interviewed

- low level of LAL

- neither the years of
teaching nor post-
graduation affected LAL

- most utilized &
preferred: multiple-
choice test

- most: written exams

- parents’ high
expectations demotivated
Ss in English testing

- problem: Turkey =
high-stakes testing

- most familiar

- need to understand
what LAL means

- mostly employed
grammar and vocabulary
tests

- did not use portfolios,
reliability and validity,
statistics

- Ss lack of motivation;
only tried to pass English
- Ts complained about
physical conditions
regarding testing; not
satisfied with crowded
classes

- all believed alternative
assessment good, but did
not use it

- reasons: crowded
classes and inadequate
class hours

- mismatch between
beliefs and practices

- assessment, needs,
attitudes and current
practices of assessment
affected LAL

- needed training the
most in the area of
classroom assessment

- able to test grammar
and vocabulary, but
difficulty in other skills
- pre-service assessment
training not sufficient
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12 Oz & Atay
(2017)
13 Onalan &

Karagul (2018)

14 Turk (2018)

15 Yastibas &

Takkac (2018a)

16 Yastibas &

Takkac (2018b)

Turkey —
EFL -
in-service

Turkey —
EFL —
in-service

Turkey —
EFL —
in-service

Turkey —
EFL —
in-service

Turkey —
EFL —
in-service

perceptions -12 EFL

and practices instructors from
about in-class  preparatory school
language - interview
assessment

the effect of - 70 EFL
undergraduate instructors from
programand  preparatory school
teaching - Likert-type
experience in  questionnaire
assessment

practices

needs about
LAL

decision-
making
processes
about
assessment
preparation
process

development

of LAL

- 246 EFL
instructors from
preparatory school
(questionnaire)

- 12 EFL
instructors for
interviews

- 8 EFL instructors
working at a
private university
- think-aloud
protocols

- 8 EFL instructors
working at a
private university
- focus group and
semi-structured
interviews

- mismatch between
knowledge/belief and
practice

- most aware of basic
types of classroom
assessment, but did not
use them

- experience = no effect
in assessment practices

- 51 ELT; 15 English
literature; 2 translation; 2
linguistics graduates

- more than half of them
novice (1 year of
teaching only)

- most believed in the
usefulness of formative
assessment

- both undergraduate
program and experience
did not affect assessment
practices

- familiar with and
trained in assessment
- needed training in
formative assessment
- less experienced
instructors tended to
need more training

- paid attention to their
coursebook structure; so,
not dependent on course
objectives

- tried to use assessment
to leave positive
washback

- cared reliability and
validity issues

- three factors: ‘Previous
assessment experience,
assessment training, and
self-improvement’

- the most influential one
was pre-service training

In conclusion, all the studies conducted in in-service EFL contexts contributed to

the LAL literature in terms of different significant points such as beliefs, attitudes,

practices, needs and development of LAL.
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2.3.4.2. Research studies conducted in pre-service EFL contexts

The research into the LAL of pre-service EFL teachers has just begun to flourish.
It is because there are more studies conducted with in-service EFL teachers compared to
pre-service teachers in foreign language education. The research studies about pre-service
EFL contexts have focused on the experiences, beliefs, practices, and mostly, the needs
of teacher candidates.

Regarding the experiences of formative assessment, Howerton (2016) designed a
study to explore what kind of formative assessment was undertaken in teaching practice.
Based on an exploratory qualitative study, the researcher collected information about the
experiences of formative assessment by means of questionnaire, observation and
interview. 5 pre-service teachers as high school English teacher candidates took part in
the study. The study was executed during their teaching practice in which both their
instructional practices and formative assessment were examined. The analysis of data
produced three key findings. Firstly, teacher candidates began to put their theoretical
knowledge into practice by doing assessments. Secondly, in this way, they learned
assessment best by combining both knowledge and skills, which indicates assessment
should be practiced even in pre-service years. Lastly, training needs about formative
assessment were about knowledge, purpose and content standards; so, more emphasis on
knowledge base, content area information, and more purposeful assessment should be
highlighted in pre-service training with respect to formative assessment.

Similarly, Prasetyo (2018) investigated the development of LAL during teaching
practice. As a one-case study, the researcher carried out the study with 1 student-teacher
of ELT who finished his/her teaching practice in Indonesia. The teacher candidate was
interviewed about his/her assessment experiences in the practicum. The findings
indicated that the participant did not receive any support or help from his/her supervisor
and cooperating teachers about language assessment. Besides, s/he only administered the
assessment tasks given by his/her headmaster in the school. Therefore, s/he developed a
sense that assessment was just about administering tests. In addition, s/he did not know
how to prepare a language test or a rubric to assess. However, the participant only did
sort of formative assessment by doing quizzes, asking comprehension questions and
giving assignments to students during the practicum. Thus, the researcher highlighted
there was a need to establish a platform in which EFL teacher candidates would gain more

experiential learning in terms of assessment in their teaching practice.
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Addressing the assessment training needs of pre-service teachers, Volante and
Fazio (2007) investigated the needs of assessment literacy of teacher candidates. Though
they studied with pre-service teachers in general, their study has significant contributions
to the EFL context. As the participants, there were 69 pre-service teachers majoring in
primary/junior education in Canada. They responded to a questionnaire about the level of
assessment literacy, purposes and uses of assessment, and needs of training. The results
showed that their assessment literacy levels were too low, and most of them used
assessment for the purposes of summative evaluation. Also, most participants indicated
that they needed training in the area of authentic assessment, specifically, portfolio and
performance assessment. Lastly, they suggested that a specific course designed within the
scope of classroom assessment needed to develop assessment literacy.

Likewise, Viengsang (2016) was concerned with LAL of pre-service EFL teachers.
She carried out her study in order to investigate what teachers understood regarding
assessments, what kind of experiences about language assessment they had previously,
and what they did in terms of assessment in their practicum. A sample of 46 Thai pre-
service EFL teachers who were doing their teaching practice at public and private schools
took part in the study. The sample responded to a questionnaire about LAL, and then, 5
of them were interviewed for further understanding of the concept. The findings revealed
that the assessment training provided them with a basis for language assessment;
nonetheless, the teacher candidates could not perform assessment in the practicum. They
also had some misunderstandings about test choices, approaches and principles. Hence,
the training could not supply enough practical assessment for teacher candidates.

Here is the summary of the research studies conducted in pre-service EFL contexts

regarding LAL within foreign contexts (see Table 2.3).

Table 2.3. Research studies conducted in pre-service EFL contexts about LAL in foreign contexts

Author(s)/Year Context Topic Methodology Results/Findings
1 Volante & Canada — assessment - 69 pre-service - assessment literacy
Fazio (2007) pre-service training needs  teachers levels were too low
general about LAL majoring in - most used summative
primary/junior one
education - most needed training in

- questionnaire authentic assessment
(portfolio and
performance assessment)

81



Howerton the USA — formative - 5 pre-service - began to put their
(2016) ESL - assessment teachers as high  theoretical knowledge
pre-service during school English into practice
teaching teacher - needs about formative
experience candidates assessment training:
- questionnaire, knowledge, purpose and
observation and  content standards
interview
Viengsang Thailand — conceptions - 46 pre-service - training provided them
(2016) EFL — and EFL teachers with basis of assessment
pre-service experiences - questionnaire - could not perform
about - 5 of them assessment in the
assessment in  interviewed practicum
practicum - some
misunderstandings about
test choices, approaches
and principles
Prasetyo (2018) Indonesia—  development - one pre-service - did not receive any
EFL — of LAL during teacher of ELT support or help about
pre-service teaching (one-case study)  language assessment
practice - interview - assessment =

administrating tests only
- did not know how to
design and score tests

- only did sort of
formative assessment by
doing quizzes, asking
comprehension
questions, etc.

As far as Turkish EFL context is taken into account, there have been recent but few
attempts to study on LAL, especially, with regard to beliefs and preferences within the
scope of pre-service foreign language teacher education.

Karaman and Sahin (2014) explored what teacher candidates thought about
assessment and what the levels of assessment literacy they had. To do so, they utilized
three instruments: An assessment literacy inventory consisting of assessment scenarios,
an assessment literacy thoughts scale, and an assessment literacy attitudes scale. 289 pre-
service teachers majoring in classroom, science, Turkish, English, computer, history, and
geography teaching subjects responded to the scales. The data were analyzed via
descriptive statistics. The results yielded that most participants needed more help to
enhance their knowledge and skills about assessment since their levels in assessment
literacy were low. Also, most participants thought that assessment was used to improve
learning, and supported constructivist paradigms in assessment.

Moreover, C. Yetkin (2015) investigated the perceptions of EFL teacher candidates

about how language assessment was used in primary settings. By using an adapted
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questionnaire about assessment literacy, the researcher surveyed pre-service teachers
regarding the topics of purposes, uses, approaches, and needs of classroom assessment.
30 pre-service EFL teachers filled the questionnaires. The results indicated that the
participants used assessment with the purpose of observing the development of students.
Thus, the most favored assessment technique was selected as observation technique the
most. Most of the participants also favored performance and portfolio assessment within
classroom assessment. Though the sample found the course was helpful, they indicated
that they needed training more in other assessment strategies.

Furthermore, R. Yetkin (2017) was concerned of the conceptions of pre-service
ELT teachers about language assessment in relation to some variables such as gender,
age, and years of learning English. In order to explore their conceptions of assessment, a
kind of assessment inventory was administered to 204 pre-service English teachers who
were sophomore, junior and senior undergraduates in the ELT program. The results
showed that the most rated purpose of assessment was about the improvement of learning,
and assessment was believed to give feedback about students’ performance. Among the
demographic variables, only grade level (being sophomore, junior or senior) made a
significant difference regarding the conceptions of assessment.

In addition, Bayram (2015) examined the preferences of pre-service EFL teachers
about language assessment. The researcher also tried to elicit why they preferred certain
types of assessment compared to others. Therefore, 326 pre-service EFL teachers
completed assessment awareness, techniques usage and preferences questionnaires.
Besides, 38 teacher candidates were interviewed about their preferences and reasons to
choose some assessment types than others. The results highlighted that pre-service
teachers were aware of different assessment techniques; and hence, they differed in terms
of their preferences according to gender and school year. However, most of them favored
to use translation and presentation to assess in the future while alternative assessment
methods were not mentioned. The factors affecting their preferences of assessment were
about the dominance of high-stakes tests, crowded classes, test anxiety and prior
knowledge.

Finally, Komur (2018) conducted a study to find out how much pre-service EFL
teachers were aware of assessment, and whether they were ready to perform assessment
practices. Doing a qualitative case study, the researcher utilized open-ended questions to

collect the data. 49 last year undergraduate students who would be soon graduated from
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the program answered the questions. The findings revealed that though most of the
participants were aware of skills and competencies of ELT, they underlined that they
needed more training in terms of practicing assessment tools. They also regarded
speaking skill was very important to be assessed. They seemed to feel ready for
assessment due to the acquired knowledge and skills, but they pointed out that they were
not ready for actual classroom assessment owing to lack of experience in the field. Hence,
more practice-based LAL training was needed.

Here is the summary of the research studies conducted in pre-service EFL contexts

regarding LAL in Turkish context (see Table 2.4).

Table 2.4. Research studies conducted in pre-service EFL contexts about LAL in Turkish context

Author(s)/Year  Context Topic Methodology Results/Findings
1 Karaman & Turkey —  opinions about - 289 pre-service - levels of LAL too low
Sahin (2014) pre- assessment teachers majoring - needed training in
service and levels of in classroom, knowledge and skills of
general LAL science, Turkish,  assessment
English, - most believed in
computer, history, assessment for learning
and geography
teaching subjects
- assessment
literacy inventory
2  Bayram (2015)  Turkey— preferences of - 326 pre-service - aware of different
EFL — assessment EFL teachers for ~ assessment techniques
pre- questionnaire - differed in terms of their
service - 38 pre-service preferences according to
teachers for gender and school year
interviews - them favored to use
translation and
presentation to assess
- the factors: dominance of
high-stakes tests, crowded
classes, test anxiety and
prior knowledge
3  C. Yetkin Turkey —  perceptions & - 30 pre-service - used assessment to
(2015) EFL — practices of teachers observe Ss
pre- assessment in - questionnaire - favored performance and
service primary portfolio assessment most
school - needed training more in
other assessment strategies
4  R. Yetkin Turkey —  conceptions of - 204 pre-service - most: purpose of
(2017) EFL - assessment in - English teachers assessment = to improve
pre- relation to (sophomore, learning & give feedback
service demographic  junior and senior) - only grade level (being
variables - assessment sophomore, junior or
inventory senior) made a significant

difference regarding the
conceptions
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5  Komur (2018) Turkey — awareness and - 49 last year - aware of skills and

EFL — readiness undergraduate competencies of ELT

pre- about students - needed more training in

service assessment - open-ended terms of practicing
questions assessment tools

- seemed to feel ready, but
not ready for actual
classroom assessment

As a conclusion, there is a need to focus on pre-service EFL teachers in terms of
LAL because though there have been significant contributions about needs, beliefs, and
experiences in the practicum, there have still been gaps for improvement, especially about

the training for a better future teaching life.

2.4. Training of Language Assessment Literacy (LAL)
2.4.1. Importance of LAL training

Language assessment is an indispensable component of foreign language education.
It is because assessment is helpful to show how much progress is made in language
learning, to organize teaching practices for better learning opportunities and motivating
students to learn the target language, and to collect data about both teachers’ and students’
developments (Oz & Atay, 2017). Language assessment is also important to reduce the
negative feelings and attitudes towards testing while creating enthusiasm and motivation
for learning by means of positive impact (Watanabe, 2011). Then, to perform sound
assessment so as to promote language learning, teachers must possess LAL to carry out
the assessment process effectively. To help language teachers to be assessment literate,
there are some suggested ways to be fulfilled. For example, language teachers need to
develop an understanding of what sound and unsound assessment are, to gain knowledge
and skills of performing assessment methods, and to recognize and be aware of different
approaches and techniques available for use to do assessment according to their own
instructional contexts (Djoub, 2017).

In order to provide language teachers to develop their LAL, either pre-service
courses about language assessment given at teacher education or in-service training
workshops or seminars given as a part of professional development may be helpful.
However, as the literature has informed that there are in-service EFL teachers who are
not able to assess their students effectively because they are not assessment literate due

to not taking assessment courses at the level of teacher training. Then, it makes LAL
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training a must in this sense, for teachers are acknowledged to be able to teach and assess
at the same time. Thus, one of the ways to promote LAL of foreign language teachers is
through assessment courses given in training years (Jeong, 2013). It is important to give
LAL training early in learning owing to the fact that language teachers’ knowledge, skills,
beliefs and abilities are shaped in teacher education mostly, and it might be too late to
give LAL training via in-service training. It is also important to give LAL training in
teacher education programs before starting to work professionally as language teachers
because assessment is embedded in teaching, and it cannot be considered as a separate
feature of teacher career. Although there is no guarantee in terms of gaining necessary
knowledge and skills about language assessment via pre-service courses (Hudaya, 2007),
it is useful to introduce pre-service teachers with language assessment in teacher
education and make them ready for their future assessment practices. However, it should
be noted that pre-service teachers might develop their LAL more with the help of in-
service training by acquiring more knowledge and experience about assessment while
carrying on their teaching.

Considering the LAL training in teacher education programs, a fixed
implementation of course content across different contexts cannot be expected because
each context has its own characteristics. However, most language assessment courses
have been given in a one-size-fits-all-manner by focusing on mostly summative
assessment and testing perspective (Gebril, Boraei & Arrigoni, 2016). Therefore, there is
a need to design and develop LAL courses in teacher training to respond to the contextual
features and its course-takers’ needs for future appropriate practices (Berger, 2012; Jeong,
2013). Even though there cannot be a standard about how language assessment courses
in pre-service teacher education are taught, they must have certain aspects to equip their
language teachers with required knowledge and skills of LAL. Some researchers have
discussed that language assessment courses should have a balanced content covering what
assessment means, how assessment is carried out, why it is important to assess, how each
language skill and area can be tested and evaluated, and how the results are interpreted to
give feedback to enhance and motivate learning (Berger, 2012; Huang & He, 2016; Inbar-
Lourie, 2008). Besides, language teachers must be aware of the fact assessment is
integrated into teaching for better learning and teaching by the help of such training
(O’Loughlin, 2006). Moreover, through language assessment courses, the required LAL

components can be supplied such as identifying and using suitable assessments in line
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with the purposes and contextual factors, analyzing assessment results to improve
teaching as well as learning, and developing an understanding of sound and integrated
assessment for pedagogical purposes (Berry & O’Sullivan, 2016). Drawing attention to
the fact that language assessment courses are peculiar to their own contexts, Taylor (2009)
has argued that;

‘training for LAL entails an appropriate balance of technical know-how, practical skills,
theoretical knowledge, and understanding of principles, but all firmly contextualized within
a sound understanding of the role and function of assessment within education and society.
The exact nature of this balance and the level of literacy to be acquired may vary according
to context, and according to whether test stakeholder constituencies are more or less directly
involved in matters of test selection, test production, test score interpretation, or test

evaluation’ (p. 27).

As a conclusion, it can be maintained that LAL training in teacher education
programs are very important to enable future teachers to understand and to be able to
practice effective assessment to improve learning as well as to motivate language learning

in their professional lives.

2.4.2. LAL training in EFL/ESL contexts across the world

The perspective of language assessment has been changed from a testing notion to
an assessment viewpoint recently due to the changes in the perceptions and
implementations of foreign language teaching methodologies. Therefore, language
assessment has not been recognized as a technical and psychometric knowledge area
anymore; however, it is acknowledged to be a social practice including political and
ethical issues due to the fact that assessment forms a basis for improving learning and
teaching at the contextual level (O’Loughlin, 2006). Hence, language assessment courses
have been constructed in line with such considerations including more classroom-based
assessment topics, which underlines that teaching and testing are integrated (Montee,
Bach, Donovan & Thompson, 2013). However, how language courses have been
practiced and what should be done to improve their content are the recent concerns of
most researchers within the scope of LAL training. Since the present study is based on
pre-service teacher education context, despite their significant contributions, the studies
about language assessment courses given as postgraduate courses, MA courses, or general
education assessment courses (i.e., DeLuca & Klinger; 2008; Kleinsasser, 2015;
O’Loughlin, 2006; Orr, 2010) are excluded from the discussion.
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Brown and Bailey (2008) investigated the characteristics of language testing
courses in teacher training, and whether there were changes over 10 years of teaching
such courses (from 1996 to 2007). Thus, they examined how those courses were carried
out in terms of instructors, content, and students by means of a questionnaire. 97
participants from different nations responded to the online questionnaire. The results
showed that most of the students held positive beliefs about language testing after they
took the course though they had negative feelings towards testing before taking the
course. Also, course instructors improved themselves more in the topics of test critiquing
and test analysis over the years. Thus, they included such topics and focused more on
item writing, score interpretation, critiquing and analysis of tests in their language testing
courses. Although there were changes in language testing courses, most of the content
remained relatively stable over the years.

Moreover, Jin (2010) designed a study to describe how language testing and
assessment courses were executed in ELT training programs in China. To elicit the
content of language testing courses, the researcher constructed a questionnaire to
investigate the perceptions, teaching content, method, and materials used in those courses.
Language testing courses offered in five disciplines ‘Curriculum and Teaching
Methodology, Master of Education, Linguistics and Applied Linguistics, English
Language and Literature, Foreign Linguistics and Applied Linguistics’ were evaluated in
that sense. 86 course instructors responded to the questionnaire, and the results revealed
that language testing courses included basic theoretical issues about assessment whereas
educational and psychological measurement as well as classroom-assessment were
emphasized less in those courses. Besides, the practical side of classroom assessment and
statistical analyses for testing were not covered in the courses. The participant instructors
also stated that their students were motivated in those courses, but they expected more
practice than theory. The commonly used testing books belonged to Bachman, Hughes,
Heaton, and Bachman and Palmer. Lastly, the name of those courses inclined to reflect
testing perspective than assessment.

Likewise, Csépes (2013) focused on language testing and assessment course given
in ELT programs as a degree of MA in Hungary. The course content was comprised of
basic concepts of language testing, types of tests, testing language skills and areas. The
teaching mode in that course included hands-on-experience, simulations, tutor’s guide

and feedback. The effect of the course was explored through the perceptions of pre-
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service and in-service teachers. The questionnaires were distributed before and after
taking the course. 15 pre-service teachers and 17 in-service teachers filled the
questionnaires. The overall finding produced positive views and changing attitudes about
language testing course. Regardless of teacher types as pre-service and in-service, most
of them liked the topics of alternative assessment, assessing speaking and writing as well
as grammar and vocabulary. Also, most of them stated that their perceptions changed,
especially in the areas of analyzing test data, using self-assessment and portfolio. They
were able to design and choose suitable assessment methods after the course. Besides,
sociocultural context, course lecturers’ beliefs and experiences, and educational policy
had a great impact on their LAL construction. Hence, the course was proved to be useful
both for pre-service and in-service EFL teachers.

In the same vein, Lam (2014) designed a comprehensive research which aimed to
investigate the overall language assessment training programs offered in five Hong Kong
English language teacher education institutions. More specifically, whether such
programs were facilitative or debilitative in the development of teachers’ language
assessment literacy. A survey of the programs and government documents, interviews
with selected pre-service teachers and instructors, the evaluation of students’ assessment
tasks, and the evaluation of assessment courses were utilized to investigate the effect of
the programs. Five main themes were reported: The assessment courses in the programs
were not effective in enhancing LAL; the application of LAL in real classroom contexts
was limited; there was a lack of training in administering assessments of both classroom-
based and large-scale; the experiences of the participants in the course were varied, either
being positive or negative; the perceptions related assessment were examination-oriented
due to their exam-oriented culture. Therefore, in general, the assessment courses were not
as effective as expected in developing LAL of its pre-service language teachers.

Watanabe (2011) explored how a test literacy course in general education given at
university was evaluated by its course-takers in Japan. The objectives of that course were
to provide undergraduates with basic principles of language testing, changes in the
attitudes towards testing, and the ability to make and use principled language tests. 113
undergraduate students majoring in education and taking EFL classes took part in the
study. They wrote essays about the course of test literacy before and after the course. The
analysis of their essays before taking the course yielded that they expected ideal testing

practice, and mentioned their previous negative experiences with language tests,
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especially, high-stakes tests. Therefore, they had negative attitudes towards testing before
the course. The other data about the impressions of students after the course produced
that their views about testing changed in a more positive way, they became more
knowledgeable about testing principles and criteria, and however, they had challenges in
marking or scoring language tests.

In addition, Jeong (2013) scrutinized the effect of course instructors on language
assessment courses in teacher training programs from the point of language testers and
non-language testers. Language testers were the experts in language testing whereas non-
language testers were the experts in language teaching methodologies as well as having
some experiences with assessment activities. Conducting online surveys and interviews,
the researcher compared those two samples in terms of their language assessment courses.
140 instructors responded to the survey, and 13 instructors were interviewed. The survey
results showed that there were not many differences between the content of language
assessment courses between language testers and non-language testers. While language-
testers were more confident in doing and using tests technically, non-language testers
tended to use more classroom-based assessment rather than technical testing. Therefore,
language-testers spent more time on the topics of tests theory whereas non-language
testers concentrated on classroom assessment topics the most in their courses. However,
the course structures were similar for both groups of participants. In short, language
testing courses were more or less similar both for language-testers and non-language
testers despite different background of the participants. The only difference was about
their content focus; test theory vs classroom assessment topics.

Giraldo and Murcia (2018) conducted an action research to find out what should be
covered in a language assessment course from the eyes of its stakeholders in a pre-service
EFL program. The action research was undertaken in the program of bilingualism with a
focus on ELT in Colombia. Language assessment course titled ‘Seminar in Language
Assessment’ was added to the last semester of the program and delivered 4 hours a week.
In order to diagnose the assessment training needs to shape the course, 5 professors
completed a questionnaire, 1 expert of language education was interviewed, and 30 pre-
service teachers responded to a questionnaire in which their expectations about the course
were interrogated. The findings indicated that pre-service teachers expected to learn how
language skills were tested and assessed whereas they were not interested in test

specifications, administration and ethical concerns. All the participants as the
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stakeholders perceived language assessment as the combination of theory and practice.
They indicated that the course should cover the relationship between language assessment
and teaching methodologies, as well. Finally, the sample expected to gain information
about Colombian general policies about assessment.

Similarly, Ukrayinska (2018) designed a study to describe the framework for LAL
training in Ukraine, and to explore how the course can be improved more in terms of its
content. The name of the course was ‘Introduction to Testing’ taught at a university to
promote LAL of pre-service EFL teachers. Nearly 150 student teachers who were taking
the course participated in the study. Questionnaires before and after the course were
distributed, and evaluations of assessment tasks were collected. The analysis of the
gathered data showed that student teachers had many challenges in designing language
assessments; for example, they could not construct their tests according to the appropriate
proficiency level described in CEFR. Although they recognized which language skill was
tested by evaluating the assessment tasks, they were not able to identify which subskills
were tested. Therefore, the course content should be developed more to respond to the
needs of the student teachers.

Focusing on student teachers’ beliefs and conceptions of LAL, Hilden and
Frojdendahl (2018) executed their study to find out what Finnish pre-service EFL teachers
thought before taking the course and after the course about language assessment. Before
the language assessment course, 77 student-teachers responded to a web-based survey.
After the course ended, 65 teacher candidates filled the survey. The survey was about the
attitudes and practices about the domains of language assessment. The results revealed
that the participants gained certain abilities related to language assessment throughout the
course. They also developed their conceptions of assessment towards more learner-
centered forms. Besides, the participants changed their attitudes and planned assessment
into more working skills. All in all, the language assessment training course was proved
to be beneficial to teacher candidates in terms of transforming them into more
knowledgeable and skillful teachers in assessment.

Different from EFL assessment courses, within the context of teacher training
programs, Montee, Bach, Donovan, and Thompson (2013) examined the assessment
needs of 29 pre-service teachers of ‘Less Commonly Taught Languages (LCTLs)’. The
sample was made up of the teachers of ‘Arabic, Chinese, Dari, Hindi, Persian, Swahili,

Turkish, and Urdu’. The participants enrolled in a seven-week course in language
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assessment, and their needs were investigated with the help of a questionnaire before the
course and the assessment tasks developed by participants during the course. Their
perceptions of course instructors were also inquired. The findings showed that before the
course, the sample was not familiar with the concepts and terminology of assessment.
However, at the end of the course, they were able to link assessment and instruction in a
meaningful way, and both the knowledge and the awareness about assessment were
increased. Therefore, the researchers concluded that such a training course was effective
in improving assessment literacy of LCTLSs.

Here is the summary of the research studies conducted in EFL/ESL contexts across

the world regarding LAL training (see Table 2.5).

Table 2.5. Research studies conducted in EFL/ESL contexts across the world about LAL training

Author(s)/Year Context Topic Methodology Results/Findings
1 Bailey & worldwide  characteristics - 97 participants - positive beliefs after
Brown (2008) —EFL/ESL  of language from different course
— training testing nations - course instructors
courses in - online improved in test critique
teacher questionnaire and analysis more
training (from - topics added: item
1996 to 2007) writing, score
interpretation, analysis of
tests
- most content remained
stable over the years
2 Jin (2010) China— how ELTE - 86 course - included basic theoretical
EFL — course was instructors issues
training executed - questionnaire - less classroom
assessment and
psychological
measurement
- practical issues and
statistical analyses not
included
- Ss motivated, expected
more practice
- commonly used book:
Heaton, Hughes,
Bachman, etc.
3 Watanabe Japan — atest literacy - 113 - before: negative
(2011) EFL — course in undergraduate attitudes, expected ideal
training general students testing practice, previous
education in majoring in negative testing
relation to education and experiences
EFL classes taking EFL - after: positive changes in
classes the views, more

- essays before
and after the
course

knowledgeable, challenges
in marking and scoring
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Csépes (2013)

Jeong (2013)

Montee, Bach,
Donovan &
Thompson
(2013)

Lam (2014)

Hungary —
EFL -
training

South
Korea —
EFL —
training

other
languages’
assessment
training

China —
EFL -
training

language
testing and
assessment
course given
in ELT
programs as a
degree of MA

the effect of
course
instructors on
language
assessment
Courses:
language
testers vs non-
language
testers

needs of
assessment
training in the
program of
‘Less
Commonly
Taught
Languages’

overall
language
assessment
training
programs

- 15 pre-service
& 17 in-service
teachers

- questionnaire

- language tester
(LT)= expert

- non-language
tester (non-L.T)
= regular
teacher

- 140 instructors
for
guestionnaire

- 13 instructors
for interview

- 29 pre-service
teachers
majoring in
teaching
different
languages

- questionnaire
:before & after
- assessment
tasks collected

- 5 Hong Kong
English
language
teacher
education
institutions

- documents,

interviews with
pre-service and
course lecturers

- positive views and
changing attitudes =
course beneficial

- changed perceptions
regarding analyzing tests,
using self-assessment and
portfolio

- able to design and choose
suitable assessment
methods

- sociocultural context,
course lecturers’ beliefs
and experiences, and
educational policy had a
great impact on their LAL

- not many differences
between two groups in
terms of content and
course structure

- LTs = doing and using
tests technically; non-LTs
= used more classroom-
based assessment

- only content focus
differed

- before: not familiar with
assessment

- after: linked assessment
and instruction; effective
training in assessment
literacy

- courses not effective in
LAL development

- practice limited
- lack of training about
large-scale and classroom

testing

- positive or negative
experiences of participants

- exam-oriented
perceptions dominant

93



8 Giraldo & Colombia— language - 5 professors - pre-service teachers
Murcia (2018) EFL — assessment for expected to learn how
training course questionnaire language skills were tested
evaluation in - 1 expert - all: assessment = theory
the program interviewed + practice
of - 30 pre-service - course should cover the
bilingualism teachers for relationship between
questionnaire language assessment and
teaching methodologies
- expected to gain info
about Colombian general
policies about assessment
9 Hilden & Finland — beliefs and - 77 student - gained certain abilities
Frojdendahl EFL — conceptions of  teachers: before  related to language
(2018) training LAL - 65 student assessment
teachers: after - developed more learner-
- web-based centered assessment
survey: before conceptions
& after - attitudes changed; course
beneficial
10 Ukrayinska Ukraine — describe the - nearly 150 - challenges in designing,
(2018) EFL — framework for  student teachers  especially, according to
training LAL training  taking the level
course - tested language skill
- questionnaire  detected but could not
before & after identify subskills to be
- evaluation tested

tasks collected

In conclusion, most recently, there have been significant attempts to describe LAL
training in pre-service teacher education across the world within their own unique
contexts. Though there are similar or different findings and practices, all the language

assessment courses aim to improve LAL of ELT teacher candidates.

2.4.3. LAL training in Turkey

In Turkey, ELT teacher education has been given by Faculty of Education at
universities as an undergraduate program for teacher education. In this ELT training
program, undergraduate students take English related courses such as language skills
(reading, writing, listening, speaking) and areas (grammar, vocabulary), English literature
and linguistics, translation, material development, methods courses like teaching
grammar, speaking, listening, reading and writing, and foreign language assessment, all
of which are given in English language. In addition to such courses, students take
pedagogical courses in terms of general education given in Turkish language as well as

some elective courses to graduate from the program. They also must do teaching practice
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at their last year of the program lasting two semesters before starting to work as EFL
teachers across different school levels ranging from primary to high school, and even at
universities as instructors. The entire ELT teacher education is made up of 4-year training.

Considering the language assessment course in pre-service ELT training program,
it has been offered since 1998 (Koksal, 2004). It is an important course for Turkey
because high-stakes testing is dominantly used especially as entrance exams in the
country. Thus, exams and assessment are very crucial for students to place in schools as
well as to improve themselves as better learners, which makes pre-service teachers equip
with necessary knowledge and skills of language assessment for their professional
teaching lives. Although there is another course called ‘Measurement and Assessment in
Education’ given in the sixth semester in Turkish as a general education course, ‘English
Language Testing and Evaluation (ELTE)’ course is a domain-oriented course which is
specifically about how to assess language skills and areas in English. It is delivered 3
hours a week in the last semester of the program in English language as a compulsory
course before pre-service teachers are graduated from the program and after they take all

the teaching methods courses.

2.4.3.1. Content of LAL training in Turkey

The course of English Language Testing and Evaluation (ELTE) in teacher training
programs offers LAL training for its pre-service teachers in Turkey. The main syllabus
of ELTE course is suggested by The Council of Higher Education (CoHE), which is
responsible for all the standards and implementations of higher education in Turkey.
Nevertheless, course lecturers or universities are autonomous to design their course
contents, which leads the content of ELTE being mostly organized by its course lecturers.
It should be noted that each course lecturer has own understanding and style of teaching;
and thus, the ELTE content can differ among universities.

Since the current research is carried out in the Spring Semester of 2017-2018
Academic Year, the content of ELTE course is liable to the CoHE program of ELT
accepted in 2007. Although there is a new program for ELT teacher education accepted
in 2018, it has commenced in 2018-2019 Academic Year. Therefore, the sample studied
in this study were not a part of the new program; they were educated under the 2007

program. According to 2007 CoHE program, ELTE is placed in the last semester of
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teacher training as a compulsory course and delivered 3 hours a week. The content of
ELTE include such topics as (CoHE-ELTE Course, 2007, p. 17):

English Language Testing and Evaluation (3-0-3)

Basic concepts, principles and constructs of classroom-based assessment; different types of
tests and testing (e.g.: proficiency, achievement, diagnostic and placement tests, direct vs.
indirect testing, discrete point vs. integrative testing, norm referenced vs. criterion referenced
testing, objective testing vs. subjective testing, communicative language testing) and various
types of questions for a wide range of language assessment purposes, development and
evaluation of such language tests and of other available types (e.g.: portfolio, self-assessment,
learner diaries); language tests for different age groups, different proficiency levels and
various learner styles; test preparation techniques for testing reading, writing, listening,
speaking, vocabulary and grammar individually and testing language skills in an integrated
manner; application of basic descriptive and inferential statistical calculations and the
principles underlying test design (e.g.: content, criterion related, construct, face validity;
reliability, standard error of measurement and the true score; practicality); stages of test
construction, item analysis and interpretation of test scores, standardized tests (e.g.: TOEFL,
IELTS and exams accredited by the Council of Europe for the European Language Portfolio),
teacher-prepared language tests and beneficial backwash.

Figure 2.5. The suggested course content for ELTE by CoHE

As can be seen, most of the topics are devoted to English language classroom-
assessment for each level and age group of students. Then, pre-service ELT teachers are
expected to acquire such knowledge and skills about language assessment before
graduation. Besides, most of ELT graduates are appointed by a central institution in
Turkey, named Ministry of National Education (MoNE), as EFL teachers to teach English
across Turkish different state school settings (primary, elementary, secondary, etc.).
Therefore, EFL teachers are expected to have certain competencies before finishing the
training program successfully. The competencies of Turkish EFL teachers recommended
by MoNE contain the qualifications of planning and organizing the process of ELT;
developing students’ language skills; monitoring and assessing language development;
collaboration with school, family and community; and maintaining professional
development (MoNE-ELT Competencies, 2008). Out of such qualifications, the
competence of monitoring and assessing language development/progress of students
requires EFL teachers to be language assessment literate. In terms of this qualification,
EFL teachers must possess the competencies of determining the aims of measurement
and evaluation; using instruments and methods of measurement and evaluation;

interpreting results of assessment and giving feedback to identify the language
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development; using the results of assessment in teaching practices (MoNE-ELT
Competencies, 2008). Therefore, the standards established by MoNE can be a guideline
for language assessment courses in teacher education. However, it can be inferred that
the ELTE course content by CoHE respond to the qualifications of Turkish EFL teachers
set by MoNE when compared with each other.

All in all, though there seems to be a standard syllabus for language assessment
training suggested by CoHE in Turkey, as mentioned before, the content is shaped by its
course lecturers to provide pre-service teachers with required competencies of language
assessment; and hence, there might be different practices in terms of ELTE course

content.

2.4.3.2. Research studies on LAL training in Turkey

In Turkey, there are few studies conducted with pre-service ELT education with
regard to LAL training. Therefore, more research into this topic is needed to reveal how
ELTE course is carried out to sustain LAL development.

Hatipoglu (2010, 2015) made a significant contribution to the field by studying the
language assessment and testing course given at one university in Ankara, Turkey. Both
of her studies were the evaluations of that course in the program.

Her first study (Hatipoglu, 2010) was conducted to demonstrate how a language
testing and evaluation course in English language teacher training program was
maintained, and what the reflections of undergraduates about that course were. To address
those issues, she administered questionnaires (N=81) and interviews (n=16) with pre-
service English language teachers. The results showed that the participants thought the
topic of testing skills/lknowledge was the most useful topic for their future. Besides, the
sample reported that they did not have enough practice about language assessment due to
lack of time and student presentations were dominant in the course. Therefore, they stated
there must be changes in those issues. The researcher indicated that the ideal syllabus
designed by the course instructors was not matched with the needs of students because
they were not much meaningful according to the sample.

In her other study (Hatipoglu, 2015), with the aim of preparing a course syllabus,
she explored the needs of pre-service English language teachers’ assessment training
needs. That study lasted for three years, and during that process, she collected data about

the needs of language assessment via survey and focus group interviews. A total of 124
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pre-service teachers took part in the study. The analysis of the data revealed that previous
experiences with testing had an impact on the undergraduates’ beliefs of assessment. The
sample also mentioned local needs (i.e., Turkish examination system) affected attitudes
towards testing and assessment. The insufficiency of one course for LAL training was
underlined by the participants, as well. The most rated topics about language assessment
were testing-oriented rather than assessment. Then, the researcher concluded that the
content of ELTE course should be tailored according to the needs of pre-service ELT
teachers.

The last study about LAL training in ELT teacher education was executed by
Sariyildiz (2018). She investigated the development of LAL of pre-service ELT teachers.
More specifically, she explored their perceptions of theoretical and practical LAL training
in teacher education program in line with the emphasis on the ELTE course as well as the
practicum, and also, whether further training was needed in that sense. To examine those
issues, undergraduate students who were at their last year of the program and were doing
their teaching practice at the same time participated in the study. 101 pre-service teachers
of ELT responded to a questionnaire of LAL, and 25 teacher candidates in the same
program were interviewed about their perceptions of LAL. The findings revealed that the
LAL training they took was not enough although they learned how to assess language
skills and areas. Thus, they emphasized that they needed training in different domains of
assessment, as well. The participants mostly complained about not practicing assessment
in the practicum; that is, teaching practice did not cover LAL training. Although the
participants appreciated the importance of ELTE course, they stated they needed to put
their knowledge into practice, especially by means of teaching practice so that they
become competent EFL teachers helping their future students to improve more in the
target language by using assessment as a teaching tool.

Here is the summary of the research studies conducted in Turkish context regarding
LAL training (see Table 2.6).

Table 2.6. Research studies conducted in Turkish context about LAL training

Author(s)/Year  Context Topic Methodology Results/Findings
1  Hatipoglu Turkey — how ELTE - 81 pre-service - most thought topic of testing
(2010) ELT - course was teachers for skills/knowledge was most
training practiced questionnaire useful
- 16 pre-service - not have much practice due
teachers for to lack of time
interview
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2  Hatipoglu
(2015)

3 Sariyildiz
(2018)

Turkey —
ELT -
training

Turkey —
ELT -
training

needs about
assessment
training via
ELTE
course

perceptions
and practices
of LAL in
teaching
practice

- 3 year-study

- 124 pre-
service teachers
- survey and
focus group

- 101 pre-
service teachers
for
questionnaire

- 25 pre-service
teachers for
interview

- student presentations
dominant

- syllabus did not meet needs
of pre-service teachers

- previous assessment
experience affected beliefs

- Turkish examination system
affected attitudes

- one course insufficient for
training

- topics of the course testing
based

- training not enough to assess
- not practicing assessment in
the practicum

- aware of the importance of
ELTE in teaching

As afinal remark, despite few studies about language assessment courses in Turkey,

there are significant contributions in terms of assessment training needs of pre-service

ELT teachers. More research into this topic will provide substantial insights about LAL

training in Turkey.
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CHAPTER 3

3. METHODOLOGY
3.1. Type of Research

The current study is conducted to discover language assessment training needs of
pre-service English language teachers, and also to find out the effect of ‘English
Language Testing and Evaluation (ELTE)’ course on the development of teacher
candidates’ LAL, and to reveal whether there is a change after the course is taken. Hence,
two aims, needs analysis and evaluation of the course for LAL training, guide the present
research. The research type is descriptive in essence because it has the purpose of
describing, explaining and exploring the form, structure, activity or change of LAL within
an English teacher education program through the eyes of the concerned stakeholders.

Descriptive research, as the name suggests, deals with the description of variables.
It aims to portray the features of individuals, situations or groups. In other words, ‘the
major purpose of descriptive research is description of the state of affairs as it exists at
present’ (Kothari, 2004, p. 2). This type of research is advantageous in terms of two
points: It may increase the knowledge of what happens, or how and why it happens
regarding the phenomenon, and also, might provide insights by comparing and
contrasting to make further implications (Kothari, 2004). In this type of research,
researchers can only report what characteristics of variables are in their own natural way
without control. In this respect, characteristics, opinions, perceptions, beliefs, attitudes
and experiences about a situation are explored through the viewpoint of its participants
in order to obtain a detailed understanding of the given situation to describe. Since
descriptive research is mainly concerned with characteristics or state of affairs through
participants’ views or their natural states, it focuses mostly on qualitative descriptions
(Fraenkel, Wallen & Hyun, 2011). These kinds of descriptions can be achieved through
observation, survey, interview, document and other sources of qualitative data (Gravetter
& Forzano, 2012; Koh & Owen, 2000).

To conclude, considering the purposes of the current research, descriptive research
was preferred so as to illustrate the related thoughts and experiences of the stakeholders
about LAL to describe, reveal and evaluate assessment training needs within the context

of ELT teacher education by means of ELTE course.
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3.2. Research Context

In Turkey, there is a four-year English language teacher education program offered
by universities in the form of Bachelor of Arts (BA) Degree. The medium of instruction
in such a program is mainly English, and so, undergraduate students take compulsory and
elective courses of ELT in addition to other general educational and pedagogical courses
taught in Turkish for teaching profession. In the first year of the training program,
students take language skills and areas courses such as speaking, writing, reading,
listening, and grammar. In the proceeding years, they take linguistics, literature,
translation, language acquisition, teaching methods, material design, and assessment
courses. In their last year, they go to the practicum to do teaching practice. After they
complete all their courses successfully, they are graduated and be ready to teach different
age groups and levels of English language learners in different school types across
Turkey. In terms of assessment and evaluation training, there are two courses at ELT
departments: One of them is called ‘Measurement and Assessment in Education’, which
is delivered in Turkish language, common to all the departments of the education faculty,
and about the general educational assessment concepts, practices, and psychometric
evaluations; the other one is called ‘English Language Testing and Evaluation’ which is
directly related to the testing of language skills, and the concepts of English language
assessment. Thus, it is a subject-matter course complementary to the other course in the
program.

The focus of this research is on LAL training in ‘English Language Testing and
Evaluation (ELTE)’ course in the undergraduate teacher education program because the
effectiveness of this course is explored in order to develop LAL of pre-service English
language teachers before they begin teaching. Therefore, LAL training can be said to be
dependent on course-based training in the present study. As a representative sample, the
course of ELTE given at Anadolu University is investigated by means of the needs,
opinions and experiences of its present course-takers and graduates, and also, the
investigation is supported by the evaluations of other course lecturers’ opinions and
implementations about this course at their own universities and the documents about how
this course shaped in the participant course lecturers’ universities.

The ELTE course at Anadolu University is given in the last semester, i.e., the 81"
semester, of the teacher training program. It is a compulsory content course instructed by

four academicians (in the Spring Semester of 2017-2018 Academic Year). The course
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syllabus consists of basic terms and concepts about language assessment, and the design
and evaluation of different English language skills testing tools (see Appendix-1 for the
syllabus). The main coursebook used in this course is Heaton’s (2011) ‘Writing English
Language Tests’ (see Appendix-2 for the book content) and supplied by other testing
resources as the coursepack. All the topics are devoted to classroom-based assessment
and teacher-made assessment because most graduates of ELT start teaching English in
various types of schools and for different age groups of learners. They also use testing
and assessment to regulate teaching. Thus, they need to develop their own testing
instruments and methods to assess their students in addition to their teaching job rather
than designing only standardized-tests which require additional expertise in the area. This
course is, then, assumed to give the required knowledge and skills about assessing English

as a foreign language in the context of classroom.

3.3. Participants

The present study is designed to have two phases: Needs analysis and evaluation
phases to describe LAL training in ELTE course. Therefore, there are three groups of
participants (as stakeholders) asked for their opinions and experiences about English
language testing and assessment in relation to ELTE course. All the participants are non-
native speakers of English in an EFL setting (Turkey) and their first language is Turkish.

In the first group, there are a total of 10 course lecturers who give English language
testing and assessment course at the ELT departments of 7 universities (Anadolu n=4;
Osmangazi n=1; Bogazici n=1; Middle East Technical n=1; Hacettepe n=1; Marmara
n=1; Uludag n=1). At first, 12 universities, 21 course lecturers were invited to respond to
the questions; however, only 10 lecturers from 7 universities responded. In the second
group, there are novice EFL teachers who graduated from Anadolu University within five
years; so, the graduates of years of 2013, 2014, 2015, 2016, and 2017 would take part in
the study (nearly 800 alumni). The reason why only the graduates of Anadolu University
were included in the study is that they had taken ELTE course based on the same syllabus
in recent years carried out for a long time by the same academicians as in pre-service
teachers. However, 37 teachers filled the forms of open-ended questions about the
mentioned course; 15 of them were excluded due to their school type (university or
private school) causing inconsistency about the study aims. It is because these types of

schools have their own testing offices working with a team of experts. Therefore, the rest,
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22 teachers from primary, elementary and high schools in Turkey, was the main group of
participators as novice EFL teachers. The last group contains a representative sample of
pre-service English language teachers who took ELTE course in the Spring Semester of
Academic Year 2017-2018 at Anadolu University. They were asked for their opinions
two times: Before taking the course and after taking the course. Therefore, at the
beginning of the semester, 164 pre-service ELT teachers responded to open-ended
questions and at the end of the semester, 146 course-takers participated. All the

participants took part in the research through purposeful sampling on a voluntary basis.

See Table 3.1 for the detailed distribution of the sample.

Table 3.1. The distribution of the participants (numbers)

Invited Responded Excluded Rest (main one)
Anadolu =4 Anadolu =4 total:
Osmangazi = 1 Osmangazi = 1
Bogazici=4 Bogazici= 1 7 universities
METU =2 METU =1 10 lecturers
Hacettepe = 1 Hacettepe = 1
Gazi=1 Marmara = 1
Istanbul = 1 Uludag = 1
Universities/ Marmara = 1
Course Lecturers  Yildiz Teknik =2 N/A
Dokuz Eylul =1
Akdeniz =1
Uludag =2
total: total:
21 lecturers, 7 universities, 10
12 universities lecturers
total = 22
Novice EFL nearly 800 37 15 state:
teachers primary = 5
(Alumni) (between 2013 and (both state and (unl\_/ersny/ elementary = 7
2017) . private - _
private schools) high school = 10
schools)
Pre-service ELT
teachers (course- nearly 200
takers) (2017-2018 Spring 168 4 164
-BEFORE- Semester)
feachers (course. T 200
takers) (2017-2018 Spring 147 1 146
AETER- Semester)
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As far as the characteristics of each sample in terms of English language assessment
(ELA) are considered, the instructors evaluated themselves as highly competent in the

field of English language testing and assessment (see Table 3.2).

Table 3.2. The profile of the course lecturers

Name Years of teaching experience Perceived level in ELA
Anadolu.1 15 high
Anadolu.2 10 high
Anadolu.3 15 high
Anadolu.4 15 high
Osmangazi.1 3 high
Bogazici.1 4 high
METU.1 2 high
Hacettepe.1 12 high
Marmara.1 18 high
Uludag.1 14 high

Besides, even though most of the graduates perceived themselves highly competent
in English language assessment (ELA), there have still been some who thought their skills
of testing and assessment were poor and needed improvement, especially the teachers of

higher-level language learners (see Table 3.3).

Table 3.3. The profile of the novice EFL teachers (the alumni) (numbers)

School grade (all state)

primary elementary high school total
Graduation year
2017 0 2 1 3
2016 1 3 3 7
2015 2 1 2 5
2014 1 1 2 4
2013 1 0 2 3
total 5 7 10
Perceived level in ELA
high 2 3 6 11
moderate 2 4 3 9
low 1 0 1 2
total 5 7 10

As for pre-service ELT teachers, most of them felt themselves competent in English
language assessment (ELA) at the average level (n=109) after they took ELTE course at
the end of the semester (see Table 3.4).
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Table 3.4. The perceived levels of ELA by the pre-service teachers after the course (numbers)

Distribution of levels n
High 33
Moderate 109
Low 4
total 146

3.4. Data Collection Procedure

The current study addresses two research questions about language assessment
literacy. Accordingly, open-ended questions for each stakeholder of ELTE course were
formed, and the documents regarding webpages of participant universities about the
course were collected in the first place. Thus, there are two types of qualitative data
sources. Then, the data by means of the mentioned materials were gathered in three steps.
All the collection procedures were executed by the researcher herself.

As the data collection tool, open-ended questions were preferred instead of closed-
ended surveys because they provide a deeper understanding of the topic at hand by
displaying the causes, reasons, experiences, perceptions, views and the like behind the
inquired concept without giving predefined categories (Creswell, 2012). Besides, instead
of interviews, open-ended questions are more useful to reach a larger sample (Gay, Mills
& Airaisan, 2012). All the open-ended questions for each group of participants (ELTE
course lecturers, novice EFL teachers-alumni, pre-service ELT teachers) were
constructed by the researcher herself in line with the relevant research studies and papers
in the literature. The questions were written in Turkish because the participants are
believed to express themselves better in their mother tongue. For the purposes of
reliability and validity, three experts in the field reviewed the questions. After this kind
of expert checking, different numbers of questions were obtained: 10 questions for ELTE
course lecturers (see Appendix-3); 6 questions (at the beginning of the semester) and 6
questions (at the end of the semester) for pre-service ELT teachers (see Appendix-4); 8
questions for the alumni (see Appendix-5). The consent forms for each group of
participants were also added owing to ethical concerns (see Appendix-6). The informed
consents were also used to show voluntariness of the sample, the privacy, confidentiality
and anonymity of the data in order to indicate research integrity. In addition, a categorical
checklist was designed as comprehensive as possible by the researcher herself to analyze
the documents by looking at the categories given in the information part of the webpages

about ELTE course of the participant universities (see Appendix-7).
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Before the data collection commenced, certain preparations were made. First, the
application to the institutional review board for the research ethics approval of the present
study was submitted, and the permission was granted (see Appendix-8). Second, open-
ended questions accompanied by consent forms were generated by means of ‘Google
Forms’ as the online platform to reach the sample (course lecturers and novice EFL
teachers) (see Appendix-9 for the samples). The questions were also printed out for pre-
service ELT teachers. Third, the e-mail addresses of course lecturers were found through
their websites in the related university pages. Fourth, the e-mail addresses of the alumni,
novice EFL teachers, were granted by the courtesy of the registrar’s office at Faculty of
Education, at Anadolu University. Besides, the alumni were contacted via their previous
consultants at Anadolu University through Facebook. Last, the application time of open-
ended questions to pre-service teachers was organized by means of getting permissions
from the course lecturers at Anadolu University.

After such sort of preparations, the data collection began in three steps.

In the first step, open-ended questions both for ELTE course lecturers and novice
EFL teachers were sent via the Internet platform (Google Forms) to their e-mails. Firstly,
ELTE course lecturers of 12 universities (21 instructors) were contacted and invited to
participate in the study. However, 10 instructors (7 universities) responded to the
questions. Then, the alumni as novice EFL teachers (nearly 800 graduates of ELT
program of Anadolu University) were invited to answer the questions and share their
opinions via e-mail to the ‘Google Forms’. They were also invited through Facebook by
the help of their former consultants at university. Only 37 novice EFL teachers responded
to the questions. But, 15 of them were excluded due to their inconsistency with study
aims; so, 22 teachers left as the main participants. The responses given in ‘Google Forms’
were saved in Microsoft Excel document format automatically by the mentioned online
platform (see Appendix-10 for the samples). This period lasted from the end of Fall
Semester (December 2017) to the end of Spring Semester (June 2018) of 2017-2018
Academic Year.

In the second step, open-ended questions accompanied by consent forms for pre-
service ELT teachers were given in the form of paper at their regular class meetings (see
Appendix-11 for the sample). The data about them were collected two times: before
taking the ELTE course (February 2018), and after the course (May 2018). At the

beginning of the course semester, 168 course-takers responded to questions, but 4 of them
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were eliminated because their papers were not filled. Thus, there were 164 participants
for the first time. At the end of the course semester, 147 undergraduates filled the forms.
However, 1 of them was excluded due to the incomplete paper. Then, 146 participants
took part for the second time. This period covered the Spring Semester of 2017-2018
Academic Year.

In the last step, the webpages of the participant universities were examined, and the
pages about ELTE course were saved as screenshots for the forthcoming document
analysis (see Appendix-12 for the samples). The webpages are official documents but are
open to public (Bogdan & Biklen, 2007; Gay, Mills & Airasian, 2012). The documents
as another data source contribute to the research in terms of data triangulation (Bowen,
2009) since the analysis of the webpages is believed to verify the same information
maintained by the participants as well as strengthen the credibility of the study.

In conclusion, the reliability and validity of the present study was tried to be
established through the detailed descriptions of the research methodology (participants,
instrument, collection, analysis), contributions of field experts, collecting the evidences
of different types of data sources (open-ended questions and documents) from different
participant groups purposefully, and using intercoder agreement for the analysis
(Creswell, 2012; Miles, Huberman & Saldana, 2014; Patton, 2002; Yin, 2011).

3.5. Data Analysis

The present study is based on the descriptive research and utilizes open-ended
questions and documents to collect the data. Hence, the process of data analysis was
dominantly qualitative; namely, inductive and interpretive. According to the data, there
were two types of analysis: content analysis for the open-ended questions, and document
analysis for the webpages.

Since the responses to open-ended questions provided qualitative data, content
analysis was carried out. Content analysis refers to ‘searching text for recurring words or
patterns...... any qualitative data reduction and sense-making effort that takes a volume
of qualitative material and attempts to identify core consistencies and meanings’ (Patton,
2002, p. 453). For content analysis, Creswell’s (2012), Miles and Huberman’s (1994),
and Miles, Huberman and Saldana’s (2014) recommendations were taken into
consideration. First of all, the written responses of pre-service ELT teachers were

transcribed into Microsoft Word document by the researcher herself. Then, the online
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gathered responses of ELTE course lecturers and novice EFL teachers were transferred
into Microsoft Word document by the researcher from Microsoft Excel document that
was automatically constructed by ‘Google Forms’. All the Word documents were revised
and edited in terms of their spelling, punctuation and the like. Afterwards, all the data for
each stakeholder were examined separately by hand as the preliminary exploratory
analysis in order to get the general sense of data. Few chief codes and themes were
determined, which was conducted inductively (see Appendix-13 for the versions by
hand). That first exploration was shown to the advisor as the expert to get feedback, and
then, the data were embedded into NVivo 11 Pro program for a detailed content analysis.
While the codes were being labeled, essential major and minor themes were determined
at the same time. The number of communication units or data chunks found via codes
was also automatically computed under the title of ‘references’ in the program and shown
in frequencies. All the codes were revised by means of reducing overlapping and
redundant ones, and after that, all of them were collapsed into the relevant themes
meanwhile the categorical themes were interrelated. At the end of such organization of
codes and themes in the program, the list of the findings for each stakeholder was
generated for expert checking due to reliability and validity issues. Two ELTE course
lecturers at Anadolu University evaluated the findings. Some misunderstandings in the
codes were refined in order to make clearer meaningful wording, and the names of some
subthemes were discussed. After such feedback session, code-theme relationship was
established. The last versions of the code-theme organization can be seen in Appendix-

14 and here is one of the sample screenshot for the organization of themes:

Nodes
% Name . Files References
= : 7' FLAL-Eng (Pre-service BEFORE) 2 1299
E 7 ) ELTE Course-related Issues 2 1046
- w Expectations & needs of course itself (learning cutcomes) 2 492
= v General opinions of ELTE course (importance & benefits) 2 554
@- () Negative attitude 2 2
(O Noidea 2 4
#1- () Positive attitude 2 538
= () FLAL-ELTE Concept 2 253
@-(C) Competence-Awareness in general 2 59
- w Importance of FLAL-ELTE 2 184
B+ w Previous Experiences of ELTE 2 10

Figure 3.1. The sample screenshot for the categorical themes
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The interrater-reliability procedure was also used to establish the reliability of the
data analysis. For this, Miles and Huberman’s (1994) intercoder agreement procedure
was applied between two expert controllers and the researcher. In this procedure, the
number of agreements and disagreements are compared (p. 64). As a result of that
calculation, high percentages of agreement were found between the coders ranging from
95% to 98% for each analysis (findings of course lecturers, novice teachers, and pre-
service teachers). In total, 97% of agreement was achieved, which shows there is a high
consistency between the raters.

As far as the webpages about ELTE course of participant universities are
considered, document analysis was used because it is helpful to review and evaluate
documents systematically (Bowen, 2009). This analysis was conducted with the help of
the aforementioned researcher-made checklist, which have pre-assigned categories to
examine the documents constructed as a result of similar titles found in the documents.
After the documents were analyzed, the similarities and differences were found so as to
enlighten the issue. Thus, this analysis was believed to be beneficial to evaluate ELTE
courses of universities in addition to the analysis of responses provided by the sample.
That is, documents were used to support the findings, explain and describe the research
context by means of providing the background knowledge for the content of ELTE
course. The findings of the document analysis were tabulated and added to discussion
when needed.

Finally, all the data findings were evaluated together to get a whole meaning of the
concerned topic. The interpretations as a result of making sense of the data were given in
the form of narrative discussion (Creswell, 2012) accompanied by illustrating tables and
figures, and the quotations from the responses and documents. While discussing the
findings, the exemplifying quotes extracted from the responses of the sample were
translated from Turkish to English by the researcher herself. However, to eliminate the
translation errors and meaning loss, the translated quotes were checked by another ELT
researcher. She compared Turkish and English versions, and corrected them to prevent
ambiguity in the quotations. All the Turkish-English versions of quotations can be seen
in Appendix-20. For the sake of anonymity, certain acronyms for the owners of

quotations were used systematically. To exemplify them, see Table 3.5:
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Table 3.5. Acronyms used for the owners of quotes

CL
(Course Lecturer)

Level. T
(Novice EFL
Teachers as
Alumni)

Before.Pre
(Pre-service ELT
teachers before
course)

Level . After.Pre
(Pre-service ELT
teachers after
course)

A.CL.1: Anadolu Course Lecturer-1
B.CL.5: Bogazici Course Lecturer-5
0.CL.6: METU Course Lecturer-6
H.CL.7: Hacettepe Course Lecturer-7

E.CL.8: Osmangazi Course Lecturer-8
M.CL.9: Marmara Course Lecturer-9
U.CL.10: Uludag Course Lecturer-10

Level: perceived level in FLAL (high/moderate/low)

High.T.1 Moderate.T.2 Low.T.3 ...

Before.Pre.1 Before.Pre.2  ......

Level: perceived level in FLAL (high/moderate/low)

High. After.Pre.1 Moderate.After.Pre.2 Low.After.Pre3 ......
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CHAPTER 4

4. FINDINGS AND DISCUSSION

In this section, firstly, the findings from each stakeholder and the documents about
ELTE course content were presented. Secondly, the summary of the findings and the
summary of the responses to each research question were given. Lastly, the discussion
about the findings was shared.

4.1. Findings from the Participant Stakeholders and the Documents

The stakeholders are the participants as the course lecturers, novice EFL teachers,
and pre-service ELT teachers who shared their opinions and experiences about ELTE
course through open-ended questions; namely, LAL training within the scope of ELT
training program. The documents about the course content, instructed at the universities
where participant course lecturers work, were also collected for further information and

details. All the collected data were analyzed, and crucial findings were revealed.

4.1.1. Findings from course lecturers

The course lecturers teaching ELTE in different universities were asked to share
their opinions, perceptions and experiences about foreign language assessment and its
training at ELT departments in teacher education programs. A total of 10 lecturers from
7 universities responded to the open-ended questions of FLAL in relation to ELTE course.
The responses indicated that course lecturers mostly focused on certain keywords while
discussing their opinions and experiences:

‘Testing, measuring, theoretical knowledge, experience, language proficiency, ELTE course
content, topics and materials, competencies, ability, changes in terms of awareness, language
skills and areas, practice, update, willingness, and decision-making’

In relation to these, the data analysis produced basically two themes for the course
lecturers: FLAL-ELTE Concept (Foreign Language Assessment Literacy-English
Language Testing and Evaluation Concept), and ELTE Course-related Issues (see Figure
4.1). The course lecturers commented more on ELTE course-related issues (f=202) than
FLAL-ELTE concept (f=93) (see Appendix-15 for detailed tabulation).
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Critenia for

assessment &
/duaﬁon (f=28)
O Ateﬁals (=36)
Course wnm\O
practices (f=99)
Topics (syllabus)
(f=35)
Experiences about\’O O
ELTE course _—
(f=146) Observations of Changes after the
students’ prog course (f=15)
(=37 W\O
O Competencies after
the course (f=22)
Reasons to teach
ELTE Course- (f=10)

related Issues

(f=202)
isting content
sufficient (f=4)
General opi?_io?sof\’
General opinions content (=21)

opi
Own course
FLAL-Eng (Course about Efl:TE course
Lecturers) (f=295) (f=56) Fil

Should update
content (f=13)
Definition of ELTE
(=11)
—

General opinions of (In)sufficiency of

its place, length, course (f=22)

32 number, etc. (f=35)
Definition of FLAL
(f=29)
Semester-year
suitability &

reasons (f=13)
///?:lpodanoe of
FLAL-ELTE (f=19)
FLAL-ELTE
Concept (f=93)

Opinions about

qualifications of
FLAL-ELTE (f=14)

—

3 Perceived
Perceptions of own
FLAL (f=20) comp?ft:?g{ level

Teaching
experience (f=10)

Figure 4.1. The thematic display of the findings from the course lecturers
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For FLAL-ELTE Concept, there are four subcategories: They gave definitions of
FLAL (f=29) and ELTE (f=11), mentioned the importance of FLAL-ELTE itself (f=19),
shared their opinions about the qualifications of FLAL-ELTE (f=14), and reported their
perceptions of their own FLAL (f=20) (see Figure 4.2).

FLAL-Eng (Course
Lecturers) (f=295)

FLAL-ELTE
Conceﬁ)t (f=93)
| \
Definition of ELTE ~ Definition of FLAL Importance of Opinions about Perceptions of own
(=11) (f=29) FLAL-ELTE (f=19) qualifications of FLAL (f=20)

| 4

FLAL-ELTE (=14) / \

Perceived -
Teaching
oompt(eft_e?g)y level ¢y perience (f=10)

Figure 4.2. The thematic display of the theme ‘FLAL-ELTE Concept’ for course lecturers

To begin with, course lecturers defined ELTE as measuring language proficiency
of learners (their knowledge and skills in the target language) according to the course
objectives; that is, whether learning outcomes of language learning are achieved at the

expected level. For example, one of them defined:
‘Testing and evaluation is assessing language proficiency of a foreign language learner on

the basis of its use with respect to learning purposes.’ (O.CL.6)

They also mentioned that testing and evaluation are used to determine students’
language level and their deficiencies in that language in order to make decisions about
their language progress by using different kinds of assessment procedures. One of them

indicated that:
‘Testing and evaluation is assessing effectively language proficiency as carrying out both

summative and formative assessment by means of reliable and valid testing tools.” (E.CL.8)
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As a whole, they pointed out that assessment is used to evaluate both learning and

teaching process itself. For instance, a course lecturer expressed that:

‘ELTE can be defined as assessing whether language skills and areas in a foreign language
are learned or not, and evaluating the teaching process from the perspective of teachers

themselves, students and process itself.” (A.CL.4)

With regard to the definitions of FLAL, course lecturers highlighted different
competencies of being assessment literate in English language. They reported that the
understanding of concepts and principles of English language assessment, the need to
have basic methods, knowledge and skills of ELTE, and the ability to develop appropriate
testing tools, to practice assessment procedures and to evaluate and interpret test scores
so as to make decisions about the process are the essential elements of being FLAL. For

instance, one of the course lecturers exemplified such that:

“The concept of FLAL has actually subcategories. First, you need to have the knowledge
about how to test language proficiency. Then, you need to have the ability to design language
tests and the competence to interpret assessment results appropriately in the light of statistical
knowledge. Besides, you need to pay attention certain principles and rules while preparing
such tests. For example, there is a certain way of teaching style used in your course, and
accordingly, you have to develop an evaluation system in which you can prepare related

questions, construct evaluation criteria and obtain reliable and valid findings.” (A.CL.3)

Besides, one of the participant course lecturers underscored the literacy issue by
stating that language assessment literacy refers to being expertise in all the aspects of

foreign language assessment. Her comment is like that:
‘Literacy can refer to the expertise in any profession or application which needs to be
knowledgeable about its requirements to be able to fulfill them. In terms of language concept,
I can define literacy as having the expertise in an appropriate assessment procedure through

which foreign language learners’ proficiency is assessed with respect to the aims.” (B.CL.5)

On the other hand, only one course lecturer drew attention to the concern of ethics

with regard to being language assessment literate. She pointed out that:

‘FLAL is to know when and why assessment knowledge is needed, how to perform effective
testing and evaluation, how to interpret and store the results, and how to share the results
ethically.” (U.CL.10)

In addition to these, course lecturers emphasized the importance of language

assessment and testing in English language as well as the importance of being assessment
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literate in English for better education. They pointed out that assessment is as important
as teaching itself because it is a crucial feedback tool for both students and teachers
themselves. In other words, not only teachers have the opportunity to assess whether their
instruction is effective and to make decisions accordingly, but also students’ language
level and deficiencies are determined by means of language testing and evaluation. For

instance, one of them mentioned that:

‘Assessment is very important. Testing-evaluation is an inseparable concept. If we did not
assess properly, we would not be able to take new steps in teaching and to prepare effective
plans. The feedback about the main deficiencies of students in English is provided most

efficiently and quickly by tests and assignments.” (A.CL.3)

However, one of the course lecturers underlined the fact that the concept of
assessment is not only important in English language teaching, but it is also important in
other fields because it is a prominent feedback tool. He commented that:

‘As in other fields [apart from ELT], the purpose of assessment is to give feedback about

students, teachers and program itself.” (H.CL.7)

Another point focused on by the course lecturers under FLAL-ELTE concept theme
Is that being foreign language assessment literate requires a distinct qualification. They
stated that this qualification is a matter of being knowledgeable about the subject and

content of ELTE as well as being experienced in assessment. One of them discussed that:

‘Foreign language assessment needs expertise in this field. It is a technical subject in terms

of both theoretically and practically.” (M.CL.9)

However, only one course lecturer concentrated on another point of the
qualification in language assessment literacy. She believed that apart from basic
knowledge and skills, language testing and evaluation necessitate to know statistics in
order to interpret assessment results by communicating with them to give feedback. She

argued that:

‘Foreign language assessment requires a specific qualification in this area. In addition to the
basic concepts and principles of testing, it is important to know especially statistics. It is not
a branch to be learned by reading a book.” (B.CL.5)

Considering the perceptions of FLAL, all the course lecturers perceived themselves
to be highly competent in language assessment (f=10) whereas most of them had from 10

to 15 years of teaching experience in ELTE course instruction (f=6), which shows they
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believed they have the necessary knowledge and skills as well as the experience in
English language assessment.

As far as the theme titled ELTE course-related issues is taken into account, they
focused on their experiences about their own ELTE course (f=146) and expressed their
general opinions about ELTE course (f=56) under two subthemes.

The first of the subcategories is about the experiences regarding their own ELTE
course in which they reported how they ran their course (f=99), what they observed about
their students’ progress after the course (f=37), and why they chose to teach this subject
(f=10) (see Figure 4.3).

FLAL-Eng (Course
Lecturers) (f=295)

ELTE Course-
related Issues
(f=202)
Experiences about_
ELTE course \\
(f=146)
Reasons to teach
(f=10)
Course content & Observations of
practices (f=99) students’ progress
X (f=37)
\ /
Criteria for . 3 >
assessment & Materials (f=36)  Topics (syllabus)  Changes after the Competencies after
evaluation (f=28) (=35) course (f=15) the course (f=22)

Figure 4.3. The thematic display of the subtheme ‘Experiences about ELTE Course’ for course lecturers

Pertaining to ELTE course content and practices, course lecturers shared their
syllabus in which the topics of the course were listed. While explaining their content titles,
they introduced their already existing topics and later added topics in the syllabus in line
with the book they used as the coursepack. The existing topics mainly involved basic
knowledge and methods of ELTE, types of test items and questions, and assessment of

language skills and areas. To illustrate them, one noted that:
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‘My syllabus includes the topics of what is testing, what is assessment, principles of
classroom testing (reliability, validity, etc.), standardized testing, testing
grammar/vocabulary, assessing listening, assessing reading, assessing writing, assessing

speaking, integrated testing and assessment.” (E.CL.8)

In terms of later added topics, even though few course lecturers said they did not
add any new topic, most of them emphasized recent approaches and practices in language
assessment as their new topics. They mentioned alternative assessment, dynamic

assessment, computer-based testing, and so on. For example, one of them stated that:
‘I added the topics of preparing language tests practically and alternative assessment.
Besides, | focus mostly on integrated testing because | want students to understand the
importance of integrated testing while assessing the overall structure of language itself and

language proficiency.’ (E.CL.8)

As for the materials the course lecturers chose to use, in addition to the well-known
testing books, most of them added other materials such as homework exercises, articles,
sample problems and tasks, and information about statistics. For instance, one course

lecturer stressed that:

‘We added sample tests for various age groups and purposes because we wanted students to

have a good coursepack if they needed.” (A.CL.3)

Among the testing books, the most used one belongs to Heaton’s ‘Writing
Language English Tests’, and then, Hughes’ book titled ‘Testing for Language Teachers’
comes. They preferred to use those books because of their covering many practical
samples in relation to their course aims and students’ needs. For instance, one commented

on that:

‘[We chose this book [Heaton’s book] as the coursebook because] it consists of practical

examples, and thus, it does not only provide theoretical information.” (A.CL.2)

Regarding the criteria for assessment and evaluation of their ELTE course, all of
the course lecturers mentioned they administered a midterm and a final exam to their
students mostly in the form of multiple-choice exams. Apart from those exams, few of
them gave other tasks such as presentation, reflection, sample test development exercises,
and so forth during the course term. To report the criteria, one of the course lecturers
stated that:

‘[As for the assessment and evaluation criteria of ELTE course], students must enter a
theoretical test as the midterm exam and prepare a test that measures language skills as the
final exam.” (A.CL.1)
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As far as the observations of students’ progress throughout ELTE course are
considered, the course lecturers discussed the observations in two respects: Changes seen
after the course, and competencies that seemed to be acquired after course. In the matter
of changes, most of them highlighted the issue of awareness. They argued that students
became more aware of ELTE while gaining general knowledge and perspective of
language assessment as well as criticizing assessment procedures. Hence, there seemed

to be a positive change as cited by the course lecturers. To exemplify;

‘Definitely, there is a change at the end of the course. Students become more aware of
assessment and are enlightened about exam preparation and administration. They criticize

each exam they take and give importance to each exam they prepare.” (O.CL.6)

Furthermore, one of the course lecturers drew attention to the concept of evolution
in which students began to understand the relationship between teaching and testing. She
explained that:

‘My general observation about this course given at the fourth year of teacher training is that
students’ teaching methods that they have learned evolve into assessment methods. [...] They

are also surprised by the fact that assessment is actually a meticulous job.” (B.CL.5)

Concerning the competencies that students seemed to gain after they took ELTE
course, the course lecturers indicated that they felt more competent in language
assessment because they acquired the ability to design test items more properly and
learned basic things about testing and assessment in English. For instance, one of them
noted that:

‘[After taking this course], students are able to choose more appropriate test items while
doing their assignments, and also, they can make necessary adaptations. They are able to
write test instructions more properly and pay attention to time allocations among test tasks.
Moreover, they can find appropriate evaluation criteria or take into account certain points

while preparing such criteria.” (A.CL.3)

Nonetheless, most of the course lecturers admitted that students were lack of
experience and practice of language assessment though they learned theoretical
knowledge well. Thus, to illustrate the shortfall of their course, they underscored the

problem of lacking practical skills. One of the course lecturers noted that:

“There is a lack of experience [about language assessment], but at the end of the course,

students’ theoretical knowledge is quite good and are more ready to assess.” (H.CL.7)
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When it comes to the reason why they preferred to instruct the ELTE course, most
emphasized their willingness and interest in language assessment. For example, one

mentioned that:

‘Because of my interest in testing and evaluation, I wanted to teach this course.” (A.CL.2)

The second of the subcategories of ‘ELTE Course-related Issues’ is about course
lecturers’ general opinions of the content (f=21) and general opinions of the course’s

place, length, number, etc. in the program (f=35) (see Figure 4.4).

FLAL-Eng (Course
Lecturers) (f=295)

ELTE Course-
related Issues
(f=202)

General opinions
about ELTE course
(f=56)

General opinions of General opinions of
content (f—21) its place, length,
number, etc. (f=35)
¥
Should update OW" course .
content (f=13) Existing content oontent not CoHe  (In)sufficiency of Semester-year
sufficient (f=4) course (f=22) suitability &

reasons (f=13)

Figure 4.4. The thematic display of the subtheme ‘General Opinions about ELTE Course’ for course

lecturers

In view of course lecturers’ general opinions about the course content, some of them
stated that they were not aware of CoHE’s suggested ELTE course content and organized
their own syllabus and selected relevant materials to utilize on their own course. To
illustrate, one of them stated that:

‘I have not heard about CoHE’s program [ELTE course content]. We ourselves [course

lecturers] determined the topics. We chose appropriate coursebook and are studying it.”
(A.CL.1)
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On the other hand, although few of them acknowledged the existing content was
sufficient, most disagreed with this opinion because of the need to revise the content.
Thus, they tended to update their content. In this respect, they discussed to add such topics
as assessing young learners, alternative methods of assessment, techniques of test
preparation for specific groups of learners. For example, one indicated that:

‘The topics of process-oriented alternative assessment (use of observation checklists,
learning journals and logs, portfolios, progress reports, etc.) should be more emphasized in
this course.” (A.CL.4)

As for the (in)sufficiency of the course itself, course lecturers shared different ideas.
Some of them agreed that only one course about ELTE is enough in the program, others
complained about the insufficient sides of the course with regard to its being only one
course in the curriculum of ELT. Those who supported that only one course is sufficient
explained that there are two courses about assessment in ELT program at university:
general education one and English-based one. Therefore, they believed these two courses

were adequate. One of them reported that:

“This course [ELTE] is sufficient. There is also a course that is taken in Turkish in the third
year of the teacher training program. If these two courses (Turkish general one and ELTE)

are learned thoroughly, it will be sufficient in terms of language assessment.” (A.CL.1)

However, those who believed that only one course is not sufficient for students to
gain required competencies of ELTE mentioned a number of reasons such as shortage of
time, intensive content, too many topics to discuss and lack of practical skills that caused
insufficiency. To improve the course effect, some suggested that assessment may be

integrated into the practicum or elective courses might be given. For instance;

‘[Apart from the course], it would be much better in the practicum if students prepared a real
English exam, assessed their students and evaluated the results in the lessons they taught.’
(A.CL.3)

Moreover, some of them recommended that there should be two courses devoted to

both theory and practice of language assessment. For example, one of them advised that:
‘In fact, only one course [about ELTE] is not enough; there may be another course which is
based on putting knowledge into practice and is more alternative assessment oriented in
another semester. Students take a general testing and evaluation course in their mother tongue
[Turkish], but they cannot achieve meaningful learning and are not able to transfer what they
learn in that course to this ELTE course.” (A.CL.4)

120



Besides, one of the course lecturers emphasized the fact that all teaching-methods-
courses in the program naturally have the element of assessment. Therefore, she advised
that:

‘The dimension of assessment is actually embedded in all teaching methods courses.
Although learning-oriented and task-oriented assessment can be distinct, the element of
assessment is given consciously or unconsciously in such courses [teaching methodology].
In my opinion, after fundamental concepts and principles of testing are learned, assessment
might be added as a dimension to methods courses. Only one course for ELTE is inadequate
all the time.” (B.CL.5)

Considering the given semester time suitability of ELTE course, most of the course
lecturers agreed on the idea that the current place of ELTE course (the 8" semester) in
the ELT curriculum is good because teaching methodology courses just finish, and it may

be embedded in the practicum period. One of the course lecturers stressed that:

“The second term of the fourth year [8™ semester] seems quite good due to the suitability of

performing practical applications as well as creating awareness.” (E.CL.8)

Nevertheless, some of them disagreed with the common idea of the suitable place
of ELTE course. They discussed that teaching and learning ELTE should begin earlier.
One pointed out that:

‘I think if language assessment is taken as a dimension of teaching methods courses, ELTE

education may start in the third year.” (B.CL.5)

As a conclusion, it can be said that the course lecturers more or less held the same
opinions towards FLAL-ELTE concept whereas they had somewhat different

experiences, practices and opinions about the course itself.

4.1.2. Findings from novice EFL teachers

The novice EFL teachers, the graduates of ELT at Anadolu University within five
years, conveyed their thoughts and experiences about English language assessment in
terms of both their ELTE training at university and their ELTE applications in their
current classrooms. 22 teachers working with different age groups and levels across
Turkish state schools took part in the study. Their responses to open-ended questions were
analyzed and two themes were found: FLAL-ELTE Concept and Experiences about ELTE

(past & present) (see Figure 4.5). The sample commented more on experiences about
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ELTE (past & present) (f=245) than FLAL-ELTE concept (f=115) (see Appendix-16 for

detailed tabulation).
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Figure 4.5. The thematic display of the findings from the novice EFL teachers
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The comments indicated that novice EFL teachers mostly focused on certain

keywords while discussing their opinions and experiences:
‘Experience, knowledge and skills, language skills and areas, language proficiency,

measuring, testing, theoretical knowledge, practical side, ELTE course content, practicum

coordination, in-service training, local conditions’

For FLAL-ELTE Concept, they gave definitions of ELTE (f=44), mentioned the
importance of ELTE itself (f=27), and reported their perceptions of their own FLAL

(f=44) (see Figure 4.6).
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Figure 4.6. The thematic display of the theme ‘FLAL-ELTE Concept’ for novice EFL teachers

In the first place, novice EFL teachers defined what ELTE means. They mostly

concentrated on the issue of language proficiency (language skills and areas) and the aims
of language learning. Most of them indicated that language assessment means measuring

and evaluating students’ progress and determining their deficiencies in the target

language. For example, one noted that:
‘Assessment is to measure the proficiency level of language learners as well as evaluating

their successes and progress in that foreign language.” (Low.T.10)
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Moreover, some of them focused on whether students are able to use language to
express themselves rather than just considering their results in exams or tests. That is,
according to them, ELTE refers to assessing students’ progress in that language. For

instance, one of them explained that:

‘Testing and evaluation in a foreign language is not only bound to tests or written exams, but

also it means to assess students’ ability to use the target language effectively.” (High.T.8)

Besides, few novice EFL teachers defined ELTE from the perspective of planning
and evaluating the whole language teaching/learning process in which they emphasized

the objectives of language learning. One of them expressed that:

‘Testing-evaluation is the process of planning learning outcomes related to language skills,
and to measure and evaluate to what extent these outcomes are achieved by means of testing
tools.” (High.T.11)

On the other hand, only one novice EFL teacher, who felt highly competent in
FLAL, mentioned that teachers should have the knowledge and skills of ELTE itself; i.e.
knowing how to construct exams, to interpret results and reporting them. S/he underlined

that:

‘Language assessment means to have knowledge about the concepts and methods related to
the testing of language skills, to examine test preparation processes related to language
proficiency and development, to prepare a language test for a specific group of students, and
to plan, implement and evaluate the results via item analysis. And also, it means to report

assessment results in written format and present them verbally.” (High.T.17)

Apart from these, novice EFL teachers focused on the importance of testing and
evaluation in English language classes. Most of them underscored the fact that ELTE is
important because of its significant role in testing language proficiency, determining and
evaluating language progress, showing whether the aims are achieved, and getting
feedback about deficient points in that language. For instance, one of novice EFL teachers

pointed out that:

‘In the teaching/learning context, feedback should be given in order to evaluate and improve
language proficiency of learners. So, feedback comes from the assessment results of learners,
and is used again to develop their language proficiency. In this way, the shortfalls of the
education may be fulfilled.” (High.T.6)

In addition, some teachers argued that language assessment is an important
procedure to assess whether their instruction is effective and to get feedback about the

process itself. Therefore, one of them stated that:
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‘Assessment plays an important role in terms of carrying on the instruction with new
objectives if planned learning outcomes are achieved or going back to the study and making

revisions if the objectives are not achieved.” (Moderate.T.18)

However, only a few of novice EFL teachers drew attention to the multi-
dimensional characteristics of foreign language learning; that is, language assessment
should be tailored according to different language skills and components by using various

techniques to assess. For example, one discussed that:

‘Assessment tools should be multi-faceted in ELT because language teaching cannot be
thought as being only one dimension. The assessment procedures should be multi-
dimensional including a student’s language progress with respect to his/her knowledge of
grammar and vocabulary as well as the skills of listening and reading comprehension and the
like.” (Moderate.T.8)

As far as their perceptions of their own levels in FLAL; that is, how much qualified
they felt in English language assessment, half of the participants perceived themselves to
be highly competent whereas only two teachers felt themselves inadequate in terms of
FLAL. When it comes to their teaching experience, most of them were very novice with
two years of teaching English at different classes in Turkish state schools (f=7).

The other theme revealed from the findings of novice EFL teachers’ statements is
‘Experiences about ELTE (past & present)’. For Experiences about ELTE (past &
present), they highlighted their previous experiences about ELTE course (f=198), and
their current experiences about using their knowledge and skills in their professional lives
(f=47) under two categories.

The first subcategory is about their ‘previous experiences about ELTE course’ they
took in their ELT training program. On the one hand, they discussed general benefits of
the course for their teaching life (f=98), and on the other hand, they complained about the
shortcomings of the ELTE course while making some recommendations to improve it
(f=100) (see Figure 4.7).
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Figure 4.7. The thematic display of the subtheme ‘ELTE Course-related Experiences (Previous

Experiences)’ for novice EFL teachers

To begin with general benefits of ELTE course, they mentioned their acquired
knowledge and skills about language assessment (f=37), whether the content is sufficient
(f=36), the feature of the course that it prepares undergraduates for the future teaching life
(f=3), whether the course met their needs or not (f=19), and lastly, their own FLAL as a
sign of professional competence (f=3). With regard to what they learned during ELTE
course when they were studying ELTE at university, they highlighted the ability to assess
language skills and components in a planned way by using several tools, and they also
noted the criteria to be considered for effective testing procedures (e.g., reliability,

validity, age, levels, etc.). For instance, one of them exemplified that:

“Surely, this course [ELTE in teacher training] has helped me a lot. Simply put, it has been
helpful with respect to such topics as “how a language test should be designed, what it should
be covered, how the questions/tasks should be organized, and how the

interpretation/evaluation should be made’”. (Moderate.T.7)
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Furthermore, one of the novice EFL teachers, who felt highly competent, focused
on his/her ability to prepare language tests according to students’ levels and course aims
on the contrary to his/her colleagues who used available exams regardless of such points.
S/he reported that:

‘Considering my first experience [about language assessment], | can say that | have not had
any difficulty in testing language [at my school]. | am able to construct my own assessment
criteria. Although the other teachers in the school [colleagues] prefer ready-made assessment
tools, | created my own tests. Since my tests are more appropriate to my students as well as

the learning outcomes, I have achieved more success.” (High.T.4)

Pertaining to the sufficiency of ELTE course, all of the participant teachers agreed
that the course content was adequate and suitable for their professional life. For instance,
one emphasized that:

“The content of the course [ELTE course] consisted of real-life assessment implementations
and the undergraduates were very active in that course. Therefore, | think the course is very

beneficial and advantageous. In general, the course was sufficient.” (High.T.4)

Accordingly, they pointed out that ELTE course was beneficial because it was very

useful to prepare them for their career. For example, one of them stated that:

“The level of sufficiency [of ELTE course] is appropriate to the students who will be teachers

after graduation.” (Moderate.T.5)

In terms of novice EFL teachers’ expectations and needs, nearly all of them were
satisfied with ELTE course whereas some of them indicated some lacking points of the

course such as little practice. They discussed that:

‘I think the course [ELTE course] was adequate. It provided us with necessary knowledge

and skills about assessing language skills.” (Moderate.T.2)

‘I cannot say that this course [ELTE course] did meet my needs and expectations. | only
gained the information about assessment evaluation, but | think the course was deficient in

terms of practice.” (Moderate.T.20)

On other hand, even though most of the participant teachers agreed that ELTE
course was helpful and sufficient, they criticized the course being very theoretical and it
should have included more practical exercises and implementations. Few of them also
underlined that the class hours were not adequate, and the last semester was too late to

take the course. For instance, one commented on the shortcomings like that:

“The content of the course [ELTE course] was satisfying in terms of theory but the practical

side was not enough.” (Moderate.T.20)
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Therefore, they made a number of suggestions how to improve course itself. Most
of them highlighted the deficient side of the course which was practice. Regardless of
their perceived levels in FLAL, teachers said they needed more practice to enhance their
testing and assessment skills. Thus, they suggested more practical tasks on assessing
language should be added, and students should be made to prepare language test items on
their own. They also mentioned that new topics such as analyzing test results can be
added, and some simulations for performing tests can be included. For example, one

recommended that:

‘The [ELTE] course was very theoretical. More practice would have been better. For
example, for each language skill, students should prepare an assessment tool every week, and

the criteria for the evaluation should be interpreted.” (High.T.1)

Moreover, some of novice EFL teachers complained that they did not learn anything
about the evaluation side of testing such as scoring and feedback. Thus, one of them
suggested that:

‘[To the ELTE course content], exercises of preparing various test items, techniques of

evaluation and analysis, and statistical calculations [can be added as new topics]’.

(Moderate.T.2)

Besides, some novice EFL teachers approached the practical issue from the point
of practicum. According to them, undergraduate students should be made to prepare and
administer some tests in their teaching practice for the sake of gaining experience in

assessment in addition to teaching. Therefore, one of them suggested that:

‘Before teacher trainees start teaching profession, they should be provided with experience
[practice] in terms of assessment process by making them to prepare at least a part of a

language exam during micro-macro training [practicum courses].” (Moderate.T.5)

Similarly, one of the teachers, who felt less competent in FLAL, drew attention to
certain drawbacks of ELTE course such as class hours, semester time and practical side.

Therefore, s/lhe made some recommendations like:
“Various different testing and assessment methods for listening, writing, reading, speaking
and grammar as well as the practices of them should be given in the [ELTE] course. In
addition, students should prepare test items accordingly and should have an opportunity to
apply those items and evaluate them. The hours allocated to the course should be increased.
The course should be given for two semesters: In the first semester, the theoretical side of
assessment should be taught, and in the second semester, the practical side should be applied.

Also, the practice of assessment for each skill can be integrated into the practicum in the
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second semester. Hence, students will be able to practice assessment in the real classrooms.’

(Low.T.10)

On the other hand, the same teacher criticized ELTE course in terms of the content
about assessing productive skills, which was very sufficient and deserved to be
emphasized more than grammar and other receptive skills. It is because the nature of

assessing productive language skills includes subjectivity. Hence, s/he discussed that:

‘I think I acquired the essential knowledge about assessing grammar, listening and reading.
But | think the [ELTE] course was not successful enough in terms of the topics about
assessing writing and speaking. [...] Especially, I cannot assess students’ speaking and
writing skills. In my opinion, the knowledge about assessing speaking and writing skills that
I gained at university is inadequate. It is because there was not much practice about that
topic.” (Low.T.10)

Among the suggestions made to improve ELTE better, in-service training is very
notable because they believed that some of the missing parts of the course can be covered,
and their own inabilities about language assessment can be eliminated with the help of
in-service training. For instance, they assumed that in-service training might be very
helpful to remind them the previous ELTE knowledge and practices they learned because
they complained they forgot certain things about assessment throughout years. One of
them stated that:

‘I think in-service training [about ELTE] is necessary because in-service teachers prepare
language exams without paying attention to some assessment criteria after a while. Therefore,
constantly, in-service seminars should be provided suitable to the changing needs of the

system and what is learned at university should be kept fresh all the time.” (Moderate.T.12)

Likewise, some of the teachers thought that professional teaching competence also
requires to be competent in language assessment; and thus, they recommended that
several different testing and assessment techniques can be shared and discussed for
different ages and levels of language learners in in-service training sessions. One pointed
out that:

“There might be in-service training. Specifically, it may be about assessing different language
skills in different language school contexts as well as the difficulties encountered while

assessing.” (Low.T.13)

Other than these recommendations about in-service training, some novice EFL
teachers focused on the education of ELTE, and they put forward that not all teachers had

such kind of education at their universities and they were very incompetent in terms of
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language assessment. They also criticized that even those who took ELTE training, not
all universities took care of the course at the expected level and extent. Therefore, they
agreed that in-service training was very important to help those teachers about language

assessment. They explained that:

‘In-service training [about ELTE] should be provided. I think each university does not put
emphasis on this topic in the same way. | have come to this point on the basis of the materials

that are prepared by my colleagues.” (High.T.19)

‘In-service training [about ELTE] is absolutely necessary. There are the colleagues who did
not have any training about language assessment at my school. Teachers, especially those
who make practical exams in their lessons, should be equipped with such knowledge and
skills.” (Moderate.T.6)

The second subtheme of ‘Experiences about ELTE (past & present)’ is about novice
EFL teachers’ practices of using their learned assessment knowledge and skills in their
teaching practices as their current experiences (f=54). While some of them believed that
they were able to assess properly their students in the light of ELTE knowledge (f=27),
some other underlined their difficulties in practicing assessment due to either external
(f=9) or internal factors (f=18) (see Figure 4.8).
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Figure 4.8. The thematic display of the subtheme ‘Practices of Using ELTE in Career Life (Current

Experiences)’ for novice EFL teachers
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Regarding novice EFL teachers’ ability to use their knowledge and practices they
learned in the ELTE course, most of them gave specific examples how they used such
skills to assess their students’ language proficiency. They mostly concentrated on the test
development criteria and techniques to measure students’ proficiency rather than how to
monitor students’ progress in the target language during the teaching process. One of
them exemplified such that:

‘It did work [ELTE course was helpful at work]. For example, | pay attention to the difficulty
level of test items while preparing exams. | avoid giving clues about correct answer in true-
false test items. I try to be careful about the clarity of questions. | prepared each test item

which measures only one skill. | pay attention to the length of the gaps in the fill-in-the-
blanks test items.” (High.T.8)

When it comes to the difficulties the participant teachers had in language
assessment, they indicated that external factors as well as internal factors affected their
assessment procedures and performances. To begin with external factors, they underlined
the issue of local contexts where they work as teachers; for example, they stated that their
students had lower levels of English language proficiency even though their age and
education levels were high; and thus, they could not apply high-level tests to their

students. For instance, one pointed out that:
‘I have some difficulties in assessing English. The proficiency level is very low in my high
school where 1 work, and thus, | cannot use ready-made tools. | write all my test items on my
own because students have problems of critical proficiency levels.” (Moderate.T.22)

Moreover, one of the novice EFL teachers drew attention to Turkish examination
system which is based on high-stakes testing in the form of multiple-choice questions;
and hence, such exams have the priority in Turkey. Therefore, s/lhe must conduct written

exams like that in his/her classrooms. S/he expressed that:
‘In fact, this [ELTE] course is very good for teaching profession. All in all, written

examinations have an important place in our country [Turkey].” (Moderate.T.3)

In the same vein, one of the other novice EFL teachers mentioned Turkish status
about foreign language context in which English is learned as a foreign language. S/he
emphasized that Turkey has a foreign language learning context; and therefore, students
have no chance to use the target language in their daily lives much. Hence, it is very
difficult to assess the use of language outside of the class and limited in terms of testing

language skills in the classes. S/he explained that:
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‘If we talk about Turkey, it is crucial to assess to what extent we can teach English in the
classroom to those who are mother-tongue is not English, and also do not have any chance

to hear and use English in their daily lives.” (High.T.19)

As for the internal factors that challenge novice EFL teachers in language
assessment, most of them focused on the lack of practice and experience in assessing
students’ language progress. They complained about their inability to perform effective
testing practices in their current classes because they were unable to adapt their theoretical

knowledge to their teaching contexts. For example, one argued that:

‘I have difficulties in practice and implementation. I have theoretical knowledge [about
language assessment], but | have difficulty in combining such knowledge with the teaching

style and testing system at state schools [in Turkey].” (Moderate.T.20)

To sum up, it can be concluded that most of novice EFL teachers had apparently
great knowledge of ELTE thanks to the course, but they had some difficulties in practicing
due to lack of experience. While they successfully defined the concept of ELTE and
believed the importance of assessment, they mostly emphasized the notion of summative
assessment both in terms of the definitions and their current uses of assessment in

teaching contexts.

4.1.3. Findings from pre-service ELT teachers

Pre-service ELT teachers taking ELTE course at Anadolu University took part in
the study to express their opinions and share their experiences about the course as well as
their general conceptions about language assessment. They responded to open-ended

questions two times: Before taking the course and after the course.

- Before the course -

At the beginning of the semester, 164 course-takers participated in the research.
The analysis of their responses before taking ELTE course yielded two themes: FLAL-
ELTE Concept, and ELTE Course-related Issues (see Figure 4.9). Pre-service ELT
teachers commented more on ELTE course-related issues (f=1046) than FLAL-ELTE
concept (f=253) (see Appendix-17 for detailed tabulation).
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Figure 4.9. The thematic display of the findings from pre-service ELT teachers (before the course)

The comments indicated that pre-service ELT teachers before they took the course
mostly focused on certain keywords while discussing their opinions and experiences:

‘ELTE course content, expectations and needs, importance and benefits, teaching career,
properly testing, exam, learn, knowledge and ability, competent’
For FLAL-ELTE Concept, they underlined what kind of competencies are essential

for English language assessment (f=59), mentioned the importance of FLAL-ELTE itself

(f=184), and shared their opinions about the previous experiences of own assessment
related issues (f=10) (see Figure 4.10).
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Figure 4.10. The thematic display of the theme ‘FLAL-ELTE Concept’ for pre-service ELT

teachers (before the course)

Firstly, most of the pre-service ELT teachers underlined the fact that language
teachers need to be competent in how to test and assess students’ knowledge of the target
language. They pointed out that language teachers must know not only how to teach but
also how to test since teaching and assessment are embedded in each other. Therefore,
they believed that teacher candidates should gain necessary competencies and skills about

language assessment during their teacher education. For example, one commented like:
‘Assessment in ELT is necessary. Being a teacher is not just about teaching. One of the most
important points that every teacher has to pay attention is to prepare language exams suitable
for their students. Therefore, every teacher candidate needs to be competent in language

assessment.’ (Before.Pre.23)

Secondly, all of the pre-service teachers underscored the importance of language
testing and assessment in teaching life. They stated that assessment is as important as
teaching itself, and it is mostly helpful to find out whether students learn or not and to get
feedback about the effectiveness of teaching process. One of them highlighted that:

‘I think this course is necessary and should be given. | believe that every teacher needs to
know how to teach, how to evaluate the quality of their teaching, how to assess to what extent
their teaching activities are successful, and how to test how much of the goals of their

teaching activities are achieved. Teachers should be well-equipped with that kind of
knowledge and skills.” (Before.Pre.77)
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Lastly, some of the pre-service ELT teachers mentioned their previous experiences
about testing and assessment as test-takers. Mostly, they complained about taking poorly
prepared and wrong exams, which had great impacts on their educational decisions,
throughout their school lives. They also reported that their previous English language
teachers did not know how to test properly. Thus, one of them criticized that:

‘My expectation from this course is to study on good test samples rather than poor test items.
We have already come across poor tests, and still we have seen them. | think it is necessary

to study on good test items to construct a good perception of assessment.” (Before.Pre.49)

The other theme emerged from the data of pre-service teachers before taking the
course is ELTE Course-related Issues. In this category, they focused on their expectations
and needs about the course itself (f=492) and expressed their general opinions about the
course (f=554) (see Figure 4.11).

FLAL-Eng (Pre-
service BEFORE)
(f=1299)
ELTE Course-
related Issues
(f=1046)
i General opinions of
Expectations &
needs of course (:Enl;gfr;)\l:}r:z
itself (learning 0
outcomes) (f=492) beneﬁts)|(f—554)

Positive atfitude Negative attitude  No idea (f=4)
(=538) (=12)

Figure 4.11. The thematic display of the theme ‘ELTE Course-related Issues’ for pre-service ELT

teachers (before the course)

With reference to the expectations and needs of pre-service teachers about ELTE
course, most of them hoped to learn how to assess language and be able to effectively test

and evaluate language skills during the course period. They also indicated that they
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expected to gain knowledge and ability of assessment such as preparation, designing, and
evaluating language tests according to certain criteria. In short, they believed they would
be competent in terms of all the concepts of English related testing and evaluation. For

example, one of them stated that:

‘I believe this course will help me to obtain adequate knowledge and skills about preparing,

administering, and evaluating tests.” (Before.Pre.19)

Furthermore, some of the pre-service teachers highlighted that they needed to be
good at language testing because they would be teachers and wanted to use assessment
methods effectively and properly to provide better language education in the future. One
pointed out that:

‘In this course, I think we will learn how to assess language learners. I expect the course will
be relatively permanent, and | want to gain the knowledge that I will use in my professional
teaching life.” (Before.Pre.28)

In addition, some teacher candidates highlighted that this course would be a revision
of English teaching methods-courses they took for three years and they hoped to relate
their methodological knowledge with assessment knowledge for their future professional

life. For instance, one noted that:

‘[At the end of this course], I think I will be able to teach and assess properly by combining
teaching methodology knowledge as well as professional knowledge that | learned
[throughout training years]. (Before.Pre.57)

Besides, some of the course-takers expected to gain more awareness about the issue
of testing and assessment by referring to their previous testing experiences, which would
make them to criticize the features and qualities of language tests. For this thought, one
stated that:

‘Throughout 4-year teacher training, have all the exams we have taken so far been
implemented correctly or not? I think I will learn some kind of knowledge to help to evaluate

such an issue.’ (Before.Pre.150)

However, only a few of prospective teachers drew attention to the concept of
backwash effect of testing, and they discussed what sort of affective and psychological
effects the language test may have on students as well as themselves. To exemplify, one
argued that:

‘I think I will be a knowledgeable teacher about language assessment. In addition, I will be
able to make a connection between what I teach and assess as well as to see the psychological
effects of tests on students [backwash effect].” (Before.Pre.50)
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Unlike these findings and statements, a few of pre-service teachers expected only
to enjoy and pass the course because they were last-year students and would be graduated

soon. They stated that:

‘Since I am a senior student, my first expectation is to pass the course and to learn something

[about assessment]. (Before.Pre.111)

As for the general opinions of pre-service teachers about whether ELTE course is
beneficial and important, nearly all of them had positive attitudes towards the course.
They emphasized the importance and benefit of the course for their professional life
because they believed they would encounter problems while assessing their students and
their teaching if they did not learn and gain necessary knowledge of ELTE. It is also
because they attached more importance to classroom and formative assessment due to
their need to test perpetually their future students’ language progress on their own.

Therefore, one of them reported that:

‘I think this course should be given. It is necessary for pre-service teachers studying at faculty
of education in order to learn and know how to assess language skills and the evaluation

criteria for a successful and qualified professional life.” (Before.Pre.7)

Moreover, some of the pre-service teachers realized that only teaching is not
enough; teachers must have the competence of assessment to make further developments
in their teaching by improving themselves. They also underscored the fact that from first
year of the ELT program to the last year, they learned how to teach English, but it is time
to learn how teach in order to help their students when they begin to teach. One indicated
that:

‘I think this course should be taught because so far, we have learned how to teach. At this
last year, we will learn how to test. What did we learn, which level are we at, and have we
come to the level of making evaluations? This course may answer such questions.’

(Before.Pre.35)

Similarly, some of them believed that this course would be useful to increase
awareness and lead to the positive change of perspectives about language assessment.

One pointed out that:
‘I believe this course will be beneficial. It will change our point of view towards testing and

we will understand how to give a better education by breaking down our prejudices.’

(Before.Pre.165)
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In addition to these, some of the pre-service teachers focused on the Turkish
examination system and they thought that exams are part of their lives. They criticized
that the exams are very problematic while they have a great impact on test-takers.
Therefore, this course is hoped to be helpful to increase their knowledge and skills of
assessing language proficiency as well as to gain awareness about testing. One discussed
that:

‘In my opinion, testing and evaluation are one of the most important stages of educational
process. Assessment is a feedback both for teachers and students. While students have the
chance to see their mistakes and learn the correct ones, teachers evaluate their teaching
techniques [as a result of assessment]. Furthermore, since every stage of educational system
in Turkey is dependent on exams, every teacher should know how to prepare tests. Therefore,

this course is important and necessary.” (Before.Pre.58)

In another respect, some undergraduate students compared Turkish general testing
and evaluation course with English-oriented one. They argued that the general course, as
the name suggests, is suitable to every area of education without the consideration of
testing language skills. Thus, they believed ELTE course is very important because it
focuses specifically on English-related assessment and evaluation. In this sense, one
stated that:

‘This course is important because the course of assessment and evaluation instructed in
Turkish [at the third year of training as general educational and pedagogical course] is very
general. But we teach a completely different language [English as a foreign language] and
apart from general practices, there must be different ways to assess English language.’

(Before.Pre.104)

On the contrary to positive attitudes towards ELTE course, a few of the participant
teacher candidates held negative attitudes especially because they questioned the quality
of this training in terms of whether pre-service teachers are well-equipped with required

knowledge of testing. For instance, one of them doubted that:

‘Sure, it is a necessary course for every teacher. But when we consider the conditions of
Turkey, some questions arise: Has each pre-service teacher taken this course?; if they have
taken, how effective has the course been?; after graduation, have they fulfilled the

requirements of this course in their teaching? I think it is an awful condition.” (Before.Pre.63)

All in all, pre-service teachers before taking ELTE course expected to acquire

necessary knowledge and skills of assessment for their future career; and hence, they
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believed this course would be beneficial because assessment is integral part of teaching

and because the notion of testing is very important in Turkey.

- After the course —

As far as the end of the course semester is considered, 146 course-takers responded
to the questions. The analysis of their responses after ELTE course produced two themes:
FLAL-ELTE Concept, and ELTE Course-related Issues (see Figure 4.12). Pre-service
ELT teachers shared their perceptions of ELTE course-related issues (f=1036) more than
FLAL-ELTE concept (f=617) (see Appendix-18 for detailed tabulation).
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Figure 4.12. The thematic display of the findings from pre-service ELT teachers (after the course)
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The comments indicated that pre-service ELT teachers after they took the course

mostly focused on certain keywords while discussing their opinions and experiences:

‘ELTE course, competencies gained, awareness, criteria and principles, types and items,
theory much, practice less, knowledge and skills, specific competence, language proficiency

testing, moderate, future career, update, topics, practicum’

For FLAL-ELTE Concept, they underscored the importance of FLAL-ELTE in
general (f=263) and mentioned their perceptions of their own competency level in ELTE
(f=354) (see Figure 4.13).

FLAL-Eng (Pre-
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competency level
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Figure 4.13. The thematic display of the theme ‘FLAL-ELTE Concept’ for pre-service ELT teachers

(after the course)

Considering the importance of language assessment in general, most of the pre-
service teachers thought that assessment is as important as teaching itself because testing
and evaluation are helpful to detect whether students learn or not. It is also useful to test
whether the instruction is effective by getting feedback about the process. Therefore, they
stated that every teacher, no matter what they are candidates, novice or experienced, must

acquire this specific competence. To highlight these aspects, one pointed out that:
‘One of the most important competencies that every teacher must possess is preparing
language exams. Teaching is not the only important thing, but at the same time,
testing/assessment is very important. | believe we will be able to assess properly thanks to
this course.” (After.High.Pre.7)
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In addition, few of them emphasized that ELTE is complementary to what they learned
during the ELT program. That is, they expressed that knowing only to teach is not
sufficient but also knowing how to test is important since assessment is integrated into

teaching. Thus, one reported that:
‘In fact, this course is complementary to what we have learned so far [throughout our teacher
training]. It is because it is very important to test what we teach, to assess the progress of

students’ language development, and to supply learning/teaching process.’

(After.Moderate.Pre.113)

As for the perceptions of their own FLAL levels, most of pre-service teachers
believed that they needed to improve themselves more in terms of language assessment
seeing that they felt themselves competent at the moderate level in language assessment
after the course (n=109). They hoped to make progress in testing with respect to especially
practical skills when gaining more experience in teaching in their future life. Hence, one

of them commented like that:

‘I perceived myself being qualified in language assessment at a moderate level. It is because
I cannot foresee how effectively | will put theoretical knowledge into practice. | believe |

will be better in language assessment via experience.’ (After.Moderate.Pre.100)

By contrast with the moderate level pre-service teachers, those who perceived
themselves highly competent in FLAL (n=33) discussed that though they were still
teacher candidates, they assumed to learn necessary things about language testing and
evaluation and be able to perform tests easily in their teaching life thanks to this course.

In this view, one of them pinpointed that:
‘I perceive myself more competent now [at the end of the semester]. I noticed my mistakes

while preparing language test items or activities, and I learned how to fix them.” (After.

High.Pre.90)

However, though there were few teacher candidates who perceived themselves to
be very inadequate (n=4), they complained about their lack of practice and experience
about English language testing and evaluation even after taking that course. Therefore,

one indicated that:

‘I do not perceive myself being competent in language assessment because of the lack of
experience. But | hope this situation will change after starting my career as an English
teacher. I believe I will be better by means of practicing.” (After.Low.Pre.78)

The other theme is about pre-service teachers’ general thoughts about the ELTE
course they took. For ELTE Course-related Issues, they expressed their opinions about
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the course (importance and content) (f=587) and mentioned their experiences throughout

the course in the form of what they learned (f=449) (see Figure 4.14).
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Figure 4.14. The thematic display of the theme ‘ELTE Course-related Issues’ for pre-service ELT
teachers (after the course)

Concerning the experiences about ELTE course, pre-service teachers focused on
their gained competencies about language assessment in which they discussed what they
learned and how they could use it. They reported that they learned how to test each
language skill as well as how to design such tests by using different test items
appropriately. For instance, one of them pointed out that:

‘At the end of the course, | learned how to assess language skills (grammar, vocabulary,
listening, etc.) and also, the criteria which I should bear in mind while assessing.’

(After.Moderate.Pre.100)

Besides, most of the pre-service teachers highlighted certain topics such as table of
specifications, the criteria and principles of English language testing, types of tests and
the like. One of them exemplified that:

‘We received information about the criteria that we have to pay attention while designing

language tests. Also, we learned how we can prepare language exams according to the level
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of our classes as well as our teaching goals. Besides, we studied on the procedures which can

be utilized to increase the reliability and validity of language tests.” (After.Moderate.Pre.119)

Other than these, some of the pre-service teachers stated that their views of testing
and assessment changed; they said they realized teaching-testing connection and many

affecting factors on testing. For instance, one indicated that:
‘T learned at the end of this course that there is a close relationship between teaching and
assessment. | also learned about language testing techniques, evaluation, the features that any
measurement tool should possess, and how to prepare test items for language skills such as

grammar, vocabulary, reading, writing, and listening.” (After.Moderate.Pre.44)

When it comes to general opinions about ELTE course, pre-service teachers
mentioned the benefits and importance of the course, whether their expectations and
needs were met, and what was good and what went wrong during the course. Nearly all
of them agreed that the course responded to their needs and expectations, and it was
beneficial. It is because this course was found to be useful for the career as future teachers
and they believed they gained necessary competencies about language assessment. For

instance, one stated that:

‘As a language teacher candidate, I learned about what sort of aspects that I have to consider
while designing language tests, how to prepare and evaluate test items, and how to give
feedback in my future teaching career. That is why, this course was beneficial.’

(After.Moderate.Pre.127)

Moreover, some of them indicated that ELTE course complemented to the
knowledge of methods-courses that pre-service teachers took during the four-year
training. Therefore, they thought that they acquired another competence, namely LAL,
about professional teaching. Therefore, they became more aware of ELTE. For instance,
one of them discussed that:

“This course met my expectations. Throughout our 4-year-university life, we took the courses
about how to teach English language; | mean, how to organize language teaching activities

in the class. But we had not known how to assess those at the end of those courses. From this
point, this course filled this gap.” (After. Moderate.Pre.31)

However, few of them highlighted their ability to transfer knowledge between two
courses about testing and assessment. That is, they argued that they were able to use their
knowledge of general Turkish educational assessment course in order to supply ELTE

knowledge. In this sense, one of them pointed out that:
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‘This course was helpful. | took a similar version of this course in the third year, but it was
Turkish and general [Measurement and Evaluation in Education]. Thus, by taking this
specific course dedicated to English language testing and evaluation, | believe I will be more

effective in terms of language assessment in my professional life.” (After.Moderate.Pre.87)

As far as the opinions of the course itself and the content, nearly all of the pre-
service teachers held positive attitudes in that they found course beneficial and the content
sufficient. They emphasized that the topics were comprehensive, and they learned test
types and other stuff about assessment while developing an understanding of the concept.

For instance, one of them stated that:

‘I think the course content was sufficient. Providing detailed theoretical and practical
knowledge about assessing language skills made us understand the concept of assessment,

which was pretty good.’ (After.Moderate.Pre.83)

Besides, some of them underlined the topic of testing language skills. They
concluded that they learned test types, sample test items and assessment methods for each

language skill. For example, one illustrated that:

‘I think the course content was sufficient because there were adequate options for assessment
examples for each language area and skill, and also, we learned what students would need as

a result of assessment.” (After.Moderate.Pre.112)

Another point highlighted by pre-service teachers about the course was that their
course instructors were very qualified in testing and assessment; and hence, they were
very helpful and explanative throughout the course semester. To exemplify, one noted

that:

“The course responded to my needs and expectations. I think I had learned a lot because of
our course lecturer whose teaching was very good, clear, comprehensible and explanative.’

(After.Moderate.Pre.100)

On the contrary to positive comments, there were some pre-service teachers who
discussed the shortcomings of the course and made certain suggestions to fix them. They
mostly criticized the issue of theoretical side of the course because they stated that they
had no practice in terms of testing language skills during the term. They stressed that
giving only final assignment, preparing a language exam, did not guarantee the practice.

Thus, one argued that:

‘The course did not respond to my needs adequately because the whole semester was
theoretical. The practical part was given only as an assignment. While the theoretical parts

could have been read at home, there was much more emphasis on that side in the lessons.
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Therefore, since we had no experience in terms of practicing assessment, there will be

problems in the future.” (After.Low.Pre.4)

In addition, some of the pre-service teachers complained about not-updated content
of the course. They mentioned that the samples were old and not suitable to recent

teaching contexts. One of them indicated that:

“Yes, the course content was sufficient. But the types [examples] in the coursebook we used
in the lessons were a bit out of date. They may be updated. Apart from this, the course is

beneficial and adequate.’ (After.Moderate.Pre.30)

Furthermore, one of the pre-service teachers drew attention to the mode of teaching.
S/he criticized that course-takers did the presentations about the topics in the content most

of the time, and thus, s/he wished the lecturer guided the lessons. S/he commented that:

“The course partly responded to my needs. It was more efficient when the course lecturer was
active in the class but for me, it was too hard to understand when the course takers did

presentations about the topics.” (After.Moderate.Pre.49)

Some pre-service teachers also mentioned that the semester of the course was too
late to take because they believed they did not have any chance to practice their testing
skills when they learned the knowledge of language assessment close to graduation.
Similarly, they complained about the inadequate class hours of the course. Hence, one of

them underscored that:

‘I think the course content was sufficient, but the problem is that the course is given too late
[in the last semester]. If | had taken the course before, there would have been more chance to

practice it in the last semester.” (After.Moderate.Pre.95)

Thereupon, pre-service teachers made some recommendations to improve the
course. They emphasized that the practical side should be increased by means of the

assignments of preparing and administering language tests. Therefore, one advised that:

‘The course content was sufficient. However, the course takers would have been made to
prepare exams according to the topics or to design mini quizzes in order to practice

assessment.’ (After.Moderate.Pre.110)

Moreover, some of pre-service teachers recommended that there might be more
examples related to integrated testing skills since they mentioned they learned testing
each language skill separately. They also stated that more checklists can be given to learn

how to evaluate and score. Besides, some suggested that the course might be coordinated
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in line with the practicum where students may implement their own language testing

tasks. To exemplify;

“The course was sufficient in terms of its theoretical knowledge, but I think it was inadequate
in terms of its practical side. | think the course should be integrated into the practicum.’
(After.Moderate.Pre.26)

As a consequence, pre-service teachers after the course appeared to appreciate
language assessment more by realizing its importance and effect in teaching though most
did not feel very qualified in FLAL especially due to the lack of practice and experience.
In terms of their course experiences, although nearly all of them found the course
beneficial and sufficient, they concentrated on some missing points of the course; and

accordingly, made certain suggestions to develop it.

4.1.4. Findings from the documents about ELTE course content

Every ELT program at the undergraduate level in Turkey offers English language
testing and evaluation course as the content and compulsory course. Since different
course lecturers from different universities participated in this study, how their ELTE
course was organized was examined by means of some public documents via the websites
of the universities. There were 7 universities shared their opinions; so, the webpages about
their course content were collected (Anadolu-ELTE Course, 2017; Bogazici-ELTE
Course, 2017; Bursa Uludag-ELTE Course, 2017; ESOGU-ELTE Course, 2017;
Hacettepe-ELTE Course, 2017; Marmara-ELTE Course, 2017; METU-ELTE Course,
2017) and analyzed by using the checklist constructed by the researcher beforehand. The
detailed findings are given in Appendix-19.

To begin with, there are similar bits of information among the universities. For
example, the title, the semester, the books used, and the assessment criteria of the course
were very identical to each other with small differences. In terms of the books, though
some universities preferred to use supplementary materials and books in the course, the
most popular book belongs to Heaton. This book is about writing English language tests
which focuses on the test development techniques for each language skill by giving
practical examples (see Appendix-2 for the content list). As for the assessment of the
course, most universities make use of midterm and final exams accompanied by some
homework or assignments. Another similar finding is about the objectives of the course.
Most universities highlighted the issue of theory which was acquired through the
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knowledge of basic terms, principles and concepts of assessment, approaches to testing,
types of tests, sample test items and techniques. They only focused on the practice by the
design of appropriate language tests with regard to language skills. Similarly, with respect
to learning outcomes, universities expect that their pre-service teachers both learn the
rationale behind testing and assessment through studying the theories and are able to
design appropriate language tests and interpret test scores. Presumably, the major finding
is that lecturers designed and constructed the content according the book they used in the
course. The documents showed that the main topics of the course were similar among the
universities. They were about basic concepts of language testing, approaches to language
testing, objective testing, types of tests, test preparation techniques for skills of English,
practice of preparing various types of questions, evaluation and analysis techniques, and

some statistical calculations (see Table 4.1 for the analysis summary).

Table 4.1. The main findings of the document analysis

ELTE Course Seven State Universities (Participant Course Lecturers’ Universities) in Turkey

Title English Language Testing and Evaluation
Language Assessment
Foreign Language Measurement and Evaluation
Assessment and Evaluation in English Language Teaching

Semester
7th or 8" semester (3 hours a week)

Content of _the Introduction; Basic concepts of language testing; Approaches to language testing;

(?OUFSG/'EOPIC Obijective testing; Criteria (reliability, validity, etc.) and types of tests; tests of

list grammar, vocabulary, listening, speaking, reading and writing; interpreting test
scores; analyzing techniques and statistical calculations; standardized tests

Objectives/ - basic terms and concepts of language testing,
Learning - basic principles of language testing, criteria of testing, approaches to language
outcomes testing,
- advantages and disadvantages of using published and class teacher-written tests,
- evaluate advantages and disadvantages of test techniques,
- engage in practices of language assessment,
- design language tests appropriately,
- prepare tests of language skills, and grammar and vocabulary,
- write, implement, adapt and evaluate language tests,
- interpret test scores and give feedback,
- basic statistics.
Book(s) / Heaton, J. B. (2011). Writing English Language Test.
Materials Brown, H.D. (2003). Language assessment: principles and classroom practice.
Hughes, A. (1989). Testing for language teachers.
Genesee, F., & Upshur, J. A. (1996). Classroom-based evaluation in SLA.
Bachman, L. (1990). Fundamental considerations in language testing.
gsgg:srgefr?tran d Midterm: 40% (60%)
. Final: 60% (40%)
evaluation
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To sum up, more or less, all the course contents among the universities were similar
with minor differences. These minor differences are about the name or title of the course,
the semester the course is given, some topics and the coursebook(s) used. Some of them
also underlined the importance of statistical calculations or the comparison and the
contrast of standardized tests and classroom-based tests. Nonetheless, the documents
revealed that the content advocated a more testing perspective rather than assessment and

evaluation when the course topics were concerned.

4.2. Summary of the Findings

Three stakeholders as course lecturers, course-taking in-service as well as pre-
service EFL teachers shared their opinions and experiences about LAL training in ELTE
course and FLAL concept. Their responses to open-ended questions were analyzed, and
the findings revealed that some keywords were commonly focused. For example,
awareness, knowledge, theory, skill, practice, testing, language proficiency, ELTE
course, opinion, perception, teaching career, preparation and so on (see Figure 4.15 for

common words).
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Figure 4.15. The word cloud of common keywords found in all the findings

From these words to the findings for each stakeholder are concerned, it can be stated
that essentially two themes were found: FLAL-ELTE Concept itself (opinions and

perceptions), and ELTE Course-related Issues (opinions and experiences) (see Figure
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4.16). Each sample tended to give their general opinions about English language
assessment and evaluation, and besides, they inclined to mention their own experiences
about English language assessment. In terms of ELTE course itself (LAL training), all of
them were aware of its importance and benefits while pointing to its deficiencies and how
it can be improved more. Hence, it can be concluded that two themes of FLAL-Eng
(Foreign Language Assessment Literacy in English) in this study can be named as:
Conceptual Dimension (definitions, opinions, importance, general competencies,
perceived competency) and Training and Experiential Dimension (ELTE course, its
content and practices, its benefits and importance, its sufficiency and shortfalls,
suggestions to improve; own use of ELTE in real life). In other words, in Conceptual
Dimension, the questions of what they knew, what they needed to know, how much they
were aware, and what kinds of changes there were in terms of competencies were
answered. In Training and Experiential Dimension, the questions of what and how was
practiced (topics, etc.), what was learned, what the missing points were, and what should

be added or revised in terms of ELTE course were answered.

ELTE course-
related issues
(£=202)

FLAL-ELTE
concept (=93)

Experiences
about ELTE
(past &present)
(£=252)

Alumni (as
Novice EFL
Teachers)

(£=367)

FLAL-ELTE
concept (f=115)
\ ELTE course-
\.\ related issues
\ / (£=1046)
\ S Before /
\ f (£=1299) \
| "‘ \\

Pre-service
Teachers
(as course

takers)

ELTE course-
related

’," concept (f=253)
experiences
(£=1036)

Il /.'
\ /
\ After /
(£=1653) \
\
| FLAL-ELTE
concept (f=617)

Figure 4.16. The thematic display of the findings for all the participants

149



To begin with the findings from the participant course lecturers, it can be seen that
all of them began teaching ELTE course voluntarily or because the content interested
them very much. Moreover, they thought that foreign language testing and assessment
require both knowledge and experience. All the respondents made positive comments
about the place of testing, assessment, and evaluation in ELT whereas some stated that
only one course was not enough, for the content was too intense and demanding.
Therefore, they suggested there needs to be elective courses or two following courses as
I and Il for a better education of foreign language assessment. Another finding is that
most of them indicated that the course should be integrated into the practicum for more
practice, and real-life experiences. Although some course lecturers tried to bring
innovation to their courses by adding certain updated topics other than CoHE or the
coursebook suggests such as Internet-based testing and assessing young learners, most
agreed upon the adequacy of the course content, and they constructed their syllabi in line
with the content of the book they used in the classroom. Furthermore, the criteria of
evaluation of the students were the same for each course lecturer. Most respondents also
reflected upon the product of the course: Their students seemed to be aware of the field
more and good at traditional testing while students failed in implementation of testing
because practice was missing. Lastly, all the course lecturers were aware of what foreign
language assessment literacy mean, but some of their definitions focused only testing
perspective.

Secondly, as far as the alumni graduated from Anadolu University within 5 years,
that is, novice EFL teachers, are concerned, they perceived themselves good enough in
foreign language assessment more or less, but they indicated they needed to improve
themselves more because they stated they had difficulties in implementation of tests.
Nearly all of them were also aware of the importance of the assessment and evaluation in
foreign language teaching. As for the course itself, most of them found it sufficient and
beneficial in terms of the content whereas some others discussed the problems regarding
practice either external or internal factors; they suggested the practical side of the course
should be highlighted. Most of them also recommended that the course content may be
developed including some topics such as preparation of rubrics or checklist to score or
control, statistical analysis and the interpretation and scoring of the results. Even they
suggested more class hours required for such a kind of a course due to its rich content.

Finally, as underlined by the graduates, it is a better idea to provide in-service training
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about foreign language assessment owing to the need to remember what it is, and also the
need for those who did not take this kind of course at their universities before.

Thirdly, all the pre-service ELT teachers who took the ELTE course in Spring
Semester at Anadolu University were new to the course and senior students. Also, before
starting the course, all the participants thought it is important and necessary to take the
course because it would be beneficial for their teaching career, they would learn useful
ways of detecting students’ weaknesses and strengths, whether their teaching was
effective, and also because the course would create awareness about testing and
assessment preparation techniques. In addition, some of them indicated that the course
would be different from the Turkish one due to its content of foreign language skills and
areas testing. As for the expectations, they mostly emphasized the summative evaluation;
to learn how to prepare language tests, to construct test items according to the level and
skills, the criteria of testing and evaluation. Moreover, they expected to be a good test-
writer, designer and evaluator. They highlighted the expectation of the practical side of
the course; they wanted more practice rather than theoretical knowledge. Some of them,
however, remarked that they expected to get a high score, and pass the course. About
what they would learn, the comments were similar to their expectations; they hoped to
learn how to design, score and evaluate language tests, the criteria for valid and reliable
tests, and some statistical information. Finally, all of them believed they would benefit
from the course because they indicated that they would learn to assess and evaluate
students better, improve themselves, and realize the importance for their teaching
profession.

Lastly, after pre-service ELT teachers took ELTE course, they still held the same
opinion that assessment is important in the teaching/learning process. Their awareness of
ELTE related issues increased, but they perceived themselves to handle language
assessment at the moderate level. They mostly reported that though they gained
theoretical knowledge of testing, they needed to improve their practical skills. In the same
vein, although they found the course very beneficial and helpful, and the content
sufficient, there were still missing points to be fulfilled, especially, in terms of practice.
For example, they needed more samples or exercises related to each language skill testing
as well as integrated testing to assess overall language ability. They also underlined the
lack of actual practice of testing because only one course was not adequate to deliver all

the information about assessment. Besides, they mentioned what they learned about
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language assessment, and their abilities and capabilities gained after the course. Most of
them considered themselves to be able to deal with language assessment practices though
they needed more experience to do it. All in all, it seems that their views of testing,
knowledge and skills of language assessment positively changed and improved after the
course. However, their perception of assessment is based more on testing perspective

most probably due to the topics and syllabus of the course content.

4.2.1. The explanation of the first research question

The present study seeks to answer, firstly, the question of what kind of LAL training
needs pre-service ELT teachers may have. The analysis of all the opinions and
experiences of the participant stakeholders (course lecturers, novice EFL teachers, pre-
service teachers) and the documents about ELTE course content revealed that the course
provided a basic training with pre-service teachers and offered the essential knowledge
and theories of language testing. Most of the learning outcomes seemed to be achieved
according to the reporting of the stakeholders in terms of the acquired knowledge and
skills, and the changes and the competencies gained after the course. Yet, there have been
still some gaps to be fulfilled to make teacher candidates of ELT be more competent in
terms of LAL as well as be more effective teachers in their future careers. For example,
on the basis of conceptual dimension, the perceptions of the stakeholders were oriented
to testing notion rather than assessment and evaluation, and they considered assessment
as something equals to measurement. There was also much more emphasis on the LAL
dimensions as knowledge and skills than principles (proper and ethical use) and contexts
(origins, reasons, and frameworks). Therefore, there is a need to change their perceptions
into a more assessment perspective. That is, how assessment can be used to motivate and
promote language learning apart from just measuring language proficiency. In addition,
the topics of formative assessment, testing productive skills, interpretation and evaluation
skills, statistics, integrated testing, Turkish contextual issues related to language testing,
and ethical concerns were not much underlined in the course as mostly mentioned by pre-
service and novice teachers. Hence, the stakeholders discussed that pre-service teachers
were graduated with lack of such kind of knowledge and skills, and this argument was
especially concentrated by novice EFL teachers as the difficulties in using their language
assessment knowledge gained in the course in their teaching life. So, there is a need to

enhance their knowledge and skills with respect to such points, as well. Nonetheless, the
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most expected and needed area as highlighted and criticized by all the stakeholders was
that the course was deprived of practice. Although it is good to see that pre-service
teachers acquired theoretical knowledge and became more aware of language assessment
issues, they did not have any opportunity to practice language testing and assessment in
the course. Thus, they pointed out their practical skills did not much develop during the
course period; they needed more practical exercises in the course and even, if possible,
they needed and expected to experience assessment by constructing their own language
tests and using some kind of formative assessment means in the practicum. It is because
only teaching skills and methodological knowledge of pre-service teachers were assessed
and evaluated through lesson plans and observations in the practicum; however, since
testing/assessment and teaching are interrelated, some kind of assessment practices need
to be also focused on in teaching practice to enable teacher candidates to appreciate the
interaction between these two concepts as well as to put their knowledge into practice by
experiencing it on their own. To sum up, in fact, the course helped pre-service teachers
to develop their LAL at the basic level and most of the stakeholders believed their
assessment skills could be improved through experience, but there have been still certain
needs related to LAL that can be provided and focused through such training more before

teacher candidates begin to teach and assess.

4.2.2. The explanation of the second research question

The current study examines, secondly, the effect of ELTE course on the LAL of
pre-service ELT teachers. The analysis of all the data collected from three stakeholders
and the documents indicated that the course was successful in providing fundamental
language testing knowledge with pre-service teachers. Nearly all the stakeholders held
the same opinion that the course was beneficial, and the content was sufficient in terms
of language assessment training. For instance, course lecturers stated that as far as they
observed, there were positive changes and most of the competencies about language
testing were gained after the course. Similarly, both novice EFL teachers and pre-service
teachers exemplified what they learned during the ELTE course. All the stakeholders
highlighted that teacher candidates were more aware and critical of language testing
issues and concerns, familiar with crucial concepts, principles, testing types and items,
felt more competent, learned how to test each language skill and area separately for every

language level and age group of learners. Besides, both pre-service and novice teachers
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noted that most of their expectations and needs were met after they took ELTE course as
the course-based training of LAL; that is, they were contented with the content much.
Moreover, all the stakeholders underscored that it was good to take a specific English-
focused language assessment course other than the Turkish one called ‘Measurement and
Evaluation in Education’ because the Turkish one was very general and did not instruct
how to test language skills. So, all the stakeholders stated that ELTE course was important
for pre-service ELT teachers in that it prepared them for their future assessment practices
in their language classes. Nevertheless, even though the course was useful to establish the
basis for LAL training for future teachers of ELT, there have been certain training needs
as indicated by the stakeholders as discussed in the first research question. For example,
all the stakeholders admitted that the course contributed to theoretical knowledge more
than practical knowledge; so, there was imbalance between theory and practice of
language assessment during the course. In addition, the participants complained about the
shortage of time due to the inadequate class hours and being a single course for LAL
training because the content was very rich and demanding. Therefore, there was not much
time to keep up with each planned goals of the course throughout the semester.
Furthermore, considering the content; namely, the topics, it was based on the book
(Heaton, 2011) used as the main coursebook, and thus, the topics were devoted to only
language testing rather than assessment and evaluation. Likewise, when compared to
CoHE’s (2007) suggested content and other universities’ topic list, the syllabus used at
Anadolu University in ELTE course did not include some topics as also argued in the first
research question. For instance, recent assessment means such as alternative assessment
and computer-based testing, statistical procedures, analysis and interpretation skills such
as scoring, marking and giving feedback, teacher-made vs ready-made tests, classroom-
based vs large-scale/standardized tests, other forms of formative assessment, integrated
testing for language skills and areas were not much mentioned in the ELTE course. All
in all, it is apparent that though there was a positive change and effect in pre-service
teachers regarding LAL after they took ELTE course, the course content needs revisions
and updates in order to respond to the needs of future teachers with regard to their
development of LAL. The last but not the least, it should be emphasized that to include
such topics may not be sufficient; the knowledge should be practiced so as to make
teacher candidates internalize what they learn, improve their LAL more and be ready for

their future careers as more capable and effective teachers of English.
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4.3. Discussion

The present study mainly aims to find out whether ELTE course as a course-based
training in pre-service ELT education is effective to promote LAL of ELT teacher
candidates as well as whether it is helpful to create changes about language assessment;
that is, how LAL training in ELT training program through ELTE course was carried out.
It also intends to reveal whether there are training needs about language assessment for
further guidance. To address these issues, the opinions and experiences about language
assessment were collected via open-ended questions from three stakeholders (course
lecturers, novice EFL teachers and pre-service ELT teachers) and the documents about
the ELTE course content were also gathered. The analysis of the data showed that there
were two main inclinations as mentioned before: Conceptual Dimension (the theme
FLAL-ELTE Concept) and Training and Experiential Dimension (the theme ELTE
Course-related Issues). Under these dimensions, the participants discussed general
opinions about ELTE itself and the issues related to ELTE course as LAL training in
terms of its importance, sufficiency, shortfalls, and whether they are able to put what they
learn into their teaching. The documents were also employed to explain and describe the
content of ELTE better.

4.3.1. FLAL-ELTE concept

The concept of FLAL-ELTE was discussed from different points of views such as
its definitions, general competencies, importance and own perceived competency.

In terms of the definitions, all the stakeholders similarly defined what ELTE means.
Nearly all the stakeholders focused on the meaning of ELTE from the point of
achievement/attainment and diagnostic purposes of testing. That is, they defined ELTE
as the process of measuring and determining students’ language level as their proficiency
and their deficiencies by testing language skills and knowledge. Some of them also
highlighted that ELTE is used to find out whether learning outcomes or course objectives
are achieved while defining the construct of ELTE. Even though especially the course
lecturers were aware of alternative assessment methods since they added such topics to
their course, they did not mention such functions of assessment in their definitions. Thus,
all the stakeholders did not differentiate the meanings of the terms testing, assessment,
and evaluation. Besides, these explanations seem to define ELTE from a testing notion

rather than assessment perspective because they emphasized summative evaluation rather
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than formative evaluation. This result is in congruence with the findings of some research
studies in which ELTE was considered only as summative assessment in the literature
(e.g. Berry, Sheehan & Munro, 2017; Buyukkarci, 2014; Duboc, 2009; Gebril, 2017,
Lam, 2014; Munoz, Palacio & Escobar, 2012; Oz, 2014; Saka, 2016). Giving priority to
summative evaluation is most probably due the fact Turkey is an exam-oriented country
which employs high-stakes testing in the form of traditional multiple-choice exams as
discussed by especially novice EFL teachers and pre-service ELT teachers; and thus, the
participants are more familiar with such testing types since they previously experienced.
In addition, it may be stemmed from the fact that novice EFL teachers and pre-service
ELT teachers are trained on the basis of a rather testing notion in their ELTE course seeing
that the course content mainly concentrates on how to design tests and to write test items
so as to measure language skills and areas. Therefore, there is a need to make teachers to
comprehend the differences about the meanings of testing, assessment, and evaluation in
the first place. Then, they should be aware of other functions of assessment such as how
assessment can be used to improve learning/teaching performance and how it can be used
to get and give feedback about teaching/learning. Also, it is important to make them to
change their perspectives to keep with the recent conceptions of assessment (assessment
for learning and formative assessment) as indicated by Fulcher (2012), Hidri (2018),
Inbar-Lourie (2008), O’Loughlin (2006), Scarino (2013), and Tsagari and Vogt (2017).
As for the FLAL concept itself, the general competencies of FLAL that every EFL
teacher should possess; that is, what is needed to be language assessment literate, were
also stated. There are somewhat different opinions among the stakeholders. For example,
the course lecturers defined FLAL as the understanding of language assessment concepts
and principles, having the essential knowledge and skills of ELTE, the ability of
developing and practicing assessment, and the ability to interpret test results, which are
similar to the mostly discussed characteristics of LAL in the literature (e.g. Berry &
O’Sullivan, 2016; Inbar-Lourie, 2013b; Newsfield, 2006; NTF, 2016; Rogier, 2014).
They also underscored that FLAL requires not only knowledge but also experience as a
distinct qualification which consists of being knowledgeable about the ELTE as well as
being experienced in English testing both as test-taking and test-designing. On the other
hand, pre-service teachers reported that FLAL means to be competent in how to measure
and test knowledge of students about the target language and to know testing techniques.

They also pointed out that every EFL teacher should possess this kind of competence

156



(FLAL) in order to assess whether students learn or not. Moreover, novice EFL teachers
and some pre-service teachers noted that local needs or contextual factors such as school
type or the general conception of testing in Turkey make EFL teachers be competent in
carrying out appropriate assessment procedures in their classes, which requires them to
be assessment literate in this sense - paying attention to the contextual needs in
assessment. When compared to the literature regarding the definitions, dimensions, and
characteristics of LAL, it can be inferred that the course lecturers were the most aware
stakeholder about the meaning of FLAL, and they seemed to build idealized perceptions
about FLAL competencies while not taking into account the contextual needs, the
impacts, or historical, social and political frameworks as asserted by Fulcher (2012).
Nevertheless, pre-service teachers focused more on the knowledge and practice side of
FLAL whereas novice EFL teachers emphasized the contextual issues in assessment
practices. Hence, it can be said that each stakeholder evaluated FLAL from different
points of views. Regarding the dimensions of LAL as knowledge, skills, and principles
as put forward by Davies (2008), it can be deduced that the dimension of skills
(developing, applying and evaluating language tests) and the knowledge (how language
and setting are described) were more highlighted by the stakeholders than the principles
(the use of tests appropriately and ethically). Similarly, the stakeholders tended to think
that the component of ‘how’ (implementation of language tests) and what’ (descriptions
of language to be measured) in FLAL were more important than the component of ‘why’
(the reasoning behind the choice of certain assessment methods than others) (Inbar-
Lourie, 2008). In the same vein, according to Fulcher’s (2012) LAL dimensions, the
practices (knowledge, skills and abilities to design, practice, and evaluate assessment)
were more emphasized than the principles (the concepts and ethical concerns about
assessment) and the contexts (origins, impacts, social, political and historical frameworks
about assessment) by the stakeholders except for novice EFL teachers and some pre-
service teachers. Furthermore, when compared to MONE-ELT Competencies (2008) with
respect to language assessment, it can be argued that the stakeholders commented more
on the use of measurement and evaluation than the aims, interpretation, and feedback.
Therefore, it can be concluded that most of the stakeholders underlined the competencies
of FLAL as skills, practices and how it is used whereas they excluded the other features
such as ethics, fairness, statistics to interpret, how to communicate with assessment

results, knowledge of historical, social or political concepts related to assessment, the
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rationale behind assessment choices and uses like contextual or instructional needs, and
most importantly, how to describe the language aspects to be measured as stated by
Fulcher (2012), Giraldo (2018), Inbar-Lourie (2008), and Stabler-Havener (2018). Thus,
there is a need to draw attention to such features of FLAL, and to make them comprehend
the meaning as well as the elements of being language assessment literate for better
education.

However, when the perceived competency in FLAL of the participant stakeholders
are considered, all the course lecturers and half of the novice EFL teachers considered
themselves highly competent in English language assessment whereas pre-service ELT
teachers after the course perceived themselves at the moderate level because they believed
they would enhance their assessment skills via experience. Therefore, it can be interpreted
that ELTE course made significant contributions to develop LAL of pre-service as well
as novice EFL teachers because they believed they gained necessary knowledge and skills
in assessing English language while those who felt less prepared to assess hoped to
improve by means of experiencing assessment. Compared to the literature, although most
of the studies found low levels of in-service or pre-service teachers (e.g. Buyukkarci,
2016; Fard & Tabatabaei, 2018; Karaman & Sahin, 2014; Tsagari & Vogt, 2017; Vogt &
Tsagari, 2014; Volante & Fazio, 2007; Y. Xu & Brown, 2017), the present study reached
the conclusion that most of the stakeholders felt prepared to assess properly as in
Hudaya’s (2007) study. Thus, further training can be provided to make them gain practical
skills more while experiencing English language testing and assessment.

Regarding the importance of FLAL-ELTE in education, all the stakeholders agreed
that such knowledge and skills are very important in foreign language education. It is
because as Bayat and Rezai (2015) asserted that there is a relationship between teaching
and assessment, most of the participants mentioned that assessment is as important as
teaching itself. For instance, most of the stakeholders reported that assessment is an
effective feedback tool both for learning and teaching to detect the progress, the missing
points, and whether students learn or not as supported by many researchers such as
Bachman and Palmer (1996), Brennan (2015), Heaton (2011), Hidri (2018), and Rogier
(2014). Besides, most of them, but especially pre-service teachers, underscored the
importance of being language assessment literate because they pointed out that every EFL
teacher should know how to assess as a part of their professional competence; so, they

need to acquire the knowledge and skills of English language assessment. This idea has
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been also justified by certain researchers similarly such as Buyukkarci (2016), Newsfield
(2006), Rogier (2014) and White (2009), all of whom assume that better LAL leads to
better education.

To sum up, all the stakeholders appreciated the importance and benefits of language
assessment and being assessment literate in foreign language education. Although most
of the stakeholders successfully defined and were familiar with the concept of ELTE and
FLAL, they ignored certain features or competencies of FLAL as recommended by some
researchers in the literature. It can be inferred that their knowledge was at the basic level
because they focused on testing and summative functions of assessment, and the
dimension of skills and practices mostly. Thus, there is a need to make them to be aware
of various meanings and functions of language assessment while changing their beliefs

and perceptions into more learning-oriented and formative practices of assessment.

4.3.2. ELTE course-related issues

The issues related to the training side of ELTE course, benefits and importance,
shortfalls and suggestions, and the use of what was learned in teaching life as the

experiential side were discussed.

4.3.2.1. The content and practices of ELTE course

The ELTE as a compulsory course is delivered to provide pre-service teachers with
the knowledge and skills of English language testing and assessment at the last year of
ELT training program. Though there is a suggested syllabus by CoHE as mentioned
before, all the course lecturers mentioned that they were not aware of such content, and
they organized their syllabus according to their own knowledge. However, when the
documents, the statements of the course lecturers and the content recommended by CoHE
are compared, it can be realized that the topics or the learning outcomes were quite
similar. For example, most of the course lecturers demonstrated that their course
comprised of the topics such as basic concepts and principles of language testing,
approaches to language testing, different test types, testing techniques, and testing
purposes, test developing techniques for different language skills and areas, criteria of
testing like reliability and validity, and analyzing and interpreting test results. They also
stressed that they added new topics such as alternative assessment, dynamic assessment,

computer-based testing and statistics to their existing content. Thus, it appears that
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although some thought that existing content was sufficient, others tried to update their
content by adding new topics.

On the other hand, when compared to CoHE’s content, it is apparent that some
topics were not placed in their syllabi. For instance, classroom-based assessment vs
standardized-tests, other types of assessment such as portfolio, self-assessment and
learner diaries, and application of basic statistics were not covered much; only a few
course lecturers tried to mention them in their courses. Thus, the topics give the
impression that the syllabus is much more testing-oriented because of its highlighting
testing issues as well as it seems to deal with mostly theoretical issues. This is also
validated by novice EFL teachers and pre-service teachers in line with the opinions about
the (in)sufficiency of the content. For example, most of them thought that the topics were
very theoretical, and there was no time to practice their testing abilities; even, most of
them stated they did not construct a language test on their own, and they were just
assessed in terms of how much they knew about language testing. In addition, although
most pre-service teachers stated that they expected more practice than theory, they
pointed out they could not enhance their practical testing skills after the course. Hence,
nearly all the pre-service and novice EFL teachers drew attention to the fact that the
content was deprived of practical issues and it did not improve their testing language
skills; they just became familiar with how to design tests, and what kind of test items can
be used for each language skill testing. This argument was in fact expressed by the course
lecturers, as well. They admitted the course content provided a basic training like
introduction to language testing in terms of its theoretical side because they observed their
course-takers became more aware, but they were not able to design and administer sound
assessments. Such conclusions are also verified by some studies in the literature. For
example, Jin (2010), Lam (2014) and Hatipoglu (2015) revealed that the course contained
basic theoretical issues rather than practices and other topics about assessment. Therefore,
some updates in terms of the content are needed, especially with regard to practical
applications.

In addition, some novice EFL teachers argued that more emphasis was given to
testing grammar, vocabulary and receptive skills than productive skills because they
indicated they had difficulties in administering speaking and writing tests in their teaching
professions. This finding was also found in Mede and Atay’s (2017) study in which EFL

teachers were not able to test listening and speaking. Similarly, most of in-service EFL
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teachers were found to use language tests to measure grammar and vocabulary rather than
testing other skills (e.g. Duboc, 2009; Saricoban, 2011; Semiz & Odabas, 2016; Tsagari
& Vogt, 2017). Thus, there is a need to devote a balanced time among the topics of the
course to create awareness as well as to provide good practices of all language skills
testing for their future career.

Furthermore, some novice EFL teachers highlighted that some topics such as
preparing rubrics or checklists should be added in order to improve their interpretation
skills. Consequently, it can be inferred that the content did not provide such training much
though the course lecturers stated this issue in their learning outcomes but not explicitly
stated in their weekly planned topics in Anadolu-ELTE syllabus (2017). In this sense,
Watanabe (2011) also highlighted that course-takers had challenges in marking and
scoring after they took the course. Besides, most novice EFL teachers complained about
the content did not reflect on Turkish contextual issues or its local needs seeing that they
found hard to practice certain language testing types. Therefore, there is a need to develop
interpretation skills, to emphasize and give examples related to local issues in the content.
Then, the syllabus should be reorganized to include such topics in its content.

Pertaining to the materials used, all the course lecturers were found to use certain
testing books; the most popular one was Heaton’s (2011) ‘Writing English Language
Tests’. They chose their coursebook mostly according to the fact that the book contained
practical samples. Yet, few of them included supplementary materials such as other books
or articles, sample problems and questions, and statistical procedures. When the syllabus
of the course lecturers is examined, it is clear that most of them arranged their topics
according to the book content they used. Hence, the topics were based on much more
testing perspective. Moreover, most pre-service teachers indicated that the book was
outdated, and the examples did not match with recent assessment techniques in relation
to the characteristics of language learners. These findings are similar to Davies’s (2008)
and Jin’s (2010) studies in which most teachers adopted Heaton’s book in their courses.
However, it would be better if other supporting materials based on different kinds of
assessment knowledge, methods and techniques, specifically, to show how assessment
can be used with the aim of formative purposes to improve learning rather than just
mentioning certain types of assessment were included.

Regarding the criteria for assessment and evaluation, it can be said that the criteria

were the same for each course lecturer. They mostly employed a midterm and final exam
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in the form of multiple-choice and open-ended questions. Nevertheless, some of them
made students prepare language testing tasks, to present assessment topics and to write
weekly reflections. Thus, it can be deduced that they also tested their course-takers in the
form of summative assessment. This is also discussed by pre-service and novice EFL
teachers such that they were assessed two times by a form of knowledge test mostly rather
than preparing language testing tasks during the term. Thus, not just traditional but also
other formative or alternative forms of assessment may be utilized to assess course-takers’
progress, and this might also be an example for them to see how such assessment is carried
out by experiencing it.

As a conclusion, it can be said that although it is good to see that the content was
intended to improve testing abilities used in assessing English language skills and areas,
and it gives a basic training how ELTE is implemented and the criteria of language testing
such as reliability and validity, there is a need to make some revisions. It is because it
gives the impression that the content was based on much more theoretical knowledge,
and the topics were mostly about testing and summative assessment. In this way, course-
takers developed a testing notion in their minds, and they focused on only certain purposes
of assessment such as measuring language skills to find out how much is learned. Besides,
compared to LAL dimensions and characteristics, it can be deduced that the content did
not provide information about especially the component of principles (impact, ethics)
(Davies, 2008), the rationale behind assessment choices (why) (Inbar-Lourie, 2008), the
contexts (historical, social and political frameworks) as well as the principles and
concepts (ethical issues) (Fulcher, 2012), and the characteristics of designing and
executing language assessments in line with the learning goals. Thus, the syllabus can be
redesigned in the light of pre-service teachers’ needs as well as the contextual
expectations and local needs, for a good training of LAL should include balanced
proportions of what-how-why of language assessment on the basis of a contextualized
instruction (Inbar-Lourie, 2008; Taylor, 2013).

4.3.2.2. The sufficiency and shortcomings of ELTE course

The experiences related to ELTE course illustrated that there were both positive and
negative sides of the course in terms of its learning outcomes, the place in the curriculum,

class hours, and the ability to use or difficulty in administering. Nonetheless, the findings

162



imply that in general, the course was found beneficial and effective, but some revisions
and changes are needed to improve it more.

To begin with, all the stakeholders agreed that the ELTE course is important and
beneficial because they believed it is helpful to provide necessary knowledge and skills
about English language testing for the future professional life of teaching. It also enabled
pre-service teachers and novice EFL teachers to become aware of and familiar with
language testing issues. Most of them found the existing content was rich in supplying
information how to test language skills and areas. Especially, pre-service teachers
reported that ELTE course was complementary to teaching methods courses; so, they
believed they made a connection between testing and teaching. They also underlined that
ELTE course was a domain-oriented course directly related to testing English language
abilities, which makes it be different from Turkish general education course of
assessment. Besides, both pre-service and novice EFL teachers pointed out that the course
responded to their needs and expectations. Moreover, there was a positive change before
and after the course. For instance, the course lecturers stated that pre-service teachers
were more aware of ELTE topics and gained basic knowledge of language testing. Novice
EFL teachers also mentioned they were able to use the course knowledge in their
classrooms to test their students properly, but mostly using traditional forms such as
multiple-choice tests for grammatical ability. In the same vein, pre-service teachers
underlined what the course contributed to them in terms of acquired knowledge and skills
as well as gaining more critical views with respect to testing. Such findings are similar to
those studies which concluded that ELTE course was beneficial in changing attitudes,
gaining certain knowledge and skills, and achieving the course objectives (Csépes, 2013;
C. Yetkin, 2015; Hilden & Frojdendahl, 2018; Yastibas & Takkac, 2018b; Watanabe,
2011).

Besides, some novice EFL teachers pointed out that it is important to take such
course in teacher education for their teaching life because they discussed that some of
their colleagues were not trained well in ELTE, and even there were those who did not
take any training how to assess their students. This assertion is also verified by several
studies in the literature such that most of the in-service EFL teachers either having basic
training or having no training about ELTE were not able to handle language assessment
in their classes properly; they stuck to traditional forms and their teaching and testing did
not overlap (e.g. Gebril, 2017; Giraldo Aristizabal, 2018; Hakim, 2015; Koksal, 2004;
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Oz, 2014; Vogt & Tsagari, 2014). In this sense, the participant novice EFL teachers
suggested in-service training may be helpful to overcome such incompetencies while
teaches are at the stage of teaching. They also pointed out in-service training would be
helpful for those who already took course to refresh their knowledge and to learn from
other teachers’ experiences. The impact of in-service training that was helpful for teachers
to gain assessment skills was also found in the literature (e.g. Gebril, Boraei & Arrigoni,
2016). Thus, in-service training can be said to be useful to fill the gaps in LAL of those
who are not very competent even they took LAL training at teacher education as well as
of those who are not familiar with and did not take such training before.

Furthermore, the course instructors were found very efficient and qualified in ELTE
by pre-service teachers, which helps them to gain appropriate and beneficial knowledge
of ELTE. This is similar to the argument of Jeong (2013) that the background of teacher
educators is important such that they must be professionally developed to give content
courses. Seeing that the participant course lecturers were experienced in giving ELTE
course as well as open to innovations and made efforts to improve themselves, they were
expected to be efficient teachers in ELTE.

As for the learning outcomes or the course objectives, the course lecturers pointed
out that students would be more aware of ELTE, learn basic concepts, principles and
types of ELTE, be able to develop, implement, adapt and evaluate language tests in terms
of language skills and areas. Correspondingly, at the end of the course, most course
lecturers indicated that their course-takers become more aware, familiar with basic
concepts, critical about testing, acquire the ability to select and write appropriate test
items, and feel more competent. When the perceptions of pre-service teachers are taken
into consideration, they also pointed out that they believed their views of testing changed,
they gained necessary knowledge and skills of ELTE in terms of its theories, learned
criteria of testing (reliability, validity, table of specifications, etc.), types and purposes of
tests, and how to construct appropriate test items according to related language skills and
areas. In addition, most of novice EFL teachers reported that the course was useful to
supply information about how to plan and apply language tests for each language skill
and area. Therefore, it can be concluded that most of the course objectives were achieved,
and most of their expectations and needs were met. The finding that the course was
beneficial and effective was also confirmed by some studies in the literature, as well (e.g.
Csépes, 2013; Hilden & Frojdendahl, 2018; Yastibas & Takkac, 2018b; Watanabe, 2011).
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On the other hand, although the course was found beneficial, there were
shortcomings highlighted by all the stakeholders. The most common shortfall was about
the lack of practice during the course period. The course lecturers admitted that though
their course-takers learned the theory of language testing, they did not develop their
practicing skills of testing. Even though they stated that LAL entails both knowledge and
experience, they did not include practical applications to make students to experience it.
Besides, both pre-service teachers and novice teachers criticized that they learned only
theory, but they could not transform their knowledge into practice. They also underlined
that giving only one assignment as the preparation of language testing tasks did not mean
to practice it. Therefore, they needed further training for practice as validated by certain
studies in the literature (e.g. Buyukkarci, 2016; Hatipoglu, 2010; Jin, 2010; Komur, 2018;
Sariyildiz, 2018; Sheehan & Munro, 2017; Viengsang, 2016; Wach, 2012).

Moreover, some pre-service teachers argued that they could not practice their ELTE
knowledge in the practicum though they had a chance to do, but they said the mentors
focused on teaching much rather than assessment since they were made to write lesson
plans only on the basis of teaching. This argument is similar to some study findings such
as Sariyildiz (2018) and Viengsang (2016) in which pre-service teachers were not able to
practice assessment in the practicum. Thus, as many stakeholders in the present study
suggested, teacher candidates must practice language testing not only in the ELTE course
but also in the practicum for further improvement. In this issue, especially some novice
EFL teachers mentioned their difficulties in testing their students with reference to the
ELTE course. For example, they stated that they did not gain much experience during the
course since they studied on imaginary situations too much. Thus, they found it hard to
practice or adapt testing knowledge in real life. According to them, this was also stemmed
from the fact that the course did not touch upon the topics related to contextual issues
such local conditions or Turkish contextual issues though the context was very influential
in testing practices (e.g. Saka, 2016; Yan, Zhang & Fan, 2018). Hence, they found the
course a little bit imaginary and idealized in this sense. Compared to the literature, several
studies concluded that most in-service teachers had the knowledge, but could not practice
assessment procedures effectively as in the present study (e.g. Giraldo Aristizabal, 2018;
Hakim, 2015; Jannati, 2015; Koksal, 2004; Mede & Atay, 2017; Oz & Atay, 2017; Yan,
Zhang & Fan, 2018).
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In addition, some novice EFL teachers and pre-service ELT teachers indicated that
their interpretation skills and evaluation methods such as giving feedback, scoring and
marking were not developed much. That is, they mentioned they had difficulties in
communicating with assessment results. Though there were topics and learning outcomes
related to analysis and interpretation of test results to get and give feedback in some of
the syllabi of the universities, but not in Anadolu-ELTE (2017) syllabus, it appears that
such issues were not covered in the course. Therefore, there is need to improve such skills
in terms of language assessment seeing that most researchers have illustrated that one of
the characteristics of being assessment literate is to be able to analyze and interpret the
results to reinforce and motivate learning/teaching, and know how to communicate with
results to give feedback (Berry & O’Sullivan, 2016; Inbar-Lourie, 2013b; NTF, 2016;
Rogier, 2014; Stabler-Havener, 2018; Taylor, 2012). This characteristic of LAL is also
included in MoNE-ELT Competencies (2008), and thus, teacher candidates need to
develop such skills before starting to teach.

Concerning the semester, class hours, and the number of ELTE course, there are
different opinions about them among the stakeholders. For instance, most of the course
lecturers stated that to give ELTE in the last semester of teacher education is appropriate
because pre-service teachers just finish their teaching methods courses and are ready to
assess. Yet, some novice EFL teachers and pre-service teachers argued that the last
semester was too late to take the course; it should have been given in earlier years of the
program. This argument was also supported by one course lecturer, and s/he said ELTE
can be added as a dimension to methods courses so that teaching and assessment are
taught in an integrated way. In this way, pre-service teachers might be introduced to
language testing and assessment earlier, and then, they may have a chance to improve
themselves in ELTE course more. It is because all the stakeholders agreed that there must
be a separate ELTE course in the program to help teacher candidates to be professionally
competent in the field of language assessment. In addition, some of the course lecturers,
novice teachers and pre-service teachers complained about the inadequacy of class hours
because they noted that the class hours were not enough to cover such a comprehensive
ELTE course-based training, and when LAL dimensions are considered, it can be inferred
that all the components cannot be focused in a single course. They also commented that
just a single course led the content to be lack of practical issues and there was no time to

emphasize each topic in the same significance, and even some topics were not mentioned,
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at all though they were in the syllabus. Hence, all the stakeholders who thought class
hours and a single course were not adequate recommended that two following courses as
ELTE-I and ELTE-II can be a solution; in the first one, more theoretical knowledge, and
in the second one, more practical applications might be delivered. They also believed that
elective courses may be helpful especially in relation to practice. However, it should be
noted that elective courses do not guarantee that all teacher candidates select language
assessment course as elective course; and hence, it is much more sensible to make the
course compulsory. Seeing that the need for further training was stressed much in the
literature as a result of the research studies (e.g. Hatipoglu, 2010; Sariyildiz, 2018;
Sheehan & Munro, 2017; Tsagari & Vogt, 2017; Wach, 2012), there must be enough time
for all the content of ELTE as well as the components of LAL in the course-based training
to enable future teachers to be assessment literate.

In response to such shortfalls, all the stakeholders shared some suggestions to
improve LAL training in ELTE course better. For example, a single course was not
adequate to focus on all the topics of ELTE; and thus, they recommended that elective
courses or dividing the course into two semesters may be helpful. Seeing that the most
problematic side of the course was its lacking practical issues, some stakeholders
suggested the ways to promote language testing practices; for instance, the coordination
with practicum may be useful or more samples, examples, activities or tasks can be
provided to improve practical skills. Specifically, since novice EFL teachers drew
attention to the fact that testing productive skills were not much highlighted in the course,
a balanced time and effort allocation to each topic can be beneficial. They also mentioned
that more realistic examples and exercises may be helpful. More emphasis may be put on
the tasks for interpretation and evaluation seeing as the content not covering such issues
much. In addition, pre-service teachers underscored that they learned testing language
skills separately, but they did not study on integrated testing in which all the language
skills are tested to find out overall language ability as in proficiency and standardized-
tests. Thus, the topic of integrated testing can be added to the content. Lastly, though
nearly all the participants believed the course content was good and satisfying, they were
all aware of the fact that it should be updated and revised.

To put it briefly, it can be concluded that the course was effective in giving basic
LAL training because course-takers as novice and pre-service teachers agreed that they

learned a lot and it created awareness about language assessment. Besides, more or less
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the course objectives were achieved, and expectations and needs of course-takers were
met. Still, there were some gaps to be filled. For instance, the perceptions of the
stakeholders were based on a testing point of view than assessment, and mostly,
traditional forms of testing methods as a summative assessment were studied in the
course. It is because most of them highlighted that the purposes of testing and testing how
much is learned by means of exams. Most of pre-service and novice EFL teachers
perceived themselves to be able to carry out assessment procedures at the moderate level.
Besides, not much emphasis was put on productive skills testing, interpretation and
evaluation matters, and local needs and contextual issue. The integrated testing of skills
was also not much underlined in the course. Specifically, the lack of practice and
experience about language assessment was the most reported shortfall of the course by
all the stakeholders. Hence, there is a need to revise the course content and practices in
order to provide a better training of ELTE for future teachers and to make them more
competent in LAL seeing that some of the characteristics to be highly competent in terms
of LAL as discussed in the literature (e.g. Berry & O’Sullivan, 2016; Fulcher, 2012;
Giraldo, 2018; Gotch & French, 2014; Huang & He, 2016; Stabler-Havener, 2018) were
not fully provided and covered in ELTE course.

4.3.3. LAL training needs

The major concern of the current study is to explore foreign language assessment
training needs of pre-service ELT teachers. It also aims to investigate to what extent a
course-based training (ELTE course) is useful to improve their LAL before beginning
their professional careers. The findings from three stakeholders concerned with the ELTE
course at English language teacher education as well as the documents about the course
content collected from other universities revealed the course provided the basic training
for future teachers, there was a positive change in pre-service teachers after the course,
and the course was found beneficial and helpful especially for its being English language
focused. Yet, some shortcomings and challenges related to the course were highlighted
by the participants, and also, some training needs for LAL were identified.

Firstly, the perceptions of the stakeholders regarding the concept of ELTE or FLAL
were based on a testing notion rather than assessment perspective. It is because though
they had certain knowledge of the basic terms and concepts of ELTE, they mainly focused

on summative purposes of assessment which can be performed through traditional for
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forms of language tests either to diagnose students’ strengths and weaknesses or to
measure their language knowledge and abilities. These findings were most probably
caused by the topics covered in the course and the coursebook that was followed because
the topics in line with the coursebook were much more testing-oriented. Therefore, there
is a need to change their perceptions towards a more formative assessment viewpoint to
catch up with the recent advancements and shifts in foreign language assessment and
education as well as to gain the perspective of how to improve and foster foreign language
learning via assessment rather than just measuring language on its own. Similarly, the
stakeholders did not differentiate the meaning of testing, assessment and evaluation; they
inclined to think all of them were the same, and they referred to testing and measurement.
Thus, in this sense, there is also a need to make them be aware of what such terms mean.
Considering the dimensions of LAL proposed in the literature (e.g. Davies, 2008; Fulcher,
2012; Inbar-Lourie, 2008), nearly all the stakeholders underlined the practices or skills
which are related to how language assessment is conducted (to design, develop, write and
administer language tests), and the knowledge that is about what language component is
measured or assessed (grammar, vocabulary, listening, etc.). They did not much highlight
the principles that are about how tests can be used properly and ethically, and also they
did not much mention the contexts (typical frameworks for own teaching setting, origins,
reason, impacts) and the reason why teachers decide to employ certain assessment
methods. Therefore, there is a need to boost their LAL in terms of such dimensions to
help pre-service teachers to be aware of what LAL means to develop their professional
competence.

Secondly, concerning the objectives or learning outcomes of the ELTE course, the
stakeholders shared their acquired knowledge and skills. They underlined that they
became more aware and critical of ELTE, gained knowledge of basic concepts, became
familiar with test types for different purposes and language levels, how to test language
skills separately, and felt more competent. However, all the stakeholders underlined that
the course was lack of practice at all points. For example, they criticized that though they
learned how to design a grammar multiple-choice test item, they did not perform such
knowledge during the course period. They also did not have any opportunity to use their
testing knowledge in their teaching practice, but only their teaching skills were evaluated.
Thus, assessment is separated from teaching even in the practicum, which is against the

interconnection between assessment and teaching. Since they were not able to put their
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knowledge into practice, there is a need to enable them to experience what they learn.
Otherwise, as in the present study, all they learned remained at the theoretical base.
Another point is that there was much more emphasis no testing grammar, vocabulary and
receptive skills rather than productive skills; and thus, there is a need to allocate balanced
proportions of times to each topic as they deserve. In addition to this, the participants
indicated that integrated testing skills were not much highlighted; they only learned how
to test each language skill on their own. It would be better if they studied and constructed
an overall language test according to given aims. Furthermore, novice EFL teachers and
some pre-service teachers argued that they did not have any training on how to score,
interpret, give feedback and explain the results to others in order to enhance learning. So,
since the interpretation and evaluation skills were not developed much, this issue should
not be ignored. Moreover, contextual issues, local needs of Turkish educational system
in relation to assessment and ethical concerns were not touched upon throughout the
course. Therefore, there is a need to enable pre-service teachers to be aware of such issues.
It can be inferred that some of the characteristics of assessment literate teachers were
acquired, and the other features should be supplied to teacher candidates for their future
teaching lives.

Thirdly, the content of ELTE course was mostly found sufficient by the
stakeholders; however, they indicated that it was based more on theoretical knowledge
than practical skills. When the content of ELTE course is compared with CoHE’s (2007)
suggested topic list for language assessment training and MoNE’s (2008) expectations
(see Table 4.2), it is obvious that the contents are similar to each other. Nevertheless,
some dimensions or elements are not covered; and thus, they should be emphasized and
included for a better LAL training. For example, some recent assessment methods such
as alternative assessment (e.g. portfolio, self/peer assessment, diary) and computer-based
testing, teacher-made assessments, statistical procedures, the analysis and interpretation
of results to give feedback and testing overall language ability were not embraced much.
As discussed previously, there was also no information about Turkish contextual testing
issues that were highlighted much especially by novice EFL teachers. Then, there is a
need to change testing-oriented content into more assessment-oriented by updating the

syllabus as well as making it more practice-based.
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Table 4.2. The comparison and contrast of the ELTE course content

Participant Universities

What is needed?

CoHE (n=7) MoNE (theory and concept;
suggests doing expects findings of
(2007) (2017-2018) (2008) stakeholders and
documents)

basic concepts,
principles and
constructs of
classroom-based
assessment

different types of tests
and testing and various
types of questions for a
wide range of language
assessment purposes,
development and
evaluation of such
language tests and of
other available types

language tests for
different age groups,
different proficiency
levels and various
learner styles

test preparation
techniques for testing
reading, writing,
listening, speaking,
vocabulary and
grammar individually
and testing language
skills in an integrated
manner

application of basic
descriptive and
inferential statistical
calculations and the
principles underlying
test design

introduction of the course:
aim and course material,
introduction to language

testing;

approaches to language
testing

criteria and types of tests;

objective testing

no other assessment types

such as alternative at
Anadolu University

but some mentioned other
types such as alternative,

computer-based, etc.

SO-SO

tests of grammar and

usage; testing vocabulary,
listening, oral production,

reading, writing

criteria and types of tests;

no statistics at Anadolu
University

but some used statistics

hidden in other
competencies

monitoring and
assessing
language
development/
progress

monitoring and
assessing
language
development/
progress

monitoring and
assessing
language
development/
progress

none

V but LAL dimensions
should be emphasized,;
also, more assessment
perspective needed

(especially formative)

\ but more practice

\ more examples
needed

\ but integrated
manner and more
practice needed

statistics and
interpretation needed
with more practice
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6 stages of test stages of test construction ~ monitoring and  such topics need to be

construction, item in test preparation assessing highlighted more,
analysis and techniques for language language especially,
interpretation of test skills & areas; development/ interpretation of scores
scores, standardized progress and teacher-made
tests teacher-prepared  backwash language tests needed
language tests and with more practice
beneficial backwash no interpretation and

analysis techniques

also, some mentioned
standardized tests,
interpretation of test results

Lastly, as far as the procedural side of the course is taken into account, the criteria
to assess and evaluate pre-service teachers were based on summative assessment since
they were assessed two times by means of midterm and final exams. To set an example
for future teachers of ELT, their progress in the course also needs to be assessed so that
they become aware of other functions of assessment. Besides, most stakeholders
complained about inadequate class hours and being a single course for ELTE; and thus,
there is a need to redesign course hours and given semester. Moreover, the book used in
the course was based on only language testing side. As a result, other supplementary
materials need to be included for a better training for language assessment.

To sum up, the course seems to provide a basic training for LAL, and it would be
better if it was revised in response to the needs of teacher candidates. In this way, it is
hoped that they will be more aware, knowledgeable, skillful, and effective teachers in

terms of language assessment.
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CHAPTER 5

5. CONCLUSION
5.1. Summary of the Study

The current study is designed to investigate to what extent the course of English
language assessment given in teacher education program at Anadolu University promotes
the development of language assessment literacy of pre-service ELT teachers. It also aims
to find out what kind of assessment training needs pre-service teachers have. To address
these issues, this study, based on descriptive research, explored the opinions, experiences,
needs, expectations and practices of three stakeholders (course lecturers, novice EFL
teachers as the alumni, and pre-service teachers as the course-takers) through open-ended
questions. The documents about the content of ELTE course applied in other universities
were also collected by means of the related webpages on their university websites to
support the findings while evaluating the course content. There were three groups of
participants. The first group was made up of 10 course lecturers from 7 universities. The
second group consisted of 22 novice EFL teachers as the alumni of ELT program at
Anadolu University graduated within 5 years. Both course lecturers and novice EFL
teachers responded to open-ended questions via a web-based application. The last group
contained pre-service ELT teachers as the course-takers: Their responses to open-ended
questions were gathered two times; before taking the course (n=164) and after they took
the course (n=146). The responses of all the participants were analyzed via content
analysis, and the documents about the course content were examined by the help of a
categorical checklist. The analysis of the data revealed that nearly all the stakeholders’
comments were similar and complementary to each other. Therefore, two themes for each
stakeholder were found: FLAL-ELTE Concept which was about the conceptual dimension
of LAL, and ELTE Course-related Issues which were about the training and experiential
dimension of LAL. The participants defined the concept of FLAL and ELTE, underlined
the importance of LAL, mentioned the qualifications and competencies of FLAL, and
reported their own perceived competency in FLAL under the category of FLAL-ELTE
Concept. Pertaining to ELTE Course-related Issues, each stakeholder shared their
opinions and experiences from their own point of view. For instance, the course lecturers
exemplified their course content and practices, commented on students’ progress during

the course, expressed why they taught that course, gave general opinions about the course
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content, its topics, its offered semester, its length and its number. On the one hand, novice
EFL teachers described their previous experiences in the course referring to acquired
knowledge and skills, general benefits and sufficiency of the course, shortfalls of the
course and suggestions to improve, and on the other hand, they focused on their current
assessment experiences such as the ability to use what was learned in the course, how
they used it, and the difficulties in performing assessment in their classes. Pre-service
teachers before the course mentioned their expectations and needs and gave their general
opinions about the course; for example, whether it was important and beneficial. After
they took the course, pre-service teachers underscored what they acquired in terms of the
knowledge and skills, whether their expectations were met, and discussed the course
content with regard to its benefits and shortcomings.

Considering FLAL-ELTE concept, nearly all the stakeholders were aware of what
ELTE means, familiar with some basic terms and concepts, and appreciated its
importance in education. However, they concentrated on the testing notion, summative
evaluation, and only the purposes of diagnosis and achievement in language testing. They
did not much mention formative assessment or other types of testing and assessment.
Therefore, they did not differentiate the meanings of testing, assessment and evaluation.
Besides, all the stakeholders recognized that FLAL is an important feature of every EFL
teachers’ professional competence for better education, but in terms of the qualifications
of FLAL, they mostly emphasized the dimensions of skills and knowledge rather than
principles (proper and ethical use) and contexts (origins, reasons, historical, political and
social frameworks). As for their perceived competency, all the course lecturers and half
of the novice EFL teachers considered themselves to be highly competent in language
assessment whereas pre-service teachers perceived themselves at the moderate level.

When it comes to ELTE Course-related Issues, in general, the course was found
beneficial and helpful, especially for future teaching life. Moreover, the course content
had similar topics and practices among the universities. There was also a positive change
and improvement in terms of course-takers who felt themselves more competent after
they took the course. They became familiar with basic terms and concepts, different test
types and purposes, and how to test each language skill on its own. It can be inferred that
it provided a basic training for LAL because all the stakeholders thought it was too
theoretical, and there was no practice in the course. Besides, all the content was devoted

to language testing; there were not much emphasis on other assessment topics such as
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alternative assessment. Seeing that it was testing-oriented, the course-takers developed
their testing knowledge and only learned how language skills can be tested with a great
emphasis on testing grammar, vocabulary and receptive skills through traditional testing
forms rather than productive skills and integrated testing without practicing their such
knowledge. In addition, one of the topics criticized was about interpretation and
evaluation skills which were ignored in the course; so, pre-service teachers did not know
much how to score, grade or give feedback according to testing results. They also
complained that the content and the book were outdated. Even, it did not touch upon local
needs of Turkish EFL context as well as its education system, which shows the content
ignored contextual issues. Furthermore, since the course was too demanding and there
was no time to practice, the class hours were found inadequate. As a result, although the
course seemed to be useful to promote LAL of pre-service teachers, there were still some
missing points to be fulfilled in order to make teacher candidates more assessment literate;
so, the ELTE course needs to be revised in response to the needs of pre-service ELT
teachers for a better LAL training.

All in all, it can be concluded that this study is hoped to contribute to the
understanding of LAL development and assessment training needs of pre-service ELT

teachers within teacher education program.

5.2. Implications

The present study is believed to provide new insights into LAL development of pre-
service ELT teachers by means of a course-based training at teacher training program,
whether the training is helpful to enhance LAL, and what kind of assessment training
needs teacher candidates have. The data collected by three stakeholders (ELTE course
lecturers, novice EFL teachers, pre-service teachers) accompanied by the documents
regarding the course content revealed positive sides and gaps of LAL training. Though it
is very pleasing to find out the ELTE course was useful to supply initial basic LAL
training, there are still some points to be revised to improve the training more in order to
make pre-service teachers be ready for their future assessment duties. Therefore, in the
light of the findings, some pedagogical implications can be suggested.

Language assessment courses can differ in terms of its purpose and target group
(Berger, 2012); however, maybe their first objective is to make pre-service teachers be

aware of what language assessment means (Coombe, Troudi & Al-Hamly, 2012). In the
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present study, all the stakeholders were found to be aware of its meaning; however, they
considered language assessment as something equals to language testing and
measurement, and they did not differentiate the terms testing, assessment and evaluation.
They also tended to think language assessment refers to summative rather than formative
assessment. To broaden their perspectives about assessment, and to make them
comprehend other functions of assessment such as how assessment contributes to
learning/teaching (Jin, 2010; Klinger, 2016), the content of the course should be revised.
It is because they shape their beliefs and perceptions about assessment according to what
they learn, which affects their future assessment performance in their classes (Yan, Zhang
& Fan, 2018). For example, at the beginning of the course, the different meanings of the
basic terms and concepts should be explicitly introduced as also suggested by H. Xu
(2017). In addition, other LAL dimensions such as principles, contexts, reasonings,
origins, backwash effect and ethics should be emphasized because most of the
stakeholders inclined to think only how testing procedure (developing, designing, writing
test items) is executed rather than considering the reasons, purposes and contextual issues
that influence assessment practices. In this respect, local needs of Turkish educational
system can be discussed and exemplified throughout the lessons because each teaching
context has its own concerns and challenges about assessment (Berger 2012). Unethical
assessment practices should also be discussed to enhance assessment literacy (Newsfield,
2006) seeing that the stakeholders did not mention this dimension much. Furthermore,
since the coursebook was testing-oriented, other topics about assessment and evaluation
should be added to the syllabus. In other words, the syllabus should be updated by adding
recent topics with regard to language assessment as done by some participant course
lecturers in this study such as alternative assessment to enable them to understand how
they improve language learning rather than only measuring language abilities as well as
to help them to keep up with the recent developments. Besides, the course content was
based on the testing language skills separately; however, pre-service teachers need to
understand how an overall language ability is assessed. Therefore, the topic of the
integrated testing and assessment should be included in the course. Moreover, a balanced
time should be allocated to each topic in the course because some stakeholders
complained about the greater emphasis put on testing grammar, vocabulary and receptive
skills than productive skills; and thus, there is a need to focus on the ways of assessing

speaking and writing skills. Also, most stakeholders criticized that they could not improve
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their interpretation and evaluation skills to give feedback; so, this topic should be
concentrated on more in the lessons. The evaluation criteria of the course itself should be
changed because it is based on summative than formative; and hence, to be a good model
for future teachers, other assessment criteria should be added to the course such as
collecting drafts of language tasks designed by course-takers and evaluating them to
improve their progress. Making the course a model and providing good practices are
important to make pre-service teachers competent and assessment literate for their future
assessment performances (Volante & Fazio, 2007).

On the other hand, not only adding needed topics to the syllabus and revising the
content and objectives of ELTE course, but also promoting practicing skills about
language assessment is needed. Otherwise, as in the present study, the course might
remain too theoretical and without practice, pre-service teachers cannot develop
meaningful assessment knowledge. To do this, more examples, exercises and tasks should
be studied to make them to connect their knowledge with their skills of assessment. For
instance, pre-service teachers can construct their own language tests with their evaluation
criteria and with rationales written for their choices and preferences. Then, their sample
tests can be discussed in the class in order to show how it can be improved more, whether
the correct language component with appropriate type of testing or assessment is
measured, why this type is chosen, whether the evaluation criteria are suitable to such
samples, and so on. In this way, the whole class can learn from the experiences of their
peers, and while they are giving feedback and reflecting upon their own tasks or tests,
they can improve their critical views as well as consolidate their knowledge of
assessment. In addition, ready-made or real tests and assessment tasks can be brought to
the course in order to analyze and evaluate them to present and discuss well-written or
poorly written items, and advantages and disadvantages using such items or tasks.
Besides, their interpretation skills can be promoted by giving teacher candidates some
samples to score and grade, and then, their such skills can be elaborated more through
discussions and reflections. However, to feel real experiences of language assessment,
there should be coordination between the practicum and the ELTE course (Sariyildiz,
2018; Viengsang, 2016). It is because teaching experience is a phase where pre-service
teachers put their knowledge into practice. Thus, since assessment cannot be thought as
a separate dimension from teaching, while writing lesson plans for the practicum, they

may write appropriate testing tasks according to their learning outcomes and activities
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and if it is convenient, they can perform them in the class. They might also write and
implement other techniques of assessment suitably to their lessons such as questioning,
giving feedback, checking understanding, peer-assessment and the like for the purposes
of formative assessment in their weekly lessons in the practicum. Furthermore, they may
be made to observe the class about assessment procedures, take notes and discuss them
in the weekly lessons of the ELTE course. Moreover, one of the lesson plans written in
the practicum can be based only on assessment, and such plans may be evaluated to figure
out how pre-service teachers plan their assessment according to their teaching. In this
way, the practicum may provide an opportunity for teacher candidates to gain experience
in practicing their assessment skills in relation their teaching skills, as well.

Lastly, since the content of ELTE course is too demanding in terms of both theory
and practice, there may be two following courses as ELTE-I (in the 7" semester) and
ELTE-II (in the 8" semester) as suggested by the stakeholders. Since class hours increase
in this way, there will be more time to focus on each topic as well as to practice in the
course. In addition, pre-service teachers may be introduced language assessment in
methods-classes with small examples or exercises to make them familiar with assessment
earlier in the program, and then, they can develop their skills more while understanding
the theories in the ELTE course.

In view of all the suggestions of the stakeholders and the implications, it is clear
that the course content and practices should be revised and updated in response to LAL
training needs of pre-service ELT teachers. Therefore, a model content can be
recommended for a better course-based LAL training for teacher candidates of ELT. In
this model, the course can be divided into two semesters seeing as the complaints about
insufficient class hours and the need for more focus on the demanding content of language
testing and assessment. In the first semester (the 7" semester of the ELT program), the
theoretical background with examples about language assessment may be given, and in
the second semester (the 8™ semester of the ELT program), testing and assessing language
skills and areas can be studied at length by means of doing practical exercises and if
possible, performing language tests in the practicum; but if not possible, observing and
reflecting on the assessment procedures of the classes where teaching practice is
conducted. It should be highlighted that if language assessment were not practiced, pre-
service teachers would not develop an understanding about the interconnection of

assessment and teaching. The topics for the first semester (ELTE-I) may include the
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introduction into language testing, assessment and evaluation, explicating and
exemplifying their different meanings; the interaction between assessment and teaching;
the introduction into what the concept of LAL refers to, what to be assessment literate in
terms of professional teaching competence means, and how it can be helpful as to
emphasize the rationale for taking ELTE course; the historical background of ELT
assessment and how testing and assessment are viewed in Turkey; approaches to language
testing with reference to recent developments in testing and assessment, and examples of
Turkish implementations of language testing; the purposes, types and uses of multiple
language tests and assessments such as comparing low-stakes vs high-stakes exams,
formative vs summative assessment, classroom-based assessment vs standardized testing,
recent forms like alternative assessment, dynamic assessment, and computer/Internet-
based testing, commonly used question formats as well as the exercises on their examples,
applications and ready-made and teacher-made measurement samples to comprehend
how they can be designed with examples from Turkish testing system; the principles of
language testing such as reliability, validity, washback and ethics accompanied by the
discussion of their meanings, uses and examples; the preliminary introduction to language
test development and the ways of analysis and interpretation of tests and assessments with
sample exercises to study on by using basic descriptive statistics, and the revision of the
semester. As for the topics for the second semester (ELTE-II), they might contain the
revision of the first semester; test construction stages and the importance of table of
specifications and how it can be formed; the ways of testing and assessing grammar and
usage, vocabulary, reading comprehension skills, listening comprehension skills, oral
production/speaking skills, writing skills/performance, integrated language skills-areas
testing by studying on ready-made samples, doing exercises and activities, constructing
own tests with rationales and evaluation criteria, discussing the practicum experiences
and observations in that respect, reflecting on the possible performance of their own
designed and used tests and assessment ways in teaching practice by means of
administering and interpreting them; and the revision of the semester.

As a concluding remark, seeing that a good training of LAL should include balanced
proportions of what-how-why of language assessment on the basis of a contextualized
instruction (Inbar-Lourie, 2008; Taylor, 2013), such proposed revisions and the suggested
model for language assessment courses according to the needs of pre-service ELT

teachers might be helpful to promote their language assessment literacy.
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5.3. Suggestions for Further Research

It can be assumed that the current study has contributed to the LAL research in the
literature in many points such as revealing specific assessment training needs peculiar to
ELT field at teacher education programs. For further study in line with the study findings,
ELTE course can be revised, organized and coordinated with practicum in which some
steps might be taken to observe whether the knowledge gained in the course is practiced
effectively, and to investigate what can be done to deepen teacher candidates’ language
assessment skills more. In addition, seeing that this study focused on only one ELTE
course as a sample and tried to describe how it was carried out to develop LAL, the
experiences of other pre-service teachers from different universities can be included to
elaborate more on the needs of them and thereby, to improve the quality of the ELTE
course for a better LAL training. Likewise, only open-ended questions and documents
were utilized to collect data, but other types of instruments such as questionnaires,
interviews, observations and analysis of sample tasks created by course-takers can be
employed to understand the LAL training more. Apart from descriptive research, other
research designs may also be performed. For instance, in order to detect the development
of LAL and immediately, respond to teacher candidates’ needs to foster their assessment
knowledge and skills during the course period, course lecturers can conduct action
research to tailor their lessons accordingly. Moreover, comparisons between pre-service
teachers and in-service teachers having different teaching experiences can be made to
find out their practices and perceptions related to language assessment and its training to
comprehend the concept of LAL better. Finally, a questionnaire or scale can be developed
to investigate assessment training needs of pre-service ELT teachers according to course

lecturers’ own contexts to design the ELTE course content correspondingly.
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APPENDIX — 1: The Syllabus of ELTE Course at ELT Department in Anadolu
University

ANADOLU UNIVERSITY
FACULTY OF EDUCATION
ENGLISH LANGUAGE TEACHING DEPARTMENT

2017-2018 SPRING SEMESTER
NAME OF THE COURSE: INO 401 English Language Testing

COURSE DESCRIPTION:

In this course, prospective teachers will have an understanding of the relation between teaching
and testing and backwash effect of tests. They will also be introduced to different approaches
to language testing and different types of tests. Besides, basic principles of testing such as
validity and reliability will be studied. They will also learn the differences between objective
and subjective tests. Through analysis of samples, they will learn how to test language areas
(grammar and vocabulary) and language skills (listening comprehension, oral production,
reading comprehension, and writing skills) and how to interpret these tests’ scores. As future
teachers, they will also practice evaluating and writing tests for these language areas and skills,
calculating frequency of distribution of their own tests, conducting item analysis, and
developing item cards and banks.

COURSE AIM

This course aims at raising awareness in testing and role of testing in language classes. The
prospective teachers will also develop an understanding of basic principles of testing. Besides
these, they will have a critical eye as future teachers for both analyzing and writing tests
considering the needs of the target student group.

COURSE OUTLINE

Week 1 Introduction of the course: aim, course material, introduction to
language testing

Week 2 Approaches to language testing

Week 3 Objective testing

Week 4 Criteria and types of tests

Week 5 Criteria and types of tests

Week 6 Activities

Week 7 Mid-term

Week 8 Tests of grammar and usage

Week 9 Testing vocabulary

Week 10 Listening comprehension tests
Week 11 Oral production tests

Week 12 Testing reading comprehension
Week 13 Testing the writing skills

Week 14 Revision

Course Requirements
Students are required to read the assigned materials and participate in class discussions
actively and submit written assignments on time.
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ASSESSMENT and EVALUATION

Midterm 30%
Assignment  30%
Final 40%

A note on assessment: Assessment for the mid-term will be an in-class exam. Assessment for
the assignments will cover students’ presentations on various chapters of the course-book.
Students will develop tests for the language areas and skills covered in the lesson for the learner
group identified by the instructor of the course. Assessment for the final will be another in-
class exam.

COURSEBOOK
Heaton, J. B., 2011. Writing English Language Tests. Hong Kong: Longman.
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APPENDIX — 2: The Book Content of ELTE Course by Heaton (2011)

]
LONGMAN

LANGUAGE
TEACHERS

Writing English

o

Language Tests

NEW EDITION

J. B. Heaton

wwwlongingacon -

1

w

Contents

Introduction to language testing

1.1 Testing and teaching

1.2 Why test?

1.3 What should be tested and to
what standard?

1.4 Testing the language skills

1.5 Testing language areas

1.6 Language skills and language
clements

1.7 Recognition and production

1.8 Problems of sampling

1.9 Avoiding traps for the students

Approaches to language testing

2.1 Background

The cssay-translation approach
The structuralist approach

.4 The integrative approach

S The communicative approach

1910 191

Objective testing

3.1 Subjective and objective testing

3.2 Objective tests

3.3 Multiple-choice items: general

3.4 Multiple-choice items: the stem/
the correct option/the distractors

3.5 Writing the test

Tests of grammar and usage

4.1 Introduction

4.2 Multiple-choice grammar items:
item types

4.3 Constructing multiple-choice items

4.4 Constructing error-recognition
multiple-choice items

4.5 Constructing rearrangement items.
4.6 Constructing completion items
4.7 Constructing transformation items
4.8 Constructing items involving the
changing of words
4.9 Constructing *broken sentence’ items
4.10 Constructing pairing and
matching items
4.11 Constructing combination and
addition items.

Testing vocabulary

5.1 Selection of items

5.2 Multiple-choice items (A)
5.3 Multiple-choice items (B)
5.4 Sets (associated words)
5.5 Matching items

5.6 Morc objective items

5.7 Completion items

Listening comprehension tests

6.1 General

6.2 Phoneme discrimination tests

6.3 Tests of stress and intonation

6.4 Statements and dialogues

6.5 Testing comprehension through
visual materials

6.6 Understanding talks and
lectures

Oral production tests

7.1 Some difficultics in testing the
speaking skills

7.2 Reading aloud

7.3 Conversational exchanges
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49
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82

9%

7.4 Using pictures for assessing oral
production

7.5 The oral interview

7.6 Some other techniques for oral
cexamining

Testing reading comprehension

8.1 The nature of the reading skills

8.2 Initial stages of reading:
matching tests

8.3 Intermediate and advanced
stages of reading: matching tests

8.4 True/false reading tests

8.5 Multiple-choice items (A): short
texts

8.6 Multiple-choice items (B):
longer texts

8.7 Completion items

8.8 Rearrangement items

8.9 Cloze procedure

8.10 Open-ended and miscellancous

items
8.11 Cursory reading

9 Testing the writing skills

9.1 The writing skills

9.2 Testing composition writing

9.3 Setting the composition

9.4 Grading the composition

9.5 Treatment of written errors

9.6 Objective tests: mechanics

9.7 Objective tests: style and
register

9.8 Controlled writing

102
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105

107

110
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124
129
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133

152
154
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Criteria and types of tests

10.1 Validity

10.2 Reliability

10.3 Reliability versus validity

10.4 Discrimination

10.5 Administration

10.6 Test instructions to the
candidate

10.7 Backwash effects

10.8 Types of tests

Interpreting test scores

11.1 Frequency distribution

11.2 Measures of central tendency
11.3 Measures of dispersion

11.4 Ttem analysis

11.5 Moderating

11.6 Item cards and banks

Selected bibliography
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APPENDIX - 3: The Open-Ended Questions for Academics (ELTE Course

Lecturers)

Tiirkce Versiyonu

English Version

Yabanci Dilde Olgme-Degerlendirme
Okuryazarligi Caligmast

The Study on Foreign Language
Assessment Literacy (FLAL)

1. Hangi tiniversitede ¢alismaktasiniz?
2. Universitede kag yildir Ingiliz Dili
Egitiminde Olgme-Degerlendirme dersini
vermektesiniz?

3. Bu dersi vermeye nasil basladiniz?

4. Yabanci dilde 6lgme-degerlendirme
alanindaki yeterlik diizeyinizi belirtiniz.
() Yiksek () Orta () Diisiik
5. Sizce bu dersi vermek ayri bir yeterlik
gerektiriyor mu? Liitfen diisiincelerinizi
deneyimlerinizden de 6rnekler vererek
belirtiniz.

6. Yabanci dilde 6l¢me-degerlendirme
nedir? Kisaca tanimlayiniz.

7. Olgme-degerlendirmenin Ingiliz Dili
Egitimi’ndeki yeri ve 6nemi hakkinda
neler sdyleyebilirsiniz?

8. Ingiliz Dili Egitimi lisans
programindaki Ingiliz Dili Egitiminde
Olgme-Degerlendirme dersi hakkinda
genel goriisleriniz lizerine;

8.1. Programda bu alanla ilgili tek ders
olmasi hakkinda neler diisiiniiyorsunuz?
Liitfen nedenlerini deneyimlerinizden
ornek vererek agiklayimiz.

8.2. Sizce dersin lisans programinda
hangi yariyilda verilmesi uygundur?
Liitfen nedenleriyle agiklayiniz.

8.3. Sizce ders igeriginde hangi konular
yer almalidir? (YOK ten gelen programa
ek olarak)

9. Ingiliz Dili Egitimi lisans
programindaki Ingiliz Dili Egitiminde
Olgme-Degerlendirme dersi hakkinda
kisisel deneyim ve goriisleriniz iizerine;

1. At which university have you been
working?

2. How long have you been teaching
“English Language Testing and
Evaluation (ELTE)” course?

3. How did you start teaching this
course?

4. Indicate the qualification level in the
field of foreign language assessment.

( ) High () Moderate ( ) Low

5. Does teaching this course require a
distinct competence? Please express your
opinions by giving examples form your
experiences.

6. What is foreign language assessment
and evaluation? Describe it briefly.

7. What can you say about the place and
the importance of testing and evaluation
in English Language Teaching (ELT)
Education?

8. On your general opinions about the
course of language assessment in the
undergraduate program of ELT
education;

8.1. What do you think about the
undergraduate program having only one
course in this field? Please express your
opinions by giving examples form your
experiences.

8.2. In which semester is it appropriate to
place the course in the undergraduate
program? Please explain it by providing
reasons.

8.3. Which topics should be included in
the content of the course? (In addition to
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9.1. Verdiginiz dersin izlencesinde hangi
konular yer almaktadir? (Dersin
izlencesini paylasabilirsiniz)

9.2. Ders izlencenize YOK iin Ingilizce
Ogretmenligi Lisans Programi’nda bu
dersle ilgili belirtilen konular disinda
hangi konular1 eklediniz? Neden?

9.3. Ders materyali ile ilgili;

9.3.1. hangi kitab1 kullantyorsunuz?
9.3.2. bu kitab1 neye gore sectiniz?
9.3.3. baska materyal kullaniyor
musunuz?

9.4. Dersinizin degerlendirme 6lg¢iitleri
nelerdir?

9.5. Dersinizin sonunda;

9.5.1. 6grencilerinizde bir degisim
gbzlemliyor musunuz? Ne/Nasil?

9.5.2. onlarin yabanci dilde 6lgme-
degerlendirme yeterlilikleri hakkinda
neler soyleyebilirsiniz?

10. Sizce “Yabanci Dilde Olgme-
Degerlendirme Okuryazarlig1” kavramini
en iyi nasil tanimlayabiliriz?

the program of Council of Higher
Education-CHE)

9. On your personal experiences and
opinions about the course of language
assessment in the undergraduate program
of ELT education;

9.1. Which topics are included in your
course syllabus? (You can share your
syllabus)

9.2. Which topics have you added to your
syllabus except for the topics specified
by the CHE related to this course? Why?
9.3. Related to the course material;

9.3.1. which book do you use?

9.3.2. according to which criteria did you
choose this book?

9.3.3. do you use another material?

9.4. What are the criteria for the
evaluation of your course?

9.5. At the end of your course;

9.5.1. do you observe any change in your
students? What/How?

9.5.2. what can you say about their
qualification level in the field of foreign
language assessment?

10. How can you best describe the
concept of “Foreign Language
Assessment Literacy”?
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APPENDIX —4: The Open-Ended Questions for Pre-Service ELT Teachers

Tiirkce Versiyonu

English Version

Yabanci Dilde Olgme-Degerlendirme
Okuryazarlig Caligsmasi

The Study on Foreign Language
Assessment Literacy (FLAL)

Donem Basi Sorulari:

1. Anadolu Universitesi Ingilizce
Ogretmenligi Lisans Programinda kaginci
siniftasiniz?

2. Programdaki Ingilizce Smav Hazirlama
ve Degerlendirme (English Language
Testing and Evaluation) dersini ilk defa
m1 aliyorsunuz?

() Evet ( ) Hayir

3. Bu dersin 6nemli ve verilmesinin
gerekli oldugunu diisiiniiyor musunuz?
Neden/hangi agidan?

4. Bu dersten beklentileriniz nelerdir?

5. Bu dersin sonunda neler 6grenmis
olacaginizi diislinliyorsunuz?

6. Dersin faydali olacagina inaniyor
musunuz? Neden/hangi agidan?

At the Beginning of the Term:

1. At which grade are you in the

undergraduate program of English
Language  Teaching at  Anadolu
University?

2. Are you taking “English Language
Testing and Evaluation” course in the
program for the first time?

() Yes ( ) No

3. Do you think this course is important
and it is necessary to lace it in the
program? Why/in what way?

4. What are your expectations from this
course?

5. What do you think about the things you
are going to learn throughout the term?

6. Do you believe this course will be
beneficial? Why/in what way?

Donem Sonu Sorulari:

1. Bu ders Dbeklentilerinizi  ve
ihtiyaclarimizi karsiladi mi? Nasil/neden?
2. Ders sonunda neler o6grendiniz?
Ornekler veriniz.

3. Ders faydali oldu mu?

3.1. Evet: Hangi agidan?

3.2. Hayir: Neden?

4. Ders igerik agisindan yeterli miydi?

Degilse eksiklikler nelerdi/neler
olmaliyd1?
5. Kendinizi yabanct dilde Olgme-

degerlendirme alaninda yeterli goriiyor

musunuz/hazir  oldugunuzu diisiiniiyor
musunuz?

5.1. Yeterlik diizeyi:

() Yiiksek () Orta ( ) Diistik

5.2. Neden/hangi anlamda?

6. Ol¢me-degerlendirmenin Ingiliz Dili
Egitimi’ndeki yeri ve Onemi hakkinda
neler sdyleyebilirsiniz?

At the End of the Term:

1. Did this course meet your expectations
and needs? How/why?

2. What did you learn at the end of the
course? Give examples.

3. Was the course beneficial?

3.1. Yes: In what way?

3.2. No: Why?

4. Was the course sufficient in terms of its
content? If not, what were the
shortcomings?

5. Do you think that you are qualified
enough in/ready for foreign language
assessment and evaluation?
5.1. Qualification level:

( ) High () Moderate
5.2. Why/in what sense?

6. What can you say about the place and
the importance of testing and evaluation
in English Language Teaching (ELT)
Education?

() Low
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APPENDIX —5: The Open-Ended Questions for Alumni (Novice EFL Teachers)

Tiirkce Versiyonu

English Version

Yabanci Dilde Olgme-Degerlendirme
Okuryazarligi Calismast

The Study on Foreign Language
Assessment Literacy (FLAL)

1. Anadolu Universitesi Ingilizce
Ogretmenligi Lisans Programidan mezun
oldugunuz yil:

()2013()2014( )2015( )2016 ( )
2017 ( ) diger

2. Su an ¢alistiginiz kurumun;

2.1. adu:

2.2. seviyesi: ( ) Anaokulu / () ilkokul /

( ) Ortaokul / ( ) Lise / () Universite / ()
Diger

2.3. tiirii: () Devlet /() Ozel

3. Yabanci dilde Olgme-degerlendirme
alanindaki yeterlik diizeyinizi belirtiniz.

( ) Yiksek () Orta ( ) Disiik
4. Yabanci dilde 06lgme-degerlendirme
nedir? Kisaca tanimlayiniz.

5. Olgme-degerlendirmenin Ingiliz Dili
Egitimi’ndeki yeri ve Onemi hakkinda
neler soyleyebilirsiniz?
6. Ingiliz Dili
programindaki Ingiliz Dili Egitiminde
Olgme-Degerlendirme (English Language
Testing and Evaluation) dersi hakkinda;
6.1. Bu ders ihtiyaglarimiz1 karsiladi mi1?

Egitimi  lisans

Hangi anlamda ve hangi alanda liitfen
belirtiniz.

6.2. Aldiginiz bu dersin igerigini nasil
degerlendiriyorsunuz? Deneyimlerinizden
ornekler vererek agiklayiniz.
6.2.1. Ders igerigi yeterli
eksiklikler nelerdi?

6.2.2. Sizce ders igeriginde neler olmal1?
6.3. Mezun oldugunuz lisans programinda
almis oldugunuz o6l¢me-degerlendirme
derslerinin  yeterlik nasil

degilse

diizeyini
buluyorsunuz? Liitfen deneyimlerinizden
ornek vererek aciklaymiz.

1. The year you graduated from the
Department of English  Language
Teaching at Anadolu University:
(1)2013 () 2014 ( )2015( ) 2016

() 2017 () other

2. The school you are currently working;
2.1. its name:

2.2. its grade: () Kindergarten /()
Primary / ( ) Secondary / ( ) High
School / (') University / () Other

2.3. its type: ( ) State / ( ) Private

3. Indicate the qualification level in the
field of foreign language assessment.

() High ( ) Moderate ( ) Low

4. What is foreign language assessment
and evaluation? Describe it briefly.

5. What can you say about the place and
the importance of testing and evaluation
in English Language Teaching (ELT)
Education?

6. About the course of language
assessment (English Language Testing
and Evaluation) in the undergraduate
program of ELT education;

6.1. Did this course meet your needs?
Please specify in what sense, and in which
area.

6.2. How do you evaluate the content of
this lesson you received? Explain it by
giving examples from your experiences.
6.2.1. What were the shortcomings if the
course content was insufficient?

6.2.2. What should be included in the
course content?

6.3. What do you think about the
sufficiency and efficiency of the courses
about assessment you received in the
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7. Su an calistiginiz kurumda bu dersin

faydalarini gordiiniiz mii?
Deneyimlerinizden ornek vererek
aciklayiniz.

8. Yabanci dilde o6lgme-degerlendirme
alaninda hizmeti¢i egitim verilmesinin
gerekli oldugunu diisliniiyor musunuz?
Neden?

undergraduate program you graduated
from? Please explain it by giving
examples from your experiences.

7. Have you benefited from this course at
the school you are currently working?
Explain it by giving examples from your
experiences.

8. Do you think it is necessary to provide
an in-service training program in the field
of foreign language assessment and
evaluation? Why?
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APPENDIX — 6: The Sample of Consent Form

GONULLU KATILIM FORMU

CONSENT FORM

[OUNIVERSITE OGRETIM
ELEMANLARI; MEZUNLAR; ADAY
OGRETMENLER ICIN]

Saym/Degerli ...,

Bu doktora tezi, Ingiliz Dili Egitimi
adaylarimin  yabanct dilde
okuryazarliginin

O0gretmen
Olcme-degerlendirme
gelistirilmesini ve Ingilizce Ogretmenligi

lisans programlarindaki Ingiliz Dili
Egitiminde Olgme-Degerlendirme
dersinin  buna etkisini  arastirmayi
amaclamistir.

Bu ¢aligmaya katiliminiz goniilliik esasina
dayanmakta olup c¢aligmanin amaci
dogrultusunda agik uglu sorular yoluyla
sizlerden veriler toplanacaktir. Isimleriniz
ve paylasmis oldugunuz bilgiler gizli
tutulacaktir. Toplanan veriler bilimsel
amaclar  dogrultusunda  sadece bu
calismada kullanilacaktir. Calismadan

istediginiz zamanda ayrilma hakkina

sahipsiniz.  Calismadan  ayrildiginiz
takdirde  sizden  toplanan  veriler
caligmadan  ¢ikarilacak  ve  imha
edilecektir. ~ Paylasacagimiz  bilgiler
arastirmanin giivenirligi acisindan
onemlidir.

GoOniilli katillm  formunu okumak ve
degerlendirmek iizere ayirdiginiz zaman
icin tesekkiir ederim. Calisma hakkindaki
sorularinizi ilgili
yoneltebilirsiniz.

aragtirmaciya

Katiliminiz ve katkilariniz i¢in simdiden
tesekkiir ederim.

[FOR ACADEMICIANS;
PRE-SERVICE TEACHERS]

ALUMNI;

Dear ...,

This doctoral dissertation aimed to
investigate the development of pre-service
English language teachers’ foreign
language assessment literacy, and the
impact of English Language Testing and
Evaluation course in the undergraduate
programs of English language teaching
education on this literacy.

Your participation to this study is
voluntary, and the data by means of open-
ended questions in line with the purpose
of the study will be collected from you.
Your names and the information you
shared will be kept confidential. The
collected data will only be used in this
study for research purposes. You have the
right to leave the study at any time. If you
leave, the collected data will be excluded
and deleted. The information you share is
important for the credibility of the
research.

Thank you for your time to read and
evaluate the consent form. You can ask
your questions about the study to the
concerned researcher.
Thank you in advance for
participation and contribution.

your
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Saygilarimla,
Ars. Gor. Aylin SEVIMEL SAHIN

Anadolu Universitesi

Egitim Fakiiltesi

Yabanci Diller Egitimi Bolimii
Ingiliz Dili Egitimi Anabilim Dal1
Yunusemre Kampiisu
Tepebasi/ESKISEHIR

Tel: +90-222-335-05-80 / 3498
E-posta: aylinsevimel@anadolu.edu.tr

“Bu calismaya tamamen kendi rizamla,

istedigim takdirde calismadan
ayrilabilecegimi bilerek verdigim
bilgilerin bilimsel amagclarla

kullanilmasini kabul ediyorum.”

Sincerely,
Res. Assist. Aylin SEVIMEL SAHIN

Anadolu University
Faculty of Education
Department  of
Education

Program in English Language Teaching
Yunusemre Campus
Tepebasi/ESKISEHIR

Tel: +90-222-335-05-80 / 3498

E-mail: aylinsevimel@anadolu.edu.tr

Foreign  Language

“I voluntarily accept the information I
shared to be used for research purposes
while | know that | can leave the study
when I wish.”
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APPENDIX — 7: The Categorical Checklist for Document Analysis

1. Status of University

2. Name of University

3. Title of the Course

4. Type of the Course

5. Language of Instruction

6. Semester (Course Given)

7. Hours/ECTS of the Course

8. Mode of Delivery / Learning Activities & Teaching Methods
9. Instructor(s) of the Course

10. Book(s) Read in the Course

11. Content of the Course

12. Topic List of the Course

13. Assessment Criteria of the Course
14. Obijective(s) of the Course

15. Learning Outcomes of the Course (Basic Key Words)

207



APPENDIX —8: The Research Ethics Approval

Evrak Kayit Tarihi: 13122017 | Protokol No: 139627 |

@

ANADOLU UNIVERSITESI

d

SOSYAL VE BESERT BILIMLER BILIMSEL ARASTIRMA VE YAYIN ETIGi KURULU
KARAR BELGESI

GALISMANIN TURU: Doktora Tez Galigmasi

KONU: Egitim Bilimleri

BASLIK: Developing Foreign Language Assessment Literacy of Pre-service English Language
Teachers
(Ingiliz Dili Ogretmen Adaylaninin Yabanci Dilde Olgme-Degerlendirme Okuryazarliginin
Geligtirilmesi)

PRESNTEE Yrd. Dog. Dr. Gonca SUBAS!I

YURUTUCUSU:

TEZ YAZARL Aylin SEVIMEL SAHIN

ALT KOMIiSYON
GORUSU:

KARAR:

Olumlu

Prof.Dr,/Cogkun BAYRAK

(Bagkan-Egitim Fak.)

Prof.Dr. T. Volkan YUZER
(Bagkan Yardimcisi-Agikégretim Fak.)

Prof.Dr. Esra CEYHAN
(Egitim Fak.)

Prof.Dr. Miinevver CAKI
(Giizel Sanatlar Fak.)

Prof.Dr. M. Erkan UYUMEZ
(Ikt. ve Idari Bil. Fak.)

Prof.Dr. Handan DEVECI
(Egitim Fak,)

Praf.Dr. Emel SIKLAR
(Ikt. ve Idari Bil. Fak.)
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APPENDIX - 9: The Sample Screenshots of Google Forms

SORULAR YANITLAR a

><

Bolim 1/14

Yabanci Dilde Olgcme-Degerlendirme
Okuryazarligi Calismasi

Sayin Ogretim Uyesi,

Bu doktora tezi, ingiliz Dili Egitimi 63retmen adaylannin yabanci dilde dl¢me-degerlendirme okuryazarhiginin
geligtirilmesini ve ingilizce Ogretmenligi lisans programlanndaki ingiliz Dili Egitiminde Olgme-Degerlendirme dersinin
buna etkisini aragtirmayi amaglamigur.

Bu gahgmaya kauhmimiz géniillik esasina dayanmakta olup galigmanin amaci dogrukusunda agik uglu sorular yoluyla
sizlerden veriler toplanacaktir. isimleriniz ve paylagmig oldugunuz bilgiler gizli tutulacaktir. Toplanan veriler bilimsel
amaglar dogrultusunda sadece bu galigmada kullamlacaktir. Galigmadan istediginiz zamanda aynlma hakkina
sahipsiniz. Caligmadan aynldiginiz takdirde sizden toplanan veriler galigmadan gikanlacak ve imha edilecektir.
Paylagacagimiz bilgiler aragtirmanin givenirligi agisindan dnemlidir.

Gandlld katilim formunu okumak ve degerlendirmek lizere ayirdiginiz zaman igin tegekkir ederim. Galigma hakkindaki
sorulanmzi ilgili aragurmaciya ydnekhebilirsiniz.

Kaulimimz ve katkilanniz igin gimdiden tegekkir ederim.

Saygilanmla,
Arg. Gor. Aylin SEVIMEL SAHIN

Anadolu Universitesi

Egitim Fakiiltesi

Yabanci Diller Egitimi B&limi

ingiliz Dili Egitimi Anabilim Dah
Yunusemre Kampusi
Tepebagi/ESKISEHIR

Tel: +490-222-335-05-80 / 3498
E-posta: aylinsevimel@anadolu.edu.tr

Gonulld Katihm Onay Formu

Aciklama [ist2ge bzg

Bu ¢aligmaya tamamen kendi rizamla, istedigim takdirde ¢alismadan
ayrilabilecegimi bilerek verdigim bilgilerin bilimsel amaglarla kullaniimasini
kabul ediyorum.

E] Kabul ediyorum.
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Genel Bilgiler

1. Anadolu Universitesi ingilizce Ogretmenligi Lisans Programindan mezun
oldugunuz yil:

O 2013
O 204
QO 2015
O 2016
O 207
O Diger

2.1. Su an galistigimiz kurumun adr: *

2.2. Su an g¢alistiginiz kurumun seviyesi: *

[T] Anackulu
[T ikoku!
[T] ortackul
[T vise

[7] Oniversite

(] piger

><
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APPENDIX —10: The Sample Screenshot of Responses from Google Forms

=] - 1A Litera jermics) (Yantlar) - Excel

SayfaDizeni  Formiller  Veri  GodenGeg  Goranam  Q Ne yopmak istedsdenii soyleyin 2 Paylag

“D % o AN = & B MeniKayar Istege Uyarlanmis = [E [:;} E} E‘” 3( é::;"“khm X QY ,O
e 67 a-[E (804 Brprwon - (5% 2 [980 |, o it | s 2 b, e
Pano i Yaw Tipi & Hazalama & S & Stiller Hucreler Dazendeme -
A2 lilx v & v
4 A | B | [ | D | E | F | (] | H | []
1_|Zaman damgast Bu galismaya tamamen k 1. Hangi Universitede calic 2. Universitede kag yildir { 3. Bu dersi vermeye 4. Yabanci dilde olgme-de 5. Sizce bu dersi vermek ayn bis ye 6. Yabanci dilde olcme-dederlenc7. 0[9&
2
3
4 | 11.7.2017 11:05:09 Kabu! ediyorum. \Anadolu Universitesi | 15 Kendi istegime  Ydksek Alan ile bilgi sahib olmak gereki. C Ofrencilenn dil beceriler konusu En az
5 11.7.2017 12:05:19 Kabul ediyorum. Anadoly Universitesi 10 Olgme Degerlendirm Yuksek 'Yabanci dilde olgme-degerlendirme Yabanc: dil 6grenen kigilerin 6dre Nitelikd
6 | |
7]
8
9]
10
1]
2|
1|
1]
15
16|
1]
18]
19| L
N«
2l v
« o Form Yanitlan 1 ® N 1 I |
Hazt B W

=] 5 FLA Literacy (Alumni) (Yandiar} = Excel Oturum agin

SyfaDuzeni  Formaller  Veri  GézdenGegir  Gorandm Q. Neyapmak istediginizi sayleyin

P S — =) 2 OtomatikToplam = A,
Aral o AN = - B MetniKeyde [P TS— [E [ 4 = v

s 9%' ! o @ Kogull rbl‘:«u »iE} i %( g | B 00k s rz Filtr wp

fapigtie KTA- = o = |- . Cogullu ablo dere igim rala ve Filtre Bul ve
P A-1E A = Beigteveonts %2 [ BB | o miendime- Gigmiendiv= Silare | =+ o | & Temides Upgula~  Seg~

Pano i Yan Tipi i Hizalams 1 Sapn o Stilter Hacreler Dizenleme ~
A2 vl 3 I x v L, i ¥
4 A 1 8 | c | [} | E | F ] G | H [

!
mz kur 3. Yabanci dilde sigme-de4. Yabanci dilde dlgme-de 5. M-dg)!!lon]

Zaman dlftl Bu calismaya tamamen k 1. Anadolu Universitesi i 2.1. Su an caligtidinz kur 2.2. Su an calgtdiniz kur 2.3 Su an caligt

11.15.2017 17:05:12 Kabul edryorum. 2016 nfa na Ozel Dagak ogrencinin ogrenme surec Olcme - degerlend|
11.15.2017 21:31:05 Kabul ediyorum. 2017 Amerikan Kdltdr Deredi +Ortaokul, Lise, Universite Ozel Orta D 6grencilerin, dili iletigir Odrencilerin iyl ya
11.16.2017 14:35:36 Kabu! ediyorum. 2017 Ozel Anaokuly Ozel Dusok Ogrencinin neyi bilip bilme Her alanda oldudu
11.16.2017 14:41:33 Kabul ediyorum. 2017 American Culture LanguasLise, Unwversite Ozel | Yiksek Kendini dizgdnce ifade e«Eger degerlendirec
11.16.2017 16:03:41 Kabul ediyorum. 2017 Alunbag Unnersitesi  Universite Ozel Orta Ogrencilere sunulan bilgileBu alanda onemii
11.16.2017 18:03:34 Kabul ediyorum. 2017 Hava harp okuly Universite Deviet Onta Ogrencilerin bildiklerini ga Olgme degerlendird
11.16.2017 23:23:36 Kabu! ediyorum. 2017 Teol ¢4 okullan ikokul Ozel Yiksek Ders kapsaminda kazand Belirlenen kazanini
11.18.2017 10:01:18 Kabul ediyorum. 2017 75. Y1l Gok Programh AnsLise Devlet Yiksek D4 yeteriligini belirli bir ok Her konuda oldugu
11.18.2017 18:35:39 Kabul ediyorum. 2015 75. Yil iikokulu ikokul Deviet Orta yabanc dildeki yeterliigi | Olgme-degerlendirt
11.21.2017 11:34:23 Kabul ediyorum. 2017 Meb Ortaokul Deviet Orta Odrencilerin dili kullanaral .

11.24.2017 9:21:42 Kabul edryorum. 2017 Dil okulu Her seviye Ozel Orta Yapilan sinaviann dogru b Dl ogretiminin dog/

¢« 0 | FormYamtlan1 | ® i [ ) - - O}

Waze o [BElm o - 1 + %100
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APPENDIX —11: The Sample of the Paper given to Pre-Service Teachers
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APPENDIX — 12: The Sample Screenshots of the Webpages about ELTE Course

Content

= Description Description
= Content

Course Title Course Code Re ed/Elec! Theory + Practice ECTS
= Learning Outcomes

English LanguageTesting and Evaluation iNO401 VIIl. SEMESTER Required Courses 3+0 50

g Learning Activities and Teaching
Methods

Language of ingilizce
= Course's Contribution to Prog.
Instruction
= Assessment Methods
Course Type Required Courses
Course YARDIMCI DOCENT DOKTOR ALi MERC, OKUTMAN NESLIHAN AYDEMIR, DOCENT DOKTOR OZGUR YILDIRIM,
Instructor(s) DOCENT DOKTOR OZGUR YILDIRIM, YARDIMCI DOCENT DOKTOR GONCA SUBASI, YARDIMCI DOCENT DOKTOR

GONCA SUBASI, OKUTMAN NESLIHAN AYDEMIR, DOCENT DOKTOR OZGUR YILDIRIM

Mode of Delivery ~ The mode of delivery of this course is face to face.

Prerequisites There is no prerequisite or co-requisite for this course
Courses None
Recommended
Reading List
Assessment 1 Midterm, 1 Final, 1 Assignment
Methods
Work Placement None
= Description Content

= Content

= Learning Outcomes

1.Weeks Introduction of the course: aim and course material
. Learning Activities and Teaching
Methods 2. Weeks Introduction to language testing
Sourse s Contrbution o Prdg: 3. Weeks Approaches to language testing
= fssessment Methods 4. Weeks Steps of writing tests. Objective testing
5. Weeks Criteria and types of tests. Objective testing
6. Weeks Criteria and types of tests. Objective testing
7. Weeks Revision
8. Weeks Revision
9. Weeks Tests of grammar and usage
10. Weeks Testing vocabulary
11. Weeks Listening comprehension tests
12. Weeks Oral production tests
13. Weeks Testing reading comprehension
14. Weeks Testing the writing skills
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APPENDIX —13: The Data Analysis Performed by Hand (The First Impression)
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APPENDIX — 14: The Code-Theme Relationship by NVivo (The Last Version)

|Nodes
% Name ¥ 25 Files References
= () FLAL-Eng (Pre-service BEFORE) 1299
el C} FLAL-ELTE Concept 253
- (7) ELTE Course-related Issues 1046
=) FLAL-Eng (Pre-service AFTER) 1653
- () FLAL-ELTE Concept 617
- () ELTE Course-related Issues 1036
= () FLAL-Eng (Course Lecturers) 295
@- () FLAL-ELTE Concept 93
- () ELTE Course-related Issues 202
=] ’:. FLAL-Eng (Alumni) 367
® (:) FLAL-ELTE Concept 115
# f:) Experiences about ELTE (past & present) 252
|Nodes
|
% Name /&5 Files References
=} O FLAL-Eng (Course Lecturers) 295
2-(O) ELTE Course-related Issues 202
=-(0) Experiences about ELTE course 146
=] (::» Course content & practices 99
w@-(C) Criteria for assessment & evaluation 28
@) Materials 36
w-(0) Topics (syllabus) 35
=-(_) Observations of students' progress 37
@-(7) Changes after the course 15
@) Competencies after the course 22
@- (D) Reasons to teach 10
= O General opinions about ELTE course 56
= () General opinions of content 21
2] «’:} Existing content sufficient 4
(O) Own course content - not CoHe 4
@-() Should update content 13
=] O General opinions of its place, length, number, etc. 35
& (:) {In)sufficiency of course 22
(O) Semester-year suitability & reasons 13
=] «C} FLAL-ELTE Concept 93
&-(0) Definition of ELTE 1
@-() Definition of FLAL 29
@-() Importance of FLAL-ELTE 19
[# C) Opinicns about qualifications of FLAL-ELTE 14
&-(0) Perceptions of own FLAL 20
# (:) Perceived competency level 10
& (__) Teaching experience 10
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Nodes

$+ Name &2 Files References
=4 ) FLAL-Eng (Alumni) 3 367
=] O Experiences about ELTE (past & present) 2 252
= O ELTE course-related experiences (previous experi 2 198
(=] O General benefits of ELTE course 2 98
[é O Acquired knowledge & skills (content lea 2 37
(7)) Preparing for future 2 3
&-(0) Responding to needs 1 19
-+(0) Showing own FLAL 2 3
B O Sufficiency of the course content 2 36
= O Shortfalls of ELTE course 2 100
@) Shortcomings 2 12
@-(0) Suggestions 2 88
=] O Practices of using ELTE course in career life (curr 2 54
é O Able to use ELTE infe in class (how) 2 27
& () Difficulties in using 2 27
= O Difficulties as external factors 2 9
E} O Difficulties as internal factors 2 18
=-(0) FLAL-ELTE Concept 2 115
() Definition of ELTE 1 44
@) Importance of ELTE 1 27
=) O Perceptions of own FLAL 1 44
@ (O Perceived competency level 1 22
1 22

() Teaching experience
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Nodes

! C. Distribution of levels

% Name /&5 Files References
= O FLAL-Eng (Pre-service BEFORE) 1299
@ () ELTE Course-related Issues 1046
3] (;\ Expectations & needs of course itself (learning outcomes) 492
= |\:) General opinions of ELTE course (importance & benefits) 554
(7)) Negative attitude 12
(O Noidea 4
@- () Positive attitude 538
=-() FLAL-ELTE Concept 253
[} Q Competence-Awareness in general 59
@-() Importance of FLAL-ELTE 184
& (:) Previous Experiences of ELTE 10

| Nodes

* Name ¢ Z5 Files References
=4 ) FLAL-Eng (Pre-service AFTER) 1653
=] O ELTE Course-related Issues 1036
= (:) Experiences about ELTE course 449
o] C) Acquired knowledge & skills (competencies gained) 449
= C) General opinions of ELTE course 587
&-() Importance & benefits of ELTE course 306
(D) Expectations & needs met 137
[ O Reasons for importance & benefit of course 169
&-(0) Opinions of content & course 281
&-(0) Negative attitude 58
(O Noidea 1
@ (D Positive attitude 222
&- () FLAL-ELTE Concept 617
@) Importance of FLAL-ELTE 263
=) Perceptions of own FLAL 354
= O Perceived competency level 354
[} O Comments of groups about own levels 208
146
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APPENDIX — 15: The Findings from Course Lecturers (Detailed Version)

Name References
FLAL-Eng (Course Lecturers) 295
ELTE Course-related Issues 202
Experiences about ELTE course 146
Course content & practices 99
Criteria for assessment & evaluation 28
Exam 16
Exam type..multiple-choice or open-ended 3
Final exam 6
Midterm exam
Other tasks 12
Assignment as language test preparation 6
Exams prepared & administered 1
Presentation 1
Project-based assessment 1
Quiz 1
Weekly reflection 2
Materials 36
Added materials 15
Homework exercises added 1
Not add any material 1
Other books & articles added 4
Reinforcing exercises added 1
Samples & problems of assessment added 1
Samples of standardized tests added 1
Samples of test items & questions added 5
Stats added 1
Book used & reasons 21
Bachman & Palmer's book 1
Brown's book 1
Genesee & Upshur's book 1
Heaton's book 5
Hughes' book 2
Reasons to choose the book 11
According to learning outcomes 1
According to own knowledge 1
According to Ss' needs-levels 2
As a result of resource searching 1
Basic but comprehensive topics 1
Compatible with methods-courses 1
Practical samples 4
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Topics (syllabus)

w
(6}

Added topics

=
ol

Alternative assessment added

CEFR assessment added

Dynamic assessment added

Evaluation of test results added

Integrated language assessment added

Internet.computer-based testing added

Item analysis added

Not add new topic

Practices of test preparation added

Samples of tests according to age & purposes added

Scale development added

RlRrRlWR|INRRFRRN

Existing topics

2

o

Alternative assessment

Approaches to language testing

Appropriate interpretation of assessment results

Assessing young learners

Assessment of language skills & areas

Basic knowledge & methods of ELTE

CEFR assessment

Definition of testing & assessment

Internet-based testing

Methods of assessment

Principles of language testing (reliability, validity, etc.)

Selection of appropriate evaluation criteria

Test preparation techniques

Types of test items & questions

N R R RRIRRIRINOGORRR|R

Observations of students’ progress

3

\'

Changes after the course

1

(6]

Being aware of alternative assessment

Being interested in assessment topics

Being more aware of ELTE

Criticizing existing assessment procedures

Criticizing previous assessment procedures

Gaining general knowledge of ELTE

Gaining perspective about evaluation

Positive effect on teaching

Transformation from methods to assessment

RIRRIRPRRIRP NP

Competencies after the course

N
N

Able to find appropriate assessment criteria

Able to make adaptations about testing

Able to select appropriate test items

Able to write test instructions

S
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Feeling more competent

Gaining theoretical & practical knowledge

Having basic theoretical knowledge, lacking practical skills

Having required competencies if attendance done

Having theoretical knowledge only

Improved in writing test items

Increasing practical skills

Learning how to prepare & administer tests

More experience needed

Need more practice

Paying attention to test timing

RINDWINRIRPRIRP W N

Reasons to teach 10
Expert area 2
Program need 2
Willingness-interested-volunteer 6

General opinions about ELTE course 56

General opinions of content 21

Existing content sufficient 4
Evaluating & interpreting results of assessment 1
Measuring language skills & areas 2

Own course content - not CoHE 4

Should update content 13
Assessment of young learners needed 2
CEFR assessment needed 1
General knowledge of ELTE required 1
Learning-oriented assessment required 1
More practical issues should be 1
New topics as alternative assessment techniques should be 2
Performance-based assessment needed 1
Standardized-tests vs classroom-based assessments should be 1
Test preparation techniques according to age & level needed 1
Test preparation techniques for ESP needed 1

General opinions of its place, length, number, etc. 35

(In)sufficiency of course 22
Coordinating with practicum needed 4
Elective courses suggested 1
Insufficient due to not transferring OMB-Tr to ELTE 1
Need to add as a dimension to all methods-courses 1
New course on more practice required 1
One course insufficient & why 4
One course sufficient 3
Sufficient if associated with OMB-Tr course 4
Two following courses needed 3

Semester-year suitability & reasons 13
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FLAL-ELTE Concept

Definition of ELTE

Decision-making about Ss' language progress

Evaluating language learning & teaching process

Measuring language proficiency (knowledge & skills) according

to aims (Whether learning outcomes achieved)

(op]

To determine Ss' language level & deficiencies

[

Definition of FLAL

N
©

Ability to evaluate

Ability to interpret test results

Ability to make decisions according to process

Ability to practice assessment procedures

Ability to prepare tests

Ability to share within code of ethics

Ability to use concepts of ELTE

Having basic principles & methods of ELTE

Having knowledge & skills of ELTE

Rationale behind FLA

Stats knowledge for evaluation

Understanding concepts of ELTE

NN N I N I I L S R )

Importance of FLAL-ELTE

1

©

As a tool of teaching process

As important as teaching

Assessment embedded in methods-courses

Continuous data collection of Ss

Decision-making & planning

Embedded in all learning & teaching process

Feedback about Ss' language deficiencies

Inseparable - teaching & assessment

Positive effect to teaching

Proper implementation

To save progress & process notes

To see level & deficiencies of Ss & Ts

Tool as feedback

NN RRRINR(RW(R[Rr|RPN

Opinions about qualifications of FLAL-ELTE

H
o

Area experience

o

Stats knowledge

[

Subject-content knowledge

(o]

Perceptions of own FLAL

N
o

Perceived competency level

[EY
o

High

[EY
o

Teaching experience

-
o

0-5 years

w
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10-15 years

16-20 years
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APPENDIX — 16: The Findings from Novice EFL Teachers (Detailed Version)

Name References
FLAL-Eng (Alumni) 367
Experiences about ELTE (past & present) 252
ELTE course-related experiences (previous experiences) 198
General benefits of ELTE course 98
Acquired knowledge & skills (content learned) 37
Able to assess language skills & areas 7
Able to evaluate according to language testing criteria 1
Able to prepare tests for different age & levels 3
Alternative methods learned 1
ELTE criteria learned 6
Helpful in using appropriate language assessment 3
Knowing how to behave against errors 2
Knowledge of preparing tests gained 3
Learning different language testing tools 2
Learning how to evaluate 3
Planning and applying language tests 6
Preparing for future 3
Responding to needs 19
No 2
S0-s0 1
Yes 16
Showing own FLAL 3
Sufficiency of the course content 36
Adequate for future career 9
Oriented to real life 3
Ss active in the course 1
Sufficient content 22
Useful in language assessment knowledge 1
Shortfalls of ELTE course 100
Shortcomings 12
Acquiring only theoretical knowledge but practical missing 8
Class hours inadequate 2
Imaginary practices in the course 1
Unsuitable as last year course 1
Suggestions 88
Activities as preparing & evaluating tests needed 6
Coordination with practicum needed 4
Different perspectives for different schools needed 1
Knowledge of test format needed 1
More evaluation & interpretation tasks needed 2
More practical knowledge needed 5
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More practices on sample tests needed 7

More practices on testing different levels 1

More productive skills testing training needed 3

More realistic practices needed 1

Other language assessment methods needed 1

Performance-based testing needed 1

Preparing rubrics needed 2

Simplifying content 2

Simulations can be added 5

Two following courses needed 1

In-service training 45

No need-content sufficient 1

Positive approach 18

Reasons for positive approach 26

Being incompetent in ELTE 2

Different implementations in university training 1

For those who did not take ELTE training 2

To be able to adapt learned to real life 1

To create awareness 1

To develop teaching techniques 1

To evaluate learning outcomes better 2

To fix wrong applications 5

To know ELTE better 2

To know how to test language proficiency better 2

To maximize experiences 2

To remind the course content-knowledge of ELTE 4

To update ELTE knowledge & skills 1

Practices of using ELTE course in career life (current 54
experiences)

Able to use ELTE info in class (how) 27
Appropriate use of language assessment 7
Helpful in getting feedback 1
Increase Ss' awareness of language 1
Paying attention to language testing criteria 7
Trying to use learned knowledge & skills 10
Using for distribution of test items 1

Difficulties in using 27
Difficulties as external factors 9

Local conditions 4
Tr testing system 1
Turkish context-EFL 2
Difficulties as internal factors 18
Forgetting course content 3
Hard to practice 8
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Need more experience

Unable to adapt to real life

FLAL-ELTE Concept

115

Definition of ELTE

I
~

Analysis of test results

Interpretation of language proficiency

Knowledge of ELTE itself

Oral or written language exams

Planning learning outcomes for language

Preparation & administration of tests

Reliable & valid testing tools

Reporting evaluation findings

To determine language proficiency

To determine Ss' language deficiencies

To determine whether training useful

To evaluate Ss' language proficiency

To grade knowledge in numbers

To measure language skills & areas

To measure Ss' language progress

To measure the use of language for expression

Understanding whether aims achieved (feedback)
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Importance of ELTE

2

\‘

Being multi-dimensional

ELTE useful if informal

Helping to determine language progress

Shaping education

Showing whether aims achieved

To check language proficiency

To cover lacking parts

To evaluate language progress

To get feedback about language progress

To interpret the results
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APPENDIX - 17: The Findings from Pre-service ELT Teachers (Before the Course)

(Detailed Version)

Name References
FLAL-Eng (Pre-service BEFORE) 1299
ELTE Course-related Issues 1046
Expectations & needs of course itself (learning outcomes) 492
No expect or need 3
Rich content expected 3
To be able to evaluate fairly 5
To be able to grade properly 5
To be able to practice assessment 21
To be competent in assessing language proficiency 5
To be competent in assessment tools 3
To be competent in testing & evaluation 29
To enjoy the course 6
To gain awareness of assessment concept 22
To gain knowledge & ability of assessment (prepare, design, 64
evaluate, etc.)
To get high score to pass 6
To improve assessment-related knowledge & skills 5
To learn & be able to how to assess effectively 78
To learn assessment criteria 37
To learn assessment techniques 57
To learn background of assessment 1
To learn English-related assessment 39
To learn future-related knowledge & skills 23
To learn how to evaluate (own teaching) 5
To learn how to evaluate (SS, process, etc.) 38
To learn how to give feedback via assessment 5
To learn other purposes of assessment 1
To learn practical side 9
To learn stats 1
To learn the relationship between teaching & assessment 8
To learn washback effect 5
To need good samples of tests 1
To remember methods courses & summary of training 7
General opinions of ELTE course (importance & benefits) 554
No idea 4
Negative attitude 12
Course benefit questionable 1
Course not important 4
Not practical 1
Only as a tool of reminding 2
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Similar to OMB-Tr course

Too late to take the course 2
Positive attitude 538
Reasons for importance & benefit of course 226
Assessment-testing compulsory 13
Beneficial to reliable & valid test design 6
Change the perception of assessment 3
Complementary to methods-courses 18
Different from OMB-Tr course 6
Filling the gaps of teaching competence 9
Know nothing about how to test-assess 9
Learning English-related assessment 9
Taking course from an experienced teacher 11
Testing system concerned 9

To be aware of assessment concept 10

To improve ourselves 7

To learn how to test properly (theory+practice) 42
Useful for future teaching career 74

Yes, course beneficial 159
Yes, course important 153
FLAL-ELTE Concept 253
Competence-Awareness in general 59
Ability to prepare tests according to criteria 4
Ability to teach as well as assess 4
Need to be competent in how to test-assess (knowledge) 38
Need to know how to evaluate 4
Need to know testing techniques 5
To test & evaluate in a fair way 4
Importance of FLAL-ELTE 184
Assessment as important as teaching 36
Classroom vs standardized testing 1
Need to have the knowledge 12
Summative vs formative assessment 2
To assess effectiveness of teaching 36
To assess whether Ss learn or not 39
To determine Ss' level 11
To distribute scores in a fair way 1
To evaluate test items prepared 1
To find out Ss deficiencies 11
To find out whether aims achieved 2
To give feedback 6
To guide teaching as a result of assessment 7
To make Ss more successful 6
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To show Ss' mistakes

To show Ss' progress

To test the quality of assessment

N | |w

Previous Experiences of ELTE

1

o

Complaining about evaluation

Different kinds of wrong exams

Previous teachers' lack of ELTE competence

Taking too many exams so far

NI, O
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APPENDIX - 18: The Findings from Pre-service ELT Teachers (After the Course)
(Detailed Version)

Name References
FLAL-Eng (Pre-service AFTER) 1653
ELTE Course-related Issues 1036
Experiences about ELTE course 449
Acquired knowledge & skills (competencies gained) 449
Approaches to testing learned 2
Assessment criteria & principles learned 93
Both knowledge & skills gained 9
Different kinds of testing methods learned 41
Gained knowledge of testing each skill 84
How to assess properly learned 33
How to design a test learned 69
How to evaluate learned 34
How to motivate via testing learned 2
Purposes of tests learned 6
Test types & items learned 34
Tests for different levels learned 14

The connection between testing & teaching learned 4
Views of testing changed 24
General opinions of ELTE course 587
Importance & benefits of ELTE course 306
Expectations & needs met 137

No 2

S0-s0 7

Yes 128
Reasons for importance & benefit of course 169
Basic knowledge & skills given 24
Complementary to methods courses 6
Different from OMB-Tr course 8
Engaging in fruitful lessons 6
Learned a lot & created awareness 51
Transferring knowledge between courses(OMB-ELTE) 2

Useful for future career 72
Opinions of content & course 281
Negative attitude 58
Content shortcomings & course shortfalls 57

Last semester too late 6

No info about test format, etc. 1

Not updated content 8

Only one assignment insufficient 2

Only testing language skills 1
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Only theory, no practice 10
Presentations done by students 1
Suggestions 28

More checklists needed 1

More class hours needed 1

More examples for integrated skills 1

More samples on good-bad items of tests 2

More samples on table of specifications needed 2

Need more exercises to practice 13

Other topics about ELTE needed 1

Should be integrated into practicum 1

Should be updated 6

No, insufficient content 1

No idea 1
Positive attitude 222
Opinions of content sufficiency 91
Both theory & practice 6
Course instructor good 20
Coursepack comprehensive 11
Examples for how to evaluate 1
Examples for testing each skill 19

Good & bad sides of assessment 1
Suitable teaching of topics 7
Timing good 1
Topics according to levels 1
Topics comprehensive 24

Yes, sufficient content 131
FLAL-ELTE Concept 617
Importance of FLAL-ELTE 263
Assessment as important as teaching 32
Backwash effect 6
Need to acquire the specific competence 38
Needed in not only English but also other fields 10
Scoring not essential 3
Serving as feedback 14
To assess in a fair way 7
To assess language proficiency 17
To assess Ss' success 9
To evaluate effectiveness of teaching 22
To find needs of Ss 2
To find out language deficiencies 9
To guide teaching 18
To improve Ss more 18
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To see whether Ss learn or not 51
To update oneself 7
Perceptions of own FLAL 354
Perceived competency level 354
Comments of groups about own levels 208
High-comments 41
H-Ability to assess properly 12
H-Attend lessons regularly 3
H-Being active in lessons 1
H-Course good 5

H-Feel competent 19
H-Improve more with experience 1
Low-comments 7
L-At the phase of only understanding 1

L-Feel incompetent 2
L-Improve better after practice 2

L-No experience 2
Moderate-comments 160
M-Course good 14
M-Develop more with career 35
M-Difficulties in reliability & validity 1
M-Difficulties in scoring 1
M-Lose attention due to anxiety of scoring 1
M-Lose knowledge due to not repeating 1
M-Need practice 33
M-Need to be expert 13
M-Need to improve about productive skills 1

M-No experience 18

M-Not attend classes regularly 5
M-Only one course inadequate 2
M-Theory good but practice missing 35
Distribution of levels 146
High 33
Low 4
Moderate 109
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APPENDIX — 19: The Findings of the Document Analysis

Categories Middle East Eckisehi
Name of Anadolu Bogazici acte =as Hacettepe SKIsenir Marmara Bursa Uludag
Universi Technical Osmangazi
niversity
Staj[us OT State State State State State State State
University
Title of the English Language  English Language Foreign English Assessment English
Course Language  Assessment Testing and Language Language and Evaluation Language
Testing and Evaluation Measurement Testing and in Foreign Testing and
Evaluation and Evaluation Evaluation Language Evaluation
Teaching
Type of the Compulsory Compulsory/M
Course /Required Compulsory Compulsory ust Compulsory Compulsory Compulsory
Language of . . i . . . .
Instruction English English English English English English English
Semester th 7th th th th
(Course 8 > MeESter  semester 7" semester (41" 8 > MESIer gt semester (4" 8 > mester 8 > mester
: (4™ year- (4™ year- ) (4™ year- (4™ year-
Given) " (4th year- year-fall) " year-spring) 7 )
spring) fall) spring) spring) spring)
Hours/ECTS
of the Course 3/5 4/6 3/4.5 3/5 3/3 3/5 3/5
Mode of Classroom
Delivery / Face-to-Face presentation,
Learning Face-to- Lecture, group work, Face-to-Face
Activities & Face N/A N/A discussion and N/A practical N/A
Teaching N/A question & application,
Methods answer class
discussion
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9. Instructor(s)
of the Course

4 instructors 4 instructors

2 instructors

1 instructor

1 instructor

1 instructor

2 instructors

10. Book(s)
Read in the
Course

Heaton, J.

B. (2011).

Writing
English
Language
Test.

N/A

N/A

Heaton, J. B.
(1990).
Writing
English

Language Test.

1) Bachman, L.
(1990).
Fundamental
considerations
in language
testing.

2) Alan, D.
(1990).
Principles of
language
testing.

3) Harris, D. P.
(1969). Testing
English as a
second
language.

4) Hughes, A.
(1988). Testing
English for

university study.

5) Heaton, J. B.
(1990).
Classroom
testing.

6) Heaton, J. B.
(1990). Writing
English
Language Test.

1) Brown,
H.D. (2003).
Language
assessment:
principles and
classroom
practice.

2) Hughes, A.
(1989). Testing
for language
teachers.

3) Genesse, F.,
& Upshure, J.
A. (1996).
Classroom-
based
evaluation in
SLA.

N/A
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7) Cyril, W. &
Roberts, J.
(1994).
Assessment in
ELT.

11. Content of
the Course

Types of tests;
test preparation
techniques for
skills of English;

practice of
preparing various The same as .
'_I'he Same as N/A types of N/A learning The Same as Its N/A
its topic list . topic list
questions; outcomes
evaluation and
analysis
techniques;
statistical
calculations
12. Topic List of Introduction Theories of Introduction; Basic concepts  Teaching &
the Course ; measureme Approachesto  of language testing; kinds
(Outline) Approaches nt, language testing; types of  of tests and
to language  assessment testing; tests; major test tasks;
testing; and objective aspects of stages of test
Obijective evaluation; testing; tests of  English construction;
o : N/A : N/A
testing; construction grammar, language testing
Criteria and vocabulary, testing; grammar,
(reliability,  evaluation listening, procedures in vocabulary,
validity, of tests for speaking, preparing reading,
etc.) and assessing reading, different test listening,
types of second writing; items; practice  writing, oral
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tests; tests language criteria of preparing ability;
of grammar, skills; (reliability, questions; test interpreting
vocabulary, reliability, validity, etc.) preparation test scores;
listening, validity and and types of techniques for standardized
speaking, backwash; tests language skills;  tests
reading and  statistical testing writing,
writing analysis of reading,
test scores speaking,
and listening;
interpretatio analyzing
n of results techniques and
statistical
calculations
13. Assessment ] Term: 60% Term: 40% Term: 40%
o Term: 60% o - A
Criteria of o Final: 40% Final: 60% Final: 60%
Final: 40%
theCourse " 77 e Lq  mmemememememeeeee-
--------------- Term: 1 ,
» midterm exam _ Term:
Midterm Attendance: & 2 homework Midterm: 80%
) N/A N/A 10% Homework:
exam: 30% . ]
i Assignments: . 20%
Homework: 40% Final: 1 final "
0,
Fine?loeﬁam' Midterm: 10% exam Final:
40% ' Final exam: Exam: 60%
40% Project: 40%
14. Objective(s) - learn basic terms - develop same as learning - to increase
of the Course and concepts of learners’ outcomes students’
N/A N/A Ianguage_testlng, concept of awareness, N/A
- engage in testing and
practices of making him - to enable
aware of students to
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language
tests,

- interpret
test scores
and give
feedback

language tests,

- perform
statistical analysis
of test data,

- advantages and
disadvantages of
using published
and class teacher-
written tests

language tests

techniques,

- compare test
types and
methods,

- define and
identify testing
methods

language different types design,
assessment, of, producing implement and
- perform them when evaluate a
statistical necessary variety of
analysis, testing
- design, evaluate instruments
and implement
language testing
instruments
15. Learning - basic - basic termsand - approaches to - design - be able to
Outcomes of  principles of concepts of language language tests report
the Course language language testing,  testing, appropriately, interpretation,
(Basic Key testing, - knowledge, - objective - prepare tests of - design and
Words) - approaches selection and testing, language skills,  implement
to language design of - different and grammar tests,
testing, language tests, types of and vocabulary, - evaluate
- analyze - write, language tests, - criteria of advantages and
and prepare implement, adapt - prepare testing, disadvantages
appropriate N/A and evaluate various - basic statistics  of test N/A
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APPENDIX — 20: The Original Turkish Versions of the Quotes

The Quotations of Course Lecturers

O.CL.6: “Yabanci dil 6grenmekte olan kisinin amaglara gore dil yeterliligini bilgi ve
beceri kullanim1 bazinda degerlendirmektir.”
‘Testing and evaluation is assessing language proficiency of a foreign language learner
on the basis of its use with respect to learning purposes.’ (0.CL.6)

E.CL.8: “Yabanc dil yeterliligini giivenilir ve gegerli araclarla slire¢ ve son 6l¢iim
olarak etkili degerlendirme siirecidir.”
‘Testing and evaluation is assessing effectively language proficiency as carrying out
both summative and formative assessment by means of reliable and valid testing tools.’
(E.CL.8)

A.CL.4: “Yabanc dilde 6gretilen dil alan ve becerilerinin dgrenilip 6grenilmedigine
bakmak, 6gretim siirecinin 6gretmen, 6grenci ve siirecin kendisi agisindan nasil
gittigine bakmaktir.”
‘ELTE can defined as assessing whether language skills and areas in a foreign language
are learned or not, and evaluating the teaching process from the perspective of teachers
themselves, students and process itself-” (A.CL.4)

A.CL.3: “Bu kavramin alt basliklar1 da var aslinda. Oncelikle yabanci dilin nasil
Olgiilebilecegi konusunda bilgi sahibi olmalisiniz. Daha sonrasinda uygun bir sinav
hazirlama becerisine ve degerlendirirken kullanacaginiz istatistiki bilgiyi dogru
yorumlama becerisine sahip olmalisiniz. Ayrica bu sinavi hazirlarken izleyeceginiz
birtakim kurallarin ve prensiplerin olmasina dikkat etmelisiniz. Mesela, derste
izlediginiz belirli bir yontem var, ona uygun sinav sorusu, degerlendirme oSlgiitii ve
gecerli giivenilir bulgular elde edeceginiz bir yorumlama sistemi gelistirmelisiniz.”
‘The concept of FLAL has actually subcategories. First, you need to have the knowledge
about how to test language proficiency. Then, you need to have the ability to design
language tests and the competence to interpret assessment results appropriately in the
light of statistical knowledge. Besides, you need to pay attention certain principles and
rules while preparing such tests. For example, there is a certain way of teaching style
used in your course, and accordingly, you have to develop an evaluation system in which
you can prepare related questions, construct evaluation criteria and obtain reliable and
valid findings.” (A.CL.3)

B.CL.5: “Okuryazarlik, bir meslegin ya da uygulamanin gereklerini yerine getirecek

kadar iyi bilmek anlamina da gelebiliyor. Ben dil baglaminda diisiiniip, ¢esitli amaglar

icin ¢esitli baglamlarda yabanci dil konusan bireylerin diizeylerini amaca uygun bir

bicimde degerlendirme uzmanligina sahip olmak olarak tarif etmek istiyorum.”
‘Literacy can refer to the expertise in any profession or application which needs to be
knowledgeable about its requirements to be able to fulfill them. In terms of language
concept, | can define literacy as having the expertise in an appropriate assessment
procedure through which foreign language learners’ proficiency is assessed with respect
to the aims.” (B.CL.5)

U.CL.10: “Yabanci Dilde Olgme-Degerlendirme bilgisin ne zaman ve neden ihtiyag
duyuldugunu, dogru Olgme-Degerlendirmenin nasil yapilacagint ve sonuglarin nasil
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yorumlanacagi ve saklanabilecegini, nasil degerlendirilecegini ve etik bir bicimde nasil
paylasilacagini bilmektir.”
‘FLAL is to know when and why assessment knowledge is needed, how to perform
effective testing and evaluation, how to interpret and store the results, and how to share
the results ethically.” (U.CL.10)

A.CL.3: “Cok 6nemli. Ogretme ve degerlendirme ayirilamaz bir biitiin aslinda. Uygun
degerlendirme yapmadan 6gretmede yeni adimlar atamayiz, etkili planlar yapamay1z.
Ogrencilerin Ingilizce alanindaki temel eksiklikleri ile geribildirimi bize en etkin,
cabuk ve net olarak uyguladigimiz sinavlar ve 6devler verir.”
‘Assessment is very important. Testing-evaluation is an inseparable concept. If we did
not assess properly, we would not be able to take new steps in teaching and to prepare
effective plans. The feedback about the main deficiencies of students in English is
provided most efficiently and quickly by tests and assignments.’ (A.CL.3)

H.CL.7: “Diger alanlarda oldugu gibi 6grenci, 6gretmen ve program hakkinda doniit
vermek.”
‘As in other fields [apart from ELT], the purpose of assessment is to give feedback about
students, teachers and program itself.” (H.CL.7)

M.CL.9: “Evet gerektiriyor. Hem teorik hem de pratik anlaminda teknik bir konu.”
‘Foreign language assessment needs expertise in this field. It is a technical subject in
terms of both theoretically and practically.” (M.CL.9)

B.CL.5: “Tabii ki. Temel kavram ve prensiplerin yani sira, Ozellikli istatistik

yontemlerin de bilinmesi gerekiyor. Kitap acip okuyarak 6grenilecek bir brang degil.”
‘Foreign language assessment requires a specific qualification in this area. In addition
to the basic concepts and principles of testing, it is important to know especially
statistics. It is not a branch to be learned by reading a book.’ (B.CL.5)

E.CL.8: “Genel hatlariyla; What is Testing? What is assessment? Principles of
Classroom Testing (Reliability, Validity etc), Standardized Testing, Testing
Grammar/Vocabulary, Assessing Listening, Assessing Reading, Assessing Writing,
Assessing Speaking, Integrated Testing and Assessment”
‘My syllabus includes the topics of what is testing, what is assessment, principles of
classroom testing (reliability, validity, etc.), standardized testing, testing
grammar/vocabulary, assessing listening, assessing reading, assessing writing,
assessing speaking, integrated testing and assessment.” (E.CL.8)

E.CL.8: “Ogrencilere uygulama olarak test hazirlama ve alternatif degerlendirme
ekledim. Ayrica, integrated testing iizerine daha ¢ok duruyorum ciinkii dilin biitiinciil
yapisint ve dil yeterliligini belirlemede biitlinlesik degerlendirmenin 6nemini
ogrencilerin de anlamasini istiyorum.”
‘I added the topics of preparing language tests practically and alternative assessment.
Besides, | focus mostly on integrated testing because | want students to understand the
importance of integrated testing while assessing the overall structure of language itself
and language proficiency.’ (E.CL.8)
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A.CL.3: “Cesitli yas gruplart ve amaglar i¢in hazirlanmis sinav 6rneklerini ekledik
clinkii ihtiyag olursa 6grencilerin ellerinde giizel bir 6rnek olsun istedik.”
‘We added sample tests for various age groups and purposes because we wanted
students to have a good coursepack if they needed.” (A.CL.3)

A.CL.2: “Pratik uygulama ornekleri igeren, sadece teorik bilgi vermeye bir kitap
olmasi sebebiyle secildi.”
‘[We chose this book [Heaton’s book] as the coursebook because] it consists of practical
examples, and thus, it does not only provide theoretical information.’ (4.CL.2)

A.CL.1: “Teorik bir ara sinav ve ilgili dil alan ve becerilerini 6lgen testlerin 6grenciler
tarafindan hazirlanmasi”
‘[As for the assessment and evaluation criteria of ELTE course], students must enter a
theoretical test as the midterm exam and prepare a test that measures language skills as
the final exam.’” (A.CL.1)

O.CL.6: “Kesinlikle. Bir farkindalik oluyor ve smav hazirlama ve sinav yapma
konusunda aydinlaniyorlar. Aldiklar1 her sinavi o gozle elestiriyor, hazirladiklari sinava
onem veriyorlar.”
‘Definitely, there is a change at the end of the course. Students become more aware of
assessment and are enlightened about exam preparation and administration. They
criticize each exam they take and give importance to each exam they prepare.’ (0.CL.6)

B.CL.5: “Kabaca gbzlemim, dordiincii sinif dersi olarak verilen bu derste, 6grencilerin
o zamana kadar olusturdugu 6gretme yontemlerinin degerlendirme yontemleri sekline
everilmesini izliyorsunuz. Cogu ikisinin arasindaki farki anladiginda bayag sasiriyor.
Bir de bu isin aslinda ne kadar da titizlikle yapilmasi gereken bir is oldugunu
gordiigiinde.”
‘My general observation about this course given at the fourth year of teacher training is
that students’ teaching methods that they have learned evolve into assessment methods.

[...] They are also surprised by the fact that assessment is actually a meticulous job.’
(B.CL.5)

A.CL.3: “Evet, oOzellikler odevlerini hazirlarken daha uygun sorularit segebiliyor,
gerekli adaptasyonlart yapabiliyorlar. Yonergeleri daha diizglin yaziyorlar, zaman
ayarlamasina dikkat ediyorlar. Ayrica uygun degerlendirme kriterini buluyor ya da
hazirlarken belli noktalara dikkat ediyorlar.”
‘[After taking this course], students are able to choose more appropriate test items while
doing their assignments, and also, they can make necessary adaptations. They are able
to write test instructions more properly and pay attention to time allocations among test
tasks. Moreover, they can find appropriate evaluation criteria or take into account
certain points while preparing such criteria.” (A.CL.3)

H.CL.7: “Tecriibe eksikligi var ama ders sonunda teorik bilgi oldukea iyi, tecriibeye
hazir oluyorlar.”
‘There is a lack of experience [about language assessment], but at the end of the course,
students’ theoretical knowledge is quite good and are more ready to assess.” (H.CL.7)

A.CL.2: “Ol¢me Degerlendirme konusuna ilgim sebebiyle dersi vermek istedim.”
‘Because of my interest in testing and evaluation, [ wanted to teach this course.’ (A.CL.2)

240



A.CL.1: “YOK'iin 6nerisinden haberim yok. Kendimiz belirledik. Uygun kitab1 sectik.
Okutuyoruz.”
‘I have not heard about CoHE’s program [ELTE course content]. We ourselves [course
lecturers] determined the topics. We chose appropriate coursebook and are studying it.”’
(A.CL.1)

A.CL .4: “Siire¢ odakl1 alternatif degerlendirme konular1 (use of observation checklists,

learning journals and logs, portfolios, progress reports and etc) daha fazla yer alabilir.”
‘The topics of process-oriented alternative assessment (use of observation checklists,
learning journals and logs, portfolios, progress reports, etc.) should be more emphasized
in this course.’ (A.CL.4)

A.CL.1: “Yeterli. Bir de 3. simfta Tiirk¢e aldiklar1 bir ders var. Ikisi iyi bir sekilde
kotarilirsa yeterli olacaktir.”
‘This course [ELTE] is sufficient. There is also a course that is taken in Turkish in the
third year of the teacher training program. If these two courses (Turkish general one

and ELTE) are learned thoroughly, it will be sufficient in terms of language assessment.’
(A.CL.D)

A.CL.3: “Kendi isledikleri bir ders i¢in staj 6grencilerine gercek bir sinav hazirlayip,
degerlendirip, sonuglarin1 yorumlayabilseler ¢cok daha iyi olurdu.”
‘[Apart from the course], it would be much better in the practicum if students prepared
a real English exam, assessed their students and evaluated the results in the lessons they
taught.’ (A.CL.3)

A.CL.4: “Aslinda bence tek ders yeterli olamiyor, bir donem daha 6grenilen teoriyi

pratige dokmeye dayali, daha ¢ok alternative assessment odakli bir ders konabilir.

Ogrenciler bu dersi genel dlgme degerlenme seklinde ana dillerinde de aliyor ama

anlamli bir 6grenme gercgeklestiremiyor, orda 6grenilenleri bu derse aktaramiyorlar.”
‘In fact, only one course [about ELTE] is not enough, there may be another course which
is based on putting knowledge into practice and is more alternative assessment oriented
in another semester. Students take a general testing and evaluation course in their
mother tongue [Turkish], but they cannot achieve meaningful learning and are not able
to transfer what they learn in that course to this ELTE course.’ (A.CL.4)

B.CL.5: “Degerlendirme boyutu aslinda biitiin metodoloji ve uygulama derslerinin
icinde bulunuyor. Her ne kadar Ogretme yonelimli (oriented) gorev (task) ile
degerlendirme yonelimli gorevler farklilasabilse de bahsettigim derslerin iginde de
degerlendirme boyutu ele aliiyor, bilingli ya da bilingsiz. Bence dilde dlgme ve
degerlendirme temel kavram ve Ozellikleri 6grenildikten sonra metodoloji derslerine
de bir boyut olarak eklenebilir. Tek bir ders her zaman ¢ok az maalesef.”
‘The dimension of assessment is actually embedded in all teaching methods courses.
Although learning-oriented and task-oriented assessment can be distinct, the element of
assessment is given consciously or unconsciously in such courses [teaching
methodology]. In my opinion, after fundamental concepts and principles of testing are
learned, assessment might be added as a dimension to methods courses. Only one course
for ELTE is inadequate all the time.” (B.CL.5)
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E.CL.8: “Su anda bulundugu 4. siif 2. donem uygulama yapma ve farkindalik olarak
gayet uygun goriniiyor.”
‘The second term of the fourth year [8™ semester] seems quite good due to the suitability
of performing practical applications as well as creating awareness.” (E.CL.8)

B.CL.5: “Bence metodoloji derslerinin bir boyutu olarak ele alinirsa 3. siniftan
baglayabilir.”
‘I think if language assessment is taken as a dimension of teaching methods courses,
ELTE education may start in the third year.” (B.CL.5)

The Quotations of Novice EFL Teachers (Alumni)

Low.T.10:  “Ogrencinin  dildeki yeterlilik diizeyini  &lgiip,  basarisini
degerlendirmektir.”
‘Assessment is to measure the proficiency level of language learners as well as
evaluating their successes and progress in that foreign language.’ (Low.T.10)

High.T.8: “Yabanci dilde olgme-degerlendirme sadece teste veya yaziya bagl
kalmay1p, 6grencinin dili etkin bir sekilde kullanabilme becerilerinin de 6l¢iilmesidir.”
‘Testing and evaluation in a foreign language is not only bound to tests or written exams,
but also it means to assess students’ ability to use the target language effectively.’

(High.T.8)

High.T.11: “Dilsel yeteneklere ait kazanimlarin planlanmasi ve davranislarina,
kazanimlara ne 6l¢iide ulasildiginin test vb 6lgme araglartyla 6l¢iiliip degerlendirilmesi
stirecidir.”
‘Testing-evaluation is the process of planning learning outcomes related to language
skills, and to measure and evaluate to what extent these outcomes are achieved by means
of testing tools.” (High.T.11)

High.T.17: “Dil becerilerinin sinanmasi ile ilgili kavram ve yontemler hakkinda bilgi
sahibi olmak, dil yeterliligi ve gelisimi ile ilgili smav hazirlama siireclerinin
incelenmesi, belirli bir 6grenci grubuna yonelik bir dil testinin hazirlanmasi- planlama,
uygulama ve sonuglarin madde analizi ile degerlendirilmesi. Degerlendirme
sonuglarinin yazili bir rapor haline getirilmesi ve s6zlii olarak sunulmasi.”
‘Language assessment means to have knowledge about the concepts and methods related
to the testing of language skills, to examine test preparation processes related to
language proficiency and development, to prepare a language test for a specific group
of students, and to plan, implement and evaluate the results via item analysis. And also,

it means to report assessment results in written format and present them verbally.’
(High.T.17)

High.T.6: “Olgme ve degerlendirme dil &gretiminde kritik bir dneme sahiptir.
Ogretme-dgrenme siirecinde dil yeterliligini stnanmasi ve gelistirilebilmesi i¢in doniit
verilmesi gerekir. Bu doniitler eksiklerin kapatilmasini saglayacaktir.”
‘In the teaching/learning context, feedback should be given in order to evaluate and
improve language proficiency of learners. So, feedback comes from the assessment
results of learners, and is used again to develop their language proficiency. In this way,
the shortfalls of the education may be fulfilled.’ (High.T.6)
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Moderate.T.18: “Belirlenen kazanimlara ulasildiysa yeni kazanimlarla egitime devam
etmek, ulasilamadiysa geriye donilip ulasabilmek i¢in calismalar, tekrarlar yapmak
acisindan énemli bir rol oynar.”
‘Assessment plays an important role in terms of carrying on the instruction with new
objectives if planned learning outcomes are achieved or going back to the study and
making revisions if the objectives are not achieved.’ (Moderate.T.18)

Moderate.T.8: “Ol¢me- degerlendirme araglar1 Ingiliz Dili Egitimi'nde ¢ok yonlii
olmalidir. Ciinkii dil 6gretimi tek boyutlu diisiinlilemez. Bir 6grencinin dil gelisimini
oleme islemleri kelime bilgisi, ciimle bilgisi, dinledigini anlama, okudugunu anlama
gibi ¢ok boyutlu olmalidir.”
‘Assessment tools should be multi-faceted in ELT because language teaching cannot be
thought as being only one dimension. The assessment procedures should be multi-
dimensional including a student’s language progress with respect to his/her knowledge
of grammar and vocabulary as well as the skills of listening and reading comprehension
and the like.” (Moderate.T.8)

Moderate.T.7: “Elbette isime yaradi. Basitce sOylemem gerekirse smav nasil
hazirlanir, kapsami nasil olmalidir, sorular nasil hazirlanmalidir ve degerlendirme nasil
yapilmalidir konularinda ve bu islemlerin ayrintilarinda bana yardimci oldu ve
olmaktadir.”
“Surely, this course [ELTE in teacher training] has helped me a lot. Simply put, it has
been helpful with respect to such topics as ‘how a language test should be designed,
what it should be covered, how the questions/tasks should be organized, and how the
interpretation/evaluation should be made’”. (Moderate.T.7)

High.T.4: “ilk deneyimimden yola c¢ikarak soyleyebilirim ki bu konuda hig
zorlanmadim. Kendi 6l¢me degerlendirme Olciitlerimi olusturabilirim. Okuldaki diger
ogretmenlerimiz hazir uygulamalar1 tercih ederken ben kendi dlgme degerlendirme
araclarimi olusturdum. Ogrencilerime ve kazanimlarima uygun oldugu igin daha ¢ok
basari elde ettim.”
‘Considering my first experience [about language assessment], I can say that I have not
had any difficulty in testing language [at my school]. | am able to construct my own
assessment criteria. Although the other teachers in the school [colleagues] prefer ready-
made assessment tools, | created my own tests. Since my tests are more appropriate to
my students as well as the learning outcomes, I have achieved more success.’ (High.T.4)

High.T.4: “Igerigi gercek hayata yonelik uygulamalar oldugu i¢in ve 6grencilerin aktif
oldugu bir ders oldugu i¢in kazanimlarimin daha biiyiikk ve yararli oldugunu
diistiniiyorum.”
‘The content of the course [ELTE course] consisted of real-life assessment
implementations and the undergraduates were very active in that course. Therefore, |
think the course is very beneficial and advantageous. In general, the course was
sufficient.” (High.T.4)

Moderate.T.15: “Yeterlilik diizeyi Ogretmenlige adim atacak Ogrenciler igin
uygundur.”
‘The level of sufficiency [of ELTE course] is appropriate to the students who will be
teachers after graduation.’ (Moderate.T.5)
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Moderate.T.2: “Karsiladigini diistiniiyorum. Dil egitimindeki beceri alanlarini dlgme
ve degerlendirme i¢in gerekli olan kriterleri saglamistir.”
‘I think the course [ELTE course] was adequate. It provided us with necessary
knowledge and skills about assessing language skills.” (Moderate.T.2)

Moderate.T.20: “Cok karsiladigin1 sdyleyemem, Ol¢gme ve degerlendirme tiirleri
hakkinda bilgi edinip uygulamada eksik kaldigimi diistintiyorum.”
‘I cannot say that this course [ELTE course] did meet my needs and expectations. | only
gained the information about assessment evaluation, but I think the course was deficient
in terms of practice.’ (Moderate.T.20)

Moderate.T.20: “Igerigi bilgi anlaminda doluydu ama pratik kismi yeterli degildi.”
‘The content of the course [ELTE course] was satisfying in terms of theory but the
practical side was not enough.’ (Moderate.T.20)

High.T.1: “Daha ¢ok uygulama olmali. Mesela her hafta her skill'e 6zel sinav
hazirlanmali ve degerlendirme kriteri yorumlanmali.”
‘The [ELTE] course was very theoretical. More practice would have been better. For
example, for each language skill, students should prepare an assessment tool every week,
and the criteria for the evaluation should be interpreted.’ (High.T.1)

Moderate. T.2: “.......... cesitli tiplerde soru hazirlama aligtirmalari; degerlendirme ve
analiz teknikleri; istatistik hesaplamalar.”
‘[To the ELTE course content], exercises of preparing various test items, techniques of

evaluation and analysis, and statistical calculations [can be added as new topics]’.
(Moderate.T.2)

Moderate.T.5: “Micro-macro egitimle birlikte stajyer dgretmenlere, sinavlarin en
azindan bir bolumu hazirlatilarak, 6lgme degerlendirme sureci meslege baslamadan
deneyimletilmeli.”
‘Before teacher trainees start teaching profession, they should be provided with
experience [practice] in terms of assessment process by making them to prepare at least
a part of a language exam during micro-macro training [practicum courses].’
(Moderate.T.5)

Low.T.10: “Ders igeriginde listening, writing, reading, speaking ve grammer
alanlarinda oOlgme ve degerlendirme yontemleri gosterilip bol bol uygulama
yapilmalidir. Ayrica bu derste her bir 6grenci her alan i¢in sinavlar hazirlayip bunlari
gercek bir Ogrenci kitlesine uygulamali ve bu smavlarin degerlendirmesini
yapmalidirlar. Ders saati arttirilmalidir. Ders iki donem boyunca verilmeli, birinci
donem teknik bilgiler; sinavlarin nasil hazirlanip degerlendirilecegi 6gretilip, ikinci
donem ise uygulamasi yapilmalhdir. 4.simifta staj uygulamasinda stajyerlerin
ogrencilerine ogrettigi konular her bir alanin (listening, writing, reading, speaking ve
grammerin) dlgme ve degerlendirilmesini 2. donem verilen 6lgme ve degerlendirme
dersi igin yapabilirler. Boylece tiim ogrencilerin verdigimiz bilgileri ne Olgiide
ogrendiklerini anlamis oluruz. Ayrica 6grenmis oldugumuz 6lgme ve degerlendirme
bilgilerini gergek bir kitlede uygulamis oluruz.”
‘Various different testing and assessment methods for listening, writing, reading,
speaking and grammar as well as the practices of them should be given in the [ELTE]
course. In addition, students should prepare test items accordingly and should have an
opportunity to apply those items and evaluate them. The hours allocated to the course
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should be increased. The course should be given for two semesters: In the first semester,
the theoretical side of assessment should be taught, and in the second semester, the
practical side should be applied. Also, the practice of assessment for each skill can be
integrated into the practicum in the second semester. Hence, students will be able to
practice assessment in the real classrooms.’ (Low.T.10)

Low.T.10: “Grammar, listening ve reading bilgisini dlgecek temel bilgileri edindim.
Yalniz speaking ve writing konusunda ders bana yetersiz geldi.............. Ozellikle
speaking ve writing alanlarinda 6lgme ve degerlendirme yapamiyorum. Speaking ve
writing 0gretiminde iiniversitede aldigim bilgiler cok yetersiz geldi ¢iinkii bunlarla
ilgili ¢cok fazla pratik yapma imkanimiz olmadi.”
‘I think I acquired the essential knowledge about assessing grammar, listening and
reading. But I think the [ELTE] course was not successful enough in terms of the topics
about assessing writing and speaking. [...] Especially, I cannot assess students’
speaking and writing skills. In my opinion, the knowledge about assessing speaking and
writing skills that | gained at university is inadequate. It is because there was not much
practice about that topic.” (Low.T.10)

Moderate.T.12: “Evet, diistiniiyorum ¢iinkii gorev yapan 6gretmenler belirli bir siire
sonra kesinlikle 6lgme ve degerlendirme kriterlerini géz oniinde bulundurmadan
sinavlar hazirliyorlar. Bunun i¢in degisen sisteme uyumlu olarak hizmet i¢i semineler
stirekli yapilmalidir ve {iniversitede dgrenilen bilgiler her an kullanilmak iizere taze
tutulmalidir.”
‘I think in-service training [about ELTE] is necessary because in-service teachers
prepare language exams without paying attention to some assessment criteria after a
while. Therefore, constantly, in-service seminars should be provided suitable to the
changing needs of the system and what is learned at university should be kept fresh all
the time.” (Moderate.T.12)

Low.T.13: “Olabilir. Farkli okul tiirlerinde ve farkli becerileri 6l¢mekte karsilasilan
sorunlar {izerine olabilir.”
‘There might be in-service training. Specifically, it may be about assessing different
language skills in different language school contexts as well as the difficulties
encountered while assessing.’ (Low.T.13)

High.T.19: “Kesinlikle verilmeli. Her okulda bu derse ayni 6zenin verilmedigini

diisiinliyorum. Bu kaniya diger meslektaglarimin hazirladigi materyalleri gore vardim.”
‘In-service training [about ELTE] should be provided. I think each university does not
put emphasis on this topic in the same way. | have come to this point on the basis of the
materials that are prepared by my colleagues.’ (High.T.19)

Moderate.T.6: “Kesinlikle gerekmektedir. Calisigim kurumda hi¢ o6lgme ve

degerlendirme dersi almamis olan dgretmen arkadaslar var. Ogretmenlerin, ozellikle

uygulama siavi yapilan derslerin 6gretmenlerinin eksiklerinin kalmamasi gerekir.”
‘In-service training [about ELTE] is absolutely necessary. There are the colleagues who
did not have any training about language assessment at my school. Teachers, especially
those who make practical exams in their lessons, should be equipped with such
knowledge and skills.” (Moderate.T.6)

High.T.8: “Evet. Ornegin sinavlarimi hazirlarken sorularin orta giigliikte olmasina
dikkat ediyorum. Dogru- yanlis sorularinda cevaba yonelik ipucu vermekten
kaciniyorum. Sorunun acgik ve anlasilir olmasina dikkat ediyorum. Her maddeyi
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yalnizca bir beceriyi Olcecek sekilde hazirliyorum. Bosluk doldurma sorularinda
bosluklarin esit boyutta olmasina 6zen gosteriyorum.”
‘It did work [ELTE course was helpful at work]. For example, I pay attention to the
difficulty level of test items while preparing exams. | avoid giving clues about correct
answer in true-false test items. | try to be careful about the clarity of questions. I
prepared each test item which measures only one skill. I pay attention to the length of
the gaps in the fill-in-the-blanks test items.” (High.T.8)

Moderate.T.22: “Evet. Bulundugum lise de seviye ¢ok diisiik higbir sekilde hazir
Oleme araglart kullanamiyorum. Sorularimin hepsini kendim yaziyorum. Ciinkii
ogrencilerin ciddi seviye sorunu var.”
‘I have some difficulties in assessing English. The proficiency level is very low in my
high school where | work, and thus, | cannot use ready-made tools. | write all my test

items on my own because students have problems of critical proficiency levels.’
(Moderate.T.22)

Moderate.T.3: “Aslinda bu ders d6gretmenlik igin ¢ok iyi, sonugta iilkemiz i¢in yazil
yoklamalar 6nemli yere sahip.”
‘In fact, this [ELTE] course is very good for teaching profession. All in all, written
examinations have an important place in our country [Turkey].” (Moderate.T.3)

High.T.19: “Tiirkiye icin konusacak olursak, anadili Ingilizce olmayan dgrencilere,
giinliik hayatlarinda duyma ve kullanma sanslar1 olmayan bu dili sinif ortaminda ne
kadar verebildigimiz ve bunun &lgiilmesi olduk¢a elzemdir.”
‘If we talk about Turkey, it is crucial to assess to what extent we can teach English in the
classroom to those who are mother-tongue is not English, and also do not have any
chance to hear and use English in their daily lives.’ (High.T.19)

Moderate.T.20: “Pratik ve uygulama kisminda zorluk yasiyorum. Teorik bilgim var
fakat devlet okullarindaki ders isleme ve dlgme sistemiyle teorik bilgilerimi
birlestirmede zorluk yasiyorum.”
‘I have difficulties in practice and implementation. I have theoretical knowledge [about
language assessment], but | have difficulty in combining such knowledge with the
teaching style and testing system at state schools [in Turkey].” (Moderate.T.20)

The Quotations of Pre-service ELT Teachers (BEFORE)

Before.Pre.23: “Evet. Ogretmen olmak sadece ders anlatmak degildir. Ogrenciye
yonelik smavlar, testler hazirlamak da 6gretmenin belki de en ¢ok dikkat etmesi
gereken noktadir. Bu ylizden her 6gretmen adayinin 6lgme ve degerlendirme bilgisine
sahip olmasi gerekir.”
‘Assessment in ELT is necessary. Being a teacher is not just about teaching. One of the
most important points that every teacher has to pay attention is to prepare language
exams suitable for their students. Therefore, every teacher candidate needs to be
competent in language assessment.’ (Before.Pre.23)

Before.Pre.77: “Bu dersin Onemli ve verilmesi gereken bir ders oldugunu
diisiinliyorum. Bir 68retmen i¢in nasil 6gretecegi, 6gretim hizmetinin kalitesini ve
ogretim etkinliklerinin ne kadar basarili oldugunu belirlenen amaglara ne kadar hizmet
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ettigini 6l¢ebilmeyi de bilmesi gerektigi ve bu konuda yeterli donanima sahip olmasi
gerektigine inantyorum.”
‘I think this course is necessary and should be given. I believe that every teacher needs
to know how to teach, how to evaluate the quality of their teaching, how to assess to
what extent their teaching activities are successful, and how to test how much of the
goals of their teaching activities are achieved. Teachers should be well-equipped with
that kind of knowledge and skills.’ (Before.Pre.77)

Before.Pre.49: “Beklentim kotii testler gormekten ¢ok iyi test 6rnekleri gormek. Zaten
hayatimiz boyunca kotli 6rnekler gordiik ve hala gormeye devam ediyoruz. Basarili
ornekler goriip kafamda onlarin yer edinmesi gerektigini diisiiniiyorum.”
‘My expectation from this course is to study on good test samples rather than poor test
items. We have already come across poor tests, and still we have seen them. | think it is
necessary to study on good test items to construct a good perception of assessment.’
(Before.Pre.49)
Before.Pre.19: “Sinav hazirlama, uygulama, degerlendirme konusunda yeterli bilgi ve
beceriyi elde etmeme yardim etmek.”
‘I believe this course will help me to obtain adequate knowledge and skills about
preparing, administering, and evaluating tests.” (Before.Pre.19)

Before.Pre.28: “Bu derste Ogrenciyi nasil sinamamiz gerektigini Ogrenecegimizi
diistiniiyorum. Dersten beklentim nispeten kalici olmasi ve ileriki 6gretmenlik
hayatimda kullanacagim bilgileri edinecegim bir siireci gegirmek.”
‘In this course, I think we will learn how to assess language learners. | expect the course
will be relatively permanent, and | want to gain the knowledge that I will use in my
professional teaching life.” (Before.Pre.28)

Before.Pre.57: “Metodoloji  derslerinden de ogrendiklerimiz harmanlayarak
ogretmenlik meslegine gerek olan bilgisi gerekse yontem bilgisi konusunda deneyimli
bir sekilde ders verecegimi diisiiniiyorum.”
‘[At the end of this course], I think I will be able to teach and assess properly by
combining teaching methodology knowledge as well as professional knowledge that |
learned [throughout training years]. (Before.Pre.57)

Before.Pre.150: “Almis oldugumuz 4 yillik egitim boyunca nerelerde bize gercek
anlamda testler uygulandi ya da uygulanmadi? Bunlari gorlip siizgegten
gecirebilecegim bilgileri 6grenmis olacagimi diistiniiyorum.”
‘Throughout 4-year teacher training, have all the exams we have taken so far been
implemented correctly or not? | think I will learn some kind of knowledge to help to
evaluate such an issue.’ (Before.Pre.150)

Before.Pre.50: “Sinav hazirlama konusunda bilgili bir 06gretmen olacagimi
digiiniyorum. Aymi zamanda Ogrettiklerim ile sorduklarim arasinda baglanti
kurabilecek ve smavlarin 6grenci psikolojisi lizerine olan etkilerini gorebilecegim.”
‘I think I will be a knowledgeable teacher about language assessment. In addition, I will
be able to make a connection between what | teach and assess as well as to see the
psychological effects of tests on students [backwash effect].’ (Before.Pre.50)

Before.Pre.111: “Son sinif oldugum i¢in 6ncelikli beklentim dersten kalmamak ve bir
seyler 6grenebilmek.”
‘Since I am a senior student, my first expectation is to pass the course and to learn
something [about assessment]. (Before.Pre.111)
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Before.Pre.7: “Kesinlikle verilmesinin gerekli oldugunu diisiiniiyorum. Egitim
fakiiltesinde okuyan bir 6gretmen aday1 i¢in kendi alaniyla ilgili nasil degerlendirme
yapacagini, degerlendirme yaparken gerekli olan Olgiitlerin neler oldugunu
derinlemesine 6grenmesi kaliteli ve basarili bir mesleki yasanti a¢isindan gereklidir.”
‘I think this course should be given. It is necessary for pre-service teachers studying at
faculty of education in order to learn and know how to assess language skills and the
evaluation criteria for a successful and qualified professional life.” (Before.Pre.7)

Before.Pre.35: “Dersin verilmesi gerektigini diisiiniiyorum ¢iinkii simdiye kadar nasil
ogrenecegimiz gordilk. Bu son sene de Ogrendiklerimizi nasil Olgecegimizi
ogrenecegiz. Ne Ogrendik, nereye geldik, 6gretmen olunca degerlendirme yapacak
seviye geldik mi? Gibi sorulara cevap olabilir.”
‘I think this course should be taught because so far, we have learned how to teach. At
this last year, we will learn how to test. What did we learn, which level are we at, and
have we come to the level of making evaluations? This course may answer such
questions.’ (Before.Pre.35)

Before.Pre.165: “Faydali olacagina inaniyorum. Testinge bakis agimizi degistirecek
ve Oonyargilarimizi kirarak nasil iyi bir egitim verebiliriz onu anlamis olacagiz.”
‘I believe this course will be beneficial. It will change our point of view towards testing

and we will understand how to give a better education by breaking down our prejudices.’
(Before.Pre.165)

Before.Pre.58: “Sinav hazirlama ve degerlendirme egitim-6gretim siirecinin en dnemli
basamaklarindan birisi bence. Hem 6grenci hem de 6gretmen i¢in doniit niteligi tastyor.
Ogrenci yanlislarim1  goriip dogrusunu Ogrenirken, oOgretmen de teknigini
degerlendirmis oluyor. Ayrica Tiirkiye'de egitim sisteminin her basamagi sinav oldugu
icin 6gretmen nasil sinav hazirlamasi gerektigini bilmeli. O yiizden bu dersi 6nemli ve
gerekli buluyorum.”
‘In my opinion, testing and evaluation are one of the most important stages of
educational process. Assessment is a feedback both for teachers and students. While
students have the chance to see their mistakes and learn the correct ones, teachers
evaluate their teaching techniques [as a result of assessment]. Furthermore, since every
stage of educational system in Turkey is dependent on exams, every teacher should know
how to prepare tests. Therefore, this course is important and necessary.’ (Before.Pre.58)

Before.Pre.104: “Bu ders onemlidir ¢linkii Tirkge olarak aldigimiz o6lgme ve
degerlendirme dersi genel anlamda her 6gretmenlik alani icin gerekli. Fakat biz
tamamen yeni bir dil dgretiyoruz ve genel uygulamalarin disinda Ingilizce'yi 6l¢gmenin
daha farkl yollar1 olmalidir.”
‘This course is important because the course of assessment and evaluation instructed in
Turkish [at the third year of training as general educational and pedagogical course] is
very general. But we teach a completely different language [English as a foreign
language] and apart from general practices, there must be different ways to assess
English language.’ (Before.Pre.104)

Before.Pre.63: “Tabii ki bir 6gretmen i¢in olduk¢a gerekli bir ders. Ancak olaya
Tiirkiye sartlarinda bakarsak her 6grenci bu dersi aliyor mu, aliyorsa ne kadar etkili
aliyor ve daha da onemlisi 6gretmen olunca hangi 6gretmen bu dersin gerekliliklerini
yerine getiriyor? Oldukea i¢ler acist bir durum oldugunu diisiintiyorum.”
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‘Sure, it is a necessary course for every teacher. But when we consider the conditions of
Turkey, some questions arise: Has each pre-service teacher taken this course?; if they
have taken, how effective has the course been?; after graduation, have they fulfilled the
requirements of this course in their teaching? I think it is an awful condition.’
(Before.Pre.63)

The Quotations of Pre-service ELT Teachers (AFTER)

After.High.Pre.7: “Bir 6gretmenin sahip olmasi gereken ve bence en 6nemli seylerden
biri siav hazirlamaktir. Onemli olan sadece 6gretmek degil aym1 zamanda Slgmektir.
Bu ders sayesinde bunu dogru bir sekilde yapabilecegime inaniyorum.”
‘One of the most important competencies that every teacher must possess is preparing
language exams. Teaching is not the only important thing, but at the same time,
testing/assessment is very important. | believe we will be able to assess properly thanks
to this course.’ (After.High.Pre.7)

After.Moderate.Pre.113: “Ol¢me-degerlendirme dersi aslinda su ana kadarki
ogrenmelerimizin tamamlayicisi niteliginde. Ciinkii 6grettigimiz seyleri test etmek hem
ogrencilerin gelisimini saglamak hem de 6grenme siirecini tamamlamak agisinda ¢ok
onemli.”
‘In fact, this course is complementary to what we have learned so far [throughout our
teacher training]. It is because it is very important to test what we teach, to assess the

progress of students’ language development, and to supply learning/teaching process.’
(After.Moderate.Pre.113)

After.Moderate.Pre.100: “Orta oldugumu diisiinliyorum. Ciinkii burada aldigim
teorik bilgileri uygulamada ne kadar etki kullanacagimi bilemiyorum, ilerleyen
zamanlarda tecriibeyle birlikte yiikseltebilecegimi diigiiniiyorum.”
‘I perceived myself being qualified in language assessment at a moderate level. It is
because | cannot foresee how effectively I will put theoretical knowledge into practice. |

believe | will be better in language assessment via  experience.’
(After.Moderate.Pre.100)

After.High.Pre.90: “Kendimi daha yeterli goriiyorum. Sinav veya aktivite hazirlarken
yaptigim yanlislar1 gordiim ve nasil diizeltebilecegimi 6grendim.”
‘I perceive myself more competent now [at the end of the semester]. | noticed my

mistakes while preparing language test items or activities, and I learned how to fix them.’
(After. High.Pre.90)

After.Low.Pre.78: “Deneyimimiz ¢ok olmadigi i¢in bu konuda kendimi yeterli
gormiiyorum. Ama tabii ki meslege basladiktan sonraki siiregte bunun degisecegini
umuyorum. Deneyerek gorerek daha yeterli hale gelecegimize inantyorum.”
‘I do not perceive myself being competent in language assessment because of the lack of
experience. But | hope this situation will change after starting my career as an English
teacher. I believe I will be better by means of practicing.’ (After.Low.Pre.78)

After.Moderate.Pre.100: “Ders sonunda dlgme degerlendirmeyi dilin her alaninda
(grammar, vocab, listening, ...) nasil yapacagimi, bunu yaparken nelere dikkat etmem
gerektigini 6grendim.”

‘At the end of the course, I learned how to assess language skills (grammar, vocabulary,

listening, etc.) and also, the criteria which I should bear in mind while assessing.’
(After.Moderate.Pre.100)

249



After.Moderate.Pre.119: “Sinav hazirlarken dikkat etmemiz gereken seyleri
ogrendik. Amacimiza simifimizin diizeyine gore smavlari nasil olusturmamiz
gerektigini. Bu sinavlar1 daha etkili ve giivenilir yapabilmek icin kullanacagimiz
yontemleri 6grendik.”
‘We received information about the criteria that we have t0 pay attention while designing
language tests. Also, we learned how we can prepare language exams according to the
level of our classes as well as our teaching goals. Besides, we studied on the procedures
which can be utilized to increase the reliability and validity of language tests.’
(After.Moderate.Pre.119)

After.Moderate.Pre.44: “Ogretme ve degerlendirme arasinda sik1 bir bagin oldugunu.
Test tekniklerini, degerlendirmeyi, bir 6lgme aracinda olmasi gereken ozellikleri,
dilbilgisi, kelime, okuma, yazma, dinleme gibi becerilerle ilgili nasil soru
hazirlanacagini 6grendim.”
‘I learned at the end of this course that there is a close relationship between teaching
and assessment. | also learned about language testing techniques, evaluation, the
features that any measurement tool should possess, and how to prepare test items for

language skills such as grammar, vocabulary, reading, writing, and listening.’
(After.Moderate.Pre.44)

After.Moderate.Pre.127: “Bir 6gretmen aday1 olarak ileride uygulayacagim testler
icin neleri géz oniinde bulunduracagimi, nasil test olusturup degerlendirebilecegimi,
dontit verecegimi, 6gretmesi agisindan faydali oldu.”
‘As a language teacher candidate, I learned about what sort of aspects that I have to
consider while designing language tests, how to prepare and evaluate test items, and
how to give feedback in my future teaching career. That is why, this course was
beneficial.’ (After.Moderate.Pre.127)

After. Moderate.Pre.31: “Evet karsiladi. Universitede 4 sene boyunca Ingilizce
ogretimi ile ilgili dersler aldik yani siif i¢i etkinliklerinin nasil diizenlememiz
gerektigini  0grendik. Ancak ders sonunda bunlari nasil degerlendirecegimizi
bilmiyorduk. Bu agidan bu ihtiyaci karsiladigini diistiniiyorum.”
‘This course met my expectations. Throughout our 4-year-university life, we took the
courses about how to teach English language; I mean, how to organize language
teaching activities in the class. But we had not known how to assess those at the end of
those courses. From this point, this course filled this gap.’ (After. Moderate.Pre.31)

After.Moderate.Pre.87: “Evet. Dersin Tiirk¢esini 3. smifta almistim fakat kendi
alanima odakl1 bu dersi almak Ingilizce gretmenligi kariyerimde daha etkili bir testing
ve evaluation agamasini gergeklestirmis olacagim.”
‘This course was helpful. I took a similar version of this course in the third year, but it
was Turkish and general [Measurement and Evaluation in Education]. Thus, by taking
this specific course dedicated to English language testing and evaluation, | believe I will

be more effective in terms of language assessment in my professional life.’
(After.Moderate.Pre.87)

After.Moderate.Pre.83: “Bence yeterliydi. Becerilerin detaylarii vermeden 6nce
teknik bilgileri vermesi bizim konular hakkinda zemin hazirlamamizi sagladi ve bu
giizeldi.”
‘I think the course content was sufficient. Providing detailed theoretical and practical
knowledge about assessing language skills made us understand the concept of
assessment, which was pretty good.’ (After.Moderate.Pre.83)
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After.Moderate.Pre.112: “Bence dersin igerigi yeterli ¢linkii her alan ve beceri igin
yeteri kadar alternatif var 6grencinin neye ihtiyaci oldugunu 6grenebiliyoruz.”
‘I think the course content was sufficient because there were adequate options for
assessment examples for each language area and skill, and also, we learned what
students would need as a result of assessment.’ (After.Moderate.Pre.112)

After.Moderate.Pre.100: “Bu ders beklentilerimi ve ihtiyaglarimi karsiladi.
Ogretmenin ders anlatiminda iyi olmasi, acik, anlasilir, net bir sekilde anlatmas:
sayesinde yliksek verim aldigimi diislintiyorum.”
‘The course responded to my needs and expectations. I think I had learned a lot because
of our course lecturer whose teaching was very good, clear, comprehensible and
explanative.’ (After.Moderate.Pre.100)

After.Low.Pre.4: “Yeterince karsilamadi ¢linkii donemin tamamu teorik ders ile gecti.
Uygulama kism1 6dev olarak verildi. Teorik kisimlar1 dnceden okuyup gelebilecekken
sinifta buna agirlik verildi ve uygulama kisminda hi¢ deneyimimiz olmadigi i¢in sorun
yasayabilecegimi diisiiniiyorum.”
‘The course did not respond to my needs adequately because the whole semester was
theoretical. The practical part was given only as an assignment. While the theoretical
parts could have been read at home, there was much more emphasis on that side in the
lessons. Therefore, since we had no experience in terms of practicing assessment, there
Will be problems in the future.’ (After.Low.Pre.4)

After.Moderate.Pre.30: “Evet, icerik olarak yeterliydi. Ama kullandigimiz
coursebookta typelar biraz eskiydi. Giiniimiize gore gelistirilebilir. Onun disinda
faydal1 ve yeterli bir ders.”
Yes, the course content was sufficient. But the types [examples] in the coursebook we
used in the lessons were a bit out of date. They may be updated. Apart from this, the
course is beneficial and adequate.’ (After.Moderate.Pre.30)

After.Moderate.Pre.49: “Kismen karsiladi. Ogretmenin etkin oldugu yerlerde daha
verimli gecti fakat en ¢ok Ogrencilerin sunum yaptigi yerlerde dersi anlamakta daha
zorlandim.”
‘The course partly responded to my needs. It was more efficient when the course lecturer
was active in the class but for me, it was too hard to understand when the course takers
did presentations about the topics.’ (After.Moderate.Pre.49)

After.Moderate.Pre.95: “Icerik acisindan yeterli fakat son sinifa birakilmamasi
gerekilen bir ders oldugunu diisiinliyorum. Daha 6nce alinilip son sinifta uygulama
sansima olabilirdi.”
‘I think the course content was sufficient, but the problem is that the course is given too
late [in the last semester]. If | had taken the course before, there would have been more
chance to practice it in the last semester.” (After.Moderate.Pre.95)

After.Moderate.Pre.110: “Dersin igerigi yeterliydi. Fakat Ogrencilere konular
verilerek smav hazirlanmalart ya da mini quiz tarzindan bu dersi pratige
dokebilecekleri bir 6dev hazirlattirabilirdi.”
‘The course content was sufficient. However, the course takers would have been made
to prepare exams according to the topics or to design mini quizzes in order to practice
assessment.’ (After.Moderate.Pre.110)
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After.Moderate.Pre.26: “Teorik agisindan yeterli oldugunu diisiiniiyorum ama
pratikte ve pratik kullanimi1 hakkinda yeterli olmadigini1 diisliniiyorum. En azindan
stajin da bu dersi kapsamasi gerektigi diigiincesindeyim.”
‘The course was sufficient in terms of its theoretical knowledge, but | think it was
inadequate in terms of its practical side. | think the course should be integrated into the
practicum.’ (After.Moderate.Pre.26)
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